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for Teachers
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Language is one of the most powerful tools for reflective learning from expe-
rience. Writing, in particular, can become an effective means of professional
learning for teachers, requiring them to grapple with words and their meaning
in an effort to understand their professional practice better.

In this chapter, we focus on unguided reflective writing as a practice for
reflectively learning from experience, and we argue for its recognition as a
scaffold for teachers’ professional learning from experience. Our discussion is
sustained by the findings of a study that involved the collection of data dur-
ing an in-service program for language teachers about the teaching of writing.
Teachers used writing as a situated learning tool in a context in which they were
consciously learning about the complexities and difficulties of learning how to
teach writing. Teachers’ unguided reflective writing assumed a narrative-like
character and the texts were analyzed as tools that they used to create mean-
ing directly from their lived experiences. The study unveiled the uniqueness
and complexity of meanings that were constructed by each individual and illu-
minated a variety of profiles of teachers as meaning makers.

We problematize professional learning in its personal and social dimen-
sions. By telling the research narrative that developed from the analysis of the
teachers’ writing, our aim is to highlight the complexity of narrative writing in
the professional lives of those who dedicate themselves to understanding and
improving the teaching and learning of writing.

1 Reflectively Learning from (Educational) Experience

A considerable amount of learning is based on experience. Learning happens
when new meanings are made from experience. Meanings are the connections
we perceive “between what we do to things and what we enjoy or suffer from
things in consequence” (Dewey, 1916, p. 140). That is to say, learning is inextri-
cably bound up with the thoughts and feelings we have as active participants
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in any social setting. As Dewey sees it, in meaningful contexts, action is experi-
ence and, as a result of acquiring experience and reflecting about it, we become
open to new experiences and further learning. Meaning making processes that
are based on experience thus have a pragmatic role to play in the human lives.

Making meaning from experience is a multifaceted process (Brandsford,
Brown & Cocking, 2000; Claxton, 2000). Learning comes from immersion in
experience and it is learner centered. This means that a learner learns by doing
in new, living situations in which his or her prior experiences, motivations and
needs necessarily play a role. However, this does not mean that learning is
simply an individual process. Rather, learning from experience is intrinsically
social—it is always something that arises from our interactions with people
who share the world with us. This is obviously the case when more able subjects
are able to challenge the learner to search for new meanings and support his or
her efforts by providing new information that scaffolds him/her into making
new hypotheses and drawing new conclusions about how the world works
(Vygotsky, 1986). Furthermore, it is social since what one learns is something to
be shared with others and used to produce relevant knowledge for one’s future
situated life.

Thinking, which we will take as a synonym for ‘reflection’ here, is a crucial
dimension of learning experiences (Dewey, 1938). Some form of thought is nec-
essary for new meanings to be made in socially situated experiences. Thinking
about practical experience has become a fundamental tenet of current pro-
fessional learning theories (Alarcio & Gil, 2004; Schén, 1983). Such thinking
requires one to take an analytical stance towards one’s professional experi-
ences, involving a reflective awareness of one’s pre-conceptions as they have
been formed by theoretical knowledge and other sources, a wide contextual
awareness and serious ethical concerns (Habermas, 1986). It is to acknowl-
edge the importance of developing meta-professional thinking abilities by
using knowledge (otherwise abstract or decontextualized) in order to improve
practice and promote teachers’ life-long, autonomous professional learning.
This professional disposition is now recognized as one of the most power-
ful driving forces for specialized, self-monitored, conscious and conscientious
action, more and more understood as reflection-in-action, empowering teach-
ers to actively resist mechanistic narrowly pragmatic attitudes and successfully
address the demands posed by an ever-changing practical world. As several
researchers put it, it is such knowledge that empowers the practitioner to face
the top-down standardized rationalism that currently pervades any field of
human action (Clandinin & Rosiek, 2007; Doecke, 2013; Doecke & Pereira, 2012).

Reflection has also become a central professional disposition to be culti-
vated in the professional world of teachers. This is to reconceptualise the role
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of teachers as ‘conscious knowledge producers and transformers of their own
practice’ through reflection, rather than merely ‘knowledge users and exem-
plary technicians’ (Cochran-Smith & Lytle, 1993; Hatton & Smith, 1995; Marcos,
Miguel, & Tillema, 2009; Moon, 2004). Reflective learning has been character-
ized as teachers’ specialized form of cognition (Bazerman, 2009; Pereira, 2014).
Following, and expanding, Schon’s ideas, Garcia (1992) identifies four major
reflective processes in teachers’ practices, namely: introspection, through
which teachers make meanings about themselves from their lived experiences;
thinking in practice, through which teachers make the sort of intuitive mean-
ings that characterize response to immediate action; thinking about practice,
which concemns the meanings that the teachers construct in a more distanced
manner about their past and future actions; and inquiry, which is the thinking
involved in professional theoretical research. Learning how to become or to
develop as a teacher is synonymous with acquiring or developing such think-
ing abilities that inform teachers’ learning and professional growth.

2 Writing as a Tool for Teachers to Reflectively Learn from
Experience

Language is the most important mediating tool for learning from experience
and the development of cognition. The role it plays in scaffolding human
learning from experience is complex in that it occurs at both a social and
an individual level. The idea, originating in Vygotsky (1986), that people start
by learning interpersonally, “‘talking through’ our tasks with another person
and then internalizing that conversation as thought” (Bruffee, 1986, p. 785),
within the so-called Zones of Proximal Development that those interactions
generate for learners, is a fundamental aspect of the professional learning that
we are reporting here. When such inner conversations become spontaneously
enacted by the learners themselves to solve any practical problem, this shows
that they have become autonomous learners. Language is the vehicle for (life-
long) thinking and learning from experience (Wells, 2001).

Writing has received a renewed interest in the context of the acknowledge-
ment of the cognitive role of language in learning from experience. It builds
on the role played by oral language in learning by rendering thinking tangible
and, thus, providing a means of self-monitoring for learners. By writing to our-
selves (as when we keep a journal) we represent our experience as an object for
our own understanding and learning (Britton, 1970). When we construct a writ-
ten text from experience, we construct a verbal representation that is separate
from that experience. Through the process of creating such a representation,
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the contents of our thinking are objectified, made concrete, stable, analyzable,
editable and liable to be shared and validated by others. Another way to put
this is to say that writing about experience extends thinking, allowing thinking
about thinking to occur, a meta-cognitive dimension that has a powerful heuris-
tic force: “[t]he act of making [a representation] is not only an occasion for
expressing or representing what you already know, imagine, or feel; it is also a
means through which the forms of things unknown can be uncovered” (Eisner,
2006, p. 109), opening up possibilities for (re)constructing future experience
for those who write. Writing from the standpoint of what he calls pedagogical
phenomenology, Van Manen has argued the crucial role that writing plays in
learning from experience (Van Manen, 1989, 1990, 2006). He conceives of writ-
ing as a method for any kind of research that aims to gain personal insights
and to build knowledge from lived experience. As he puts it, writing “places
consciousness in the position of the possibility of confronting itself, in a self-
reflective relation” (1989, p. 30). He highlights the potential of writing about
lived experience as “a kind of self-making or forming” as well as an opportunity
to direct thinking to praxis, “a potential more tactful action” (p. 30), a more fully
aware experience.

Teacher education and the research into teacher education have been par-
ticularly influenced by this interest in writing due to the potential it holds
for enhancing learning from professional experience (Alvares Pereira, 2001;
Calame-Gippet, Delamotte-Legrand, Jorro, & Penloup, 2000; Darling, 2001;
Doecke and Pereira, 2012; Rosen, 1987; Shulman, 2004; Zeichner & Liston, 1996).

A vast number of situated writing practices have emerged in teacher edu-
cation programs, most (if not all) of which assuming a narrative-like charac-
ter (Clandinin & Rosiek, 2007; Darling, 2001; Doecke, 2013; Vieira, 2010). When
teachers try to make meaning from their lived experiences, they inevitably use
narrative-like genres, which mediate and give structure to the experiences they
relate to and the meaning they make. Rosen (1987) observes that “narrative
itself is a cognitive resource—a meaning making strategy” (p. 13), that making
stories is “a product of the predisposition of human mind to narrativize expe-
rience and to transform it into findings which as social beings we may share
and compare with those of others” (p. 12). Connelly and Clandinin (1990) rein-
force this idea by saying that “people are both living their stories in an ongoing
experiential text and telling their stories in words as they reflect upon life and
explain themselves to others” (p. 4). Narrative writing brings with it the logic
of the uniqueness of the learning experience by representing the complexities
of each individual’s response to the specific situation with which he or she is
faced, as a situation that requires a decision on his or her part to act in a certain
way.
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This turn to narrative inquiry, to telling stories about experience in the
field of teacher education, is directed towards enabling teachers to strengthen
their own situated reflective learning, practice and professional identities in
an authentic manner, scaffolding them to be more responsive to their teaching’
reality. A relevant point made by Doecke (2013) is the possibility, opened up
for teachers by writing stories about their practice, to develop a standpoint
(a reflected meaning) from within the world in which they live as a way of
empowering them to transform that world. Writing stories goes beyond the
passivity of merely interpreting the world to an intellectual engagement with
experience as it is lived by teachers.

Portfolio writing is an interesting example of teacher’s reflective, narrative-
like writing (Pereira, 2014; Sa-Chaves, 2009; Shulman, 1998; Vanhulle, 2000;
Zeichner & Wray, 2001). In teacher education, narrative-like writing also takes
teachers’ personal lives as an object of inquiry. Autobiographical and biograph-
ical writing, for instance, put the focus on how meanings drawn from past
experiences shape teachers’ present identities (Josso, 2004; Pineau, 1983). Jour-
nal records, field notes, letter writing, plans and personal notes, among others
(Connelly et al., 1990; Vieira, 2on), are also examples of narrative-like types of
writing that teachers can use to write their stories and make meaning out of
them.

Types of writing about experience such as these are clearly done with a
complex pedagogical intent, involving the transformation and enhancement of
teachers’ lived experiences as educators, enabling them to be more fully aware
of the complexities of their day-to-day lives and the responsibilities that their
work involves. The teacher who goes through such a process of meaning mak-
ing through reflective writing is the main audience for the renewed meanings
that (s)he has made (Darling, 2001). Writing about one’s experience contributes
to the extension of the writer’s mind. However, to represent what we have expe-
rienced is also an important means to contribute to extending other people’s
minds. Teachers’ reflective writing about their experience is potentially rele-
vant for enriching the practical epistemologies of the professional community
to which teachers belong. Through reading teachers’ stories, others may come
across practices, meanings, interpretations that they can use to expand their
own minds and experiences. Teachers’ writing is also essential data that teacher
educators use to draw meaning from their own educational experience by
thinking about what is important, necessary and possible for those who need
to professionally learning with them (Margolin, 2o1; Clandinin et al., 2007;
Murray, 2008) and also by intervening to improve the quality of the teachers’
learning experience. Pinnegar and Daynes (2006, p. 24) point out the relevance
of such data as it allows researchers to “embrace the power of the particular for
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understanding experience and using findings from research to inform them-
selves in specific places at specific times”. As well as engaging directly with the
specific contexts in which teachers operate, narrative can also play a crucial
role in advancing the scholarship of teaching and learning (Shulman, 2000).
Stories originating in teachers’ lived experiences prompt others to reflect on
how to interpret those experiences, reaching out to an audience beyond the
specific situations and people referred to.

3 A Case of Teachers’ Unguided Reflective Writing

The understanding about writing as a tool for teachers’ learning from experi-
ence that we have discussed thus far has been influenced by our roles as edu-
cators of pre-service teachers as well as by our recent participation in diverse
in-service learning programs in which reflective writing has played a learning
function (Pereira, 2012). Reflective writing is in fact one of the most significant
transformations in the last decades in pre-service and in-service education in
Portugal, closely connected to the introduction of the idea of learning through
reflection, which has also been officially introduced.

One of the in-service programs in which two of us have recently participated
focused specifically on the teaching of writing (Alvares Pereira & Cardoso,
2010). The purpose of the in-service program was to help teachers transform
their teaching of writing by reflecting about research on writing and their own
(past and current) practices. The program was carefully designed to help teach-
ers adopt an inquiry disposition by providing a collaborative space for partici-
pants’ previous experiences to be actively taken into account as “the starting
point for further learning” (Dewey, 1938, p. 74), embracing theory about the
teaching of writing that they could then consciously transfer to their school
practices and then self-assess and share their learning. Twenty-four partici-
pants, including primary and secondary teachers, teachers of Portuguese and
of foreign languages, learnt about the teaching of writing at the same time that
they experienced what they themselves were learning about (writing) because
they had to do several reflective writing tasks throughout a year-long learn-
ing program, from October to July (75 hours total, comprising face-to-face
and e-learning training, using Moodle learning management system) (Pinho
& Simdes, 2012).

The initial period of the program was designed to allow teachers an extended
time for sharing experiences about the teaching of writing by using writing.
This involved intensive engagement, when a strong spirit of collegiality
amongst participants emerged: teachers told about their experiences of teach-
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ing writing and received feedback to their stories, comparing and analyzing
their previous professional experiences, formulating questions and doubts,
while at the same time exploring the potential of reflective writing. This initial
period also included the sharing of some general theoretical knowledge about
the procedural nature of writing as well as of some pedagogic strategies—
which was done at teachers’ own request, as they found themselves that they
were unable to learn any further beyond what they had experienced and
shared. Teachers were then asked to freely write about the learning process as
they had experienced it up to that moment. Of all the reflective writing prac-
tices that were carried out by teachers, we found such unguided writing task
to be a particularly stimulating prompt for further inquiry on our part as to
what we really understood by writing and storytelling as forms of professional
learning. Among the 24 participants, 20 reflections were written and posted
on Moodle by the end of January, and these were the texts we analyzed: 18551
words in total. No writing instructions or formal guidance were provided for
these texts. This “freedom to narrate” generated very different texts, as far as
their layout and length were concerned: ranging from 338 words as aminimum
to 2321 words as a maximum, with the average number of words being 928.

During the remaining educational program, which lasted until July, partic-
ipants planned, developed and assessed new practical experiences with their
own students and wrote guided reflections in order to complete a written port-
folio of their whole educational in-service learning. These latter guided reflec-
tions were to be informed by the discussion generated by the initial unguided
reflections.

In spite of the freedom ascribed to the first reflection, this written task was
still obviously shaped by the context of its production (Alvares Pereira & Graga,
2008). Teachers were well aware that this writing was part of the assessment
components they had to fulfill for their final assessment, a fact that must have
conditioned their writings in one way or another. In addition, the unguided
writing task was undoubtedly mediated by participants’ own understanding of
reflection (specifically ‘free’ reflection), and might be seen as the product of
the professional experiences and knowledge that they had developed over the
years they had been teaching.

The unguided reflection task nonetheless fit perfectly the constructivist
dynamics of the program as we expected these texts to contribute to better
informing the impending program as closely as possible to each individual
participant. Also, the unguided textual format seemed to us to offer a rich
set of material to inquire into reflective writing in the professional learning
processes of teachers due to its authentic narrative-like character. We felt
that we were offering teachers the possibility to identify the most relevant

.
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meanings that they were able to construct collaboratively about the teaching
of writing. The task allowed them a space to think about and monitor their
learning, consciously identifying, selecting and recording the most significant
meanings that they individually made for themselves in the context of the
educational program. We also felt that the unconstrained nature of this writing
task would a?ow us to have a closer look into the way these teachers were
assuming their role as reflective learners. The importance of leading teachers
to reflect through structured thinking tasks (mostly through genre dispositions
[Bazerman, 2009]), offering teachers tools and guidance to learn how to be
reflective, is now well documented (Orland-Barak and Yinon, 2007). In spite
of that, we encouraged unguided reflection because we believed that it would
provide rich data about teachers’ dispositions to learn from experience through
reflection. We therefore assumed the unguided writing to be valuable data,
which we approached with the following research questions:

~ Which meanings did teachers construct about the teaching of writing during
the initial phase of the in-service learning program?
— What can we learn about teachers as reflective learners?

We assumed that these questions would be answered by inquiring into the
meanings that were represented by teachers in their texts. We thus looked for
an analytical way into the texts.

31 A Path into Unguided Reflective Writing

Habermas’ (1986) tripartite categories of human activity and ‘worlds’ were used
to look into the unguided reflections. He maintains that any human activity
which is carried out within a particular social group is anchored by collective
representations organized in three systems, which he calls ‘worlds’: the objec-
tive, social and subjective world. Simply put, the objective world concerns any
representations about the physical or material world; the social world con-
cerns the set of rules, values, conventions and organized forms of knowledge
that guide human activity within that world; the subjective world concerns the
representations about the psychological and psychic features of the individual
who carries out any action. This distinction was considered relevant to catego-
rize the meanings that were individually constructed by participants about their
teaching of writing and represented in their writings. Three categories of mean-
ings were developed to analyze the writings: objective, subjective and social
meanings, that is meanings concerning:
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i)  the objective world of teacher-in-pedagogic-reality—or the actual world of
teaching and learning writing as represented by the teachers;

ii) the personalworld of the teacher-as-person—or the emotional world and
mental states of the teacher of writing as seen by him or herself;

ili) and the social world of teacher-as-practitioner—or the didactic norms and
rules of teaching writing.

Furthermore, it was assumed that these analytical categories would be suitable
to develop an idea of teachers’ positioning as reflective learners and obtain an
answer for the second question, namely: what can we learn about teachers as
reflective learners? Habermas’ tripartite definition presupposes an interaction
among those three worlds of meanings, that they should not be understood
as existing in isolation from one another. According to this view, we assumed
that the teaching of writing is, just like any other action in the Habermasian
worlds of experience, interactively mediated by the subjective interpretative
and emotional meanings (the subjective world), the perceptions of reality upon
which the action is being done (the objective world) and the social knowledge
that directs social action (the social world). By accepting this, we discarded the
view that the social action of teaching is the direct and simple expression of
meanings of a social character. We hypothesized that teachers would represent
the interactions among the worlds in which they acted as teachers of writing
in individual ways, and we hypothesized that a close interaction among such
worlds would be indicative of teachers’ positioning as reflective learners. An
accomplished reflective teacher of writing would not understand her practice
simply in terms of one level of activity as defined by Habermas, but would think
her professional practice as one in which all three dimensions were present.
Finally, we also hypothesized that a reflective positioning would be observ-
able when teachers’ represented new meanings, whatever they were, which
obviously takes us back to Dewey’s conceptions of learning through reflection.
This analytical conceptualization is in accordance with the reflective view of
learning from experience, through which the subjective mediation of the real-
ity of the teaching of writing and the social rules about teaching is crucial for
transformed action to be carried out. Individual teachers must feel person-
ally engaged; they must feel that the knowledge they have accﬁ?red about the
teaching of writing matters to them, and that it can illuminate their practice in
personally meaningful ways.

In order to develop this analysis, 20 unguided reflections by different authors
were examined using the analytical categories just presented. Each reflection
was given a pseudonym, which is easier to retain.
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3.2 Meanings and Meaning Makers in Unguided Reflections

As mentionned above, the analysis aims to provide answers to the following
questions: 1) what meanings did teachers construct about the teaching of
writing from their learning experience?; 2) to what extent did teachers act as
meaning makers and reflective practitioners in their writing?

Meanings
Our most immediate finding was that teachers constructed different meanings
from their common in-service experience: each written reflection was unique
in the meanings that were represented.

Meanings concerning thefsocial world of teacher-as-practitioner were con-
stant to all reflections, which was in accordance with the focus of the in-service
program. Some of the meanings about the social dimension of the teaching of
writing that were represented in the texts concerned the strategies for teaching
writing, as is the case in the following excerpt:

Here are some strategies to stimulate writing:

transform comics into written language;

abridge a text;

label an image sequence;

finish a story from which the end was removed.
LiDIA

Other meanings were about the pedagogical construction of teaching-learning
for teaching writing. In the following case, a case is made of the role of interac-
tion:

So, it is up to the teacher to roll the dice in the ‘argumentative writing

process, as tutored by him/herself, but focusing on interaction: self, other

or co-evaluation by the students, as a starting point to meta-cognition/

reflection (to develop awareness) on what works, what fails and why.
BRUNA

In the written texts, we also found different meanings concerning the personal
world of the teacher-as-person. For instance, teachers acknowledged the diffi-
culty of teaching writing and manifested empathy for students’ difficulties in
writing, as evident in the following example:



98 ALVARES PEREIRA, PIRES PEREIRA AND CARDOSO

At this moment, I revise in my mind, as if in a film, the image of my
students when I ask them to write something [...] I clearly feel what my
students have felt for years—the horror of having to fill-in a blank space
with words that someone will read, will underline, about which (s)he will
make comments.

RUTE

In their writing, teachers very often expressed their will to learn:

“There is no real commitment from them [students] in what they write
and that they will only do it because they are obliged to, therefore acting
in a disturbingly irreverent way!” (Cardoso & Alvares Pereira, 2007: p. 176)
In here therefore lies a habit that needs to be changed! How? I'm not yet
sure, that is what I intend to apprehend in this project.

PAULINA

Others had already the opportunity to express happiness for what they had
already learned: “After each session, I had the feeling of becoming ‘lighter’
because I was able to share my doubts and to receive suggestions of activities
to develop with the students” (Anabela), whereas others stressed the pain they
felt when assuming the role of writers: “When there are only 7 minutes left for
the new day, February 28th, 2009, I would say that this is the text that is possible
[ followed by the transcription of Miguel Torga’s poem “Mute”]” (Flora).

In the written texts, there are also meanings concerning the objective world
of the teacher-in-pedagogic-reality. For instance, teachers referred to the learn-
ing of writing as a time consuming process: “To me, teaching [writing] is (...)
a long-term investment, the results of which are often observable much later”
(one), and they reported and analyzed teaching events, and described and
analyzed students’ difficulties in learning how to write texts:

What I've done, how I've done it and when I've done it. First, I observed
by myself the structure of the texts that I wanted to analyze (...) After
that, in class, I commented, I asked; I made people underline; I made
people replace structures, I made people understand textual structures. I
heard comments that I registered—“This writer needed some Portuguese
language classes [because (s)he repeats certain words many times]”; “Did
the author purposely meant to write like this?".
TANIA
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These are examples (and not a comprehensive list) of what was represented
in unguided writings that clearly reveal that teachers’ minds were filled with
heterogeneous meanings as the result of the participation in the learning
experience. Our second question dealt with teachers as reflective learners, or
in Habermas’ term, as meaning makers, as we explore below.

Meaning Makers

We perceived that no teacher focused their thoughts on a single dimension of
the Habermasian worlds of experience. Rather, teachers’ thoughts about the
learning experience were complex as more than one of the worlds were always
inextricably referred to in their reflections. Despite all referring to the social
teacher-as-practitioner world, which was the focus of the in-service program,
no teacher focused on that world exclusively: some centered on two, others
on the three worlds of their experience. We also found out that meaning
makers also differed concerning the capacity to interrelate the three worlds of
action. The more teachers seemed to relate references to their three worlds of
action, the easier it was to find traces of professional learning that was both
deeply grounded in the situations in which they were working and which they
found personally meaningfal. The following example illustrates one such case,
adense flow as the teacher relates different meanings, from different worlds, in
the representation that she offers in her discourse:

We all know how important the word is, either written or spoken. (...) The
sentence ‘I write, therefore I am” demonstrates that writing is essential
to being, to the being’s formation and development at various levels. (...)
But, would students think like this? Of course not! To them, writing is an
imposition, a kind of torture, an unfruitful work that serves no purpose!
In that case, why is it that we have students that write journals? (...) The
answer to this may be: “we assume that, for its characteristics of being
personal and impossible to repeat, the affective and behavioral compo-
nents are important in regulating the writing process. (...) the student
only writes if (s)he likes what (s)he is writing” (Cardoso & Alvares Pereira,
2007, p. 176). In fact, we all feel like the authors state: “Countless teach-
ers agonize in schools because students don’t want to learn (...)". Writing
implicates to give a part of ourselves and if students can’t find meaning in
what they are doing, then there is no real commitment from them in what
they write and that they will only do it because they are obliged to, there-
fore acting in a disturbingly irreverent way! In here therefore lies a habit
that needs to be changed! How? I'm not yet sure, that is what I intend to
apprehend in this project.
PAULINA
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The teacher/writer begins with an acknowledgement of the role of writing
in human development and goes into an elaboration about students’ relation
to writing (the objective world), goes into considerations about the didactics
of writing (the social world) and introspectively looks into her own feelings
about this reality (the subjective world). She does this as a clear process to reach
new understandings about teaching writing (the social world), (subjectively)
reinterpreting students’ resistance towards writing and diagnosing a possible
cause in her real world (In here therefore lies a habit that needs to be changed),
and setting clear questions about that (social world) that she wants to find an
answer to (personal world) during her learning experience

As we perceive in this excerpt, the teacher in question reveals a disposition
to make meanings that are new fo her. She allows us to perceive that the
in-service experience was assumed as an opportunity of self-transformation. By
contrast, some teachers demonstrated a quite different, passive stance towards
the learning experience. This was evident in the fact that they gave emphasis to
one or two worlds. In the next example, such stance is revealed by the teacher
assuming that solutions for the difficulties in teaching writing (the objective
world) can be found in recipes or formulae (the social world) that could simply
be applied mechanically: “It was with the difficulties that writing represents
to my students in mind that I've decided to enroll in this training, hoping to
find the magic formula!” (Ema). But also some teachers revealed to think of
themselves as being unable to make meanings (subjective world), assunzing
that meaning making processes somehow lay in some other person’s more
knowledgeable head (the social world), as it is clear in the following excerpt:

Nothing new so far. And why? Because what I feel has already been
verbalized, through more or less scholarly words, illustrated by max-
ims/thoughts of great authors and writing masters, thinkers, philoso-
phers, in greater or smaller length, by my distinctive colleagues.

MAGDA

These are cases in which learners are less engaged in the learning experience.
The acquisition of theory appears to dominate teachers’ meaning making con-
cerns, few or no glimpses being offered of the teachers’ capacity to actively and
productively relate it to either their objective or their own subjective world.
For these teachers, the improvement of teaching practices seems to be exterior
to their agency, and we get the idea that they are not actually strengthening
their own situated reflective learning, practice and professional identities in
an authentic manner in this learning experience. From these data it is there-
fore possible to conclude that teachers as reflective learners from experience
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revealed themselves to be heterogeneous and uniquely individual meaning mak-
ers.

3.3 Unguided Reflective Writing in Teachers’ Learning from Experience:
Some Lessons Learned

The analysis confirms learning to be a meaning making process from experi-
ence. It shows how teachers’ thinking about their learning experience was
overwhelmingly complex and elaborate. It reveals compelling evidence of the
uniqueness of the meanings that teachers constructed for themselves in this
learning experience as well as of the heterogeneity of their reflective meaning
making dispositions. We nonetheless observed outstanding differences in the
quality of their engagement in this task. For some teachers it was initially just a
matter of knowledge or strategy, the latter conceived as a ‘magic bullet’ or recipe
that they might simply apply, regardless of the contextually specific character
of their situations or of themselves. For others, the knowledge they acquired
was registered at a deeply personal level, both a moment in their practice and
in their biographies as practitioners. For them, knowledge about writing was
not simply ‘disembodied. It was as though it needed to be registered on their
pulses.

We understood that unguided writing had a fundamental role in these teach-
ers’ reflective achievements. Our data shows that free writing stirred reflective
processes in teachers’ minds. The reflective introspection they were asked to
make about their experience, by writing about it and making it tangible, each
at their pace affd in relation to their own past experiences, their interests, emo-
tions and their ways oflearning, guided them to make visible their own learning
as well as the limitations in their practical epistemologies and to identify new
learning processes and learning aims through the mediation of writing. In fact,
all the above-transcribed excerpts show the cognitive role of writing in creating
a space for teachers to represent the individual significance of what they were
experiencing. As such, this analysis supports our view that unguided writing is
a relevant practice in the construction of teachers’ thinking and professional
learning from educational experience.

Ultimately, this unguided writing guided teachers into a closer look at them-
selves as persons, teachers, learners and writers in the first part of the in-service
program and, for that matter, until the end of the learning experience. As said
before, the teacher who goes through processes of meaning making through
reflective writing is the main audience for the renewed meanings that (s)he has
made (Darling, 2001), enabling him or her to develop a standpoint (a reflected
meaning) from within the world that can be empowering and transformative.
We believe our data bring evidence to these claims.
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However, we believe that for this to happen, the process of unguided reflec-
tive writing needs to be an authentic, situated one. As teachers of these teach-
ers, there were several professional meanings we made as a result of the initial
analysis of these written texts. We defined dimensions of further intervention
and monitoring of the learning experience, which were shared with all the
teachers, so that we could help them develop the initial meanings they had
made or wanted to make during the remainder of learning process, as well as
reflecting critically on their learning stances. A text was shared about our main
results, which provided guidelines for teachers to distil their meanings and pro-
files as reflective practitioners. We believe the role of the situated unguided
practice as a tool to foster learning is well evidenced in the following excerpt,
a final reflection of the learning process (in July), in which one teacher points
out that her initial unguided writing facilitated her final self-confrontation and
self-evaluation of her learning:

When we are teachers of Portuguese, we think: what a great challenge
it is this of wanting to teach writing! [...] But, alas when the challenger
becomes the challenged and, right at the beginning of this training, we
were requested to write our own texts, building our thoughts through
writing, our written critical reflections, as in-training participants (be-
hold!) of a training on writing teaching, even before we reflected about
our students’ work (Nothing would be more suiting or obvious, it seems
to me now) (...) Some of us ... me included, of course, felt terrified because
it wasn’t just about writing, we would also have to publish what we wrote
on moodle so that everyone would read it! Well ... eventually we dared
and now I know, feel that, and that’s precisely why I can be here today,
it was due to that first big challenge (of realizing from the start and by
myself that writing is difficult, demanding, complex and serious, both for
students and teachers alike) that this training has contributed to expose
my frailties and to gain personal and professional experience.
ALEXANDRA

4 Concluding Remarks

In this chapter, we have presented our views about unguided reflective writ-
ing as a tool for reflectively learning from experience. We contextualized it in
the general understanding about professional learning as reflective learning
from experience and in the acknowledgement of writing as a tool to scaffold
such learning as it represents lived experience for the learner’s own think-
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ing. In this text, unguided reflective writing has been characterized as a valid
practice for teachers’ professional learning. The data we analyzed have shown
how this practice supported teachers to represent and recognize themselves as
heterogeneous meaning makers, thus clarifying learning paths for themselves
and for the teachers that were scaffolding their learning in the in-service pro-
gram.

As in any other narrative study, our main intention was to understand reality
as lived experience (Clandinin & Huber, 2010) and not to reach generalizations
and certainties. The particularity and uncertainty remain. Our analysis offers
further possibilities for inquiry. The data raise other questions, the answers
to which we believe will provide relevant results to better understand the
complexity of the process of reflective writing. One such question paradoxically
concerns the nature of unguided reflection as genre. Unguided reflection did
apparently configure as genre in a specific communicative context and serving
particular forms of inquiry. Further research is now needed.

Crucially, however, the analytical findings offered us the opportunity to dis-
cern the use of writing as a tool that we, as teacher educators, can use to con-
tribute to the scholarship of (in-service) teaching and learning (Swennen, Jones
& Volman, 2010). We found ourselves thinking about the narratives that teach-
ers constructed about their learning experiences. The theoretical reconstruc-
tion that we built from the results of our analysis of teachers’ stories demon-
strated academic writing as a space through which we ourselves have made
meanings from specific lived stories with a potential impact on the future learn-
ing experiences of other teachers-as-learners. In this text we have presented all
the learning that we have constructed or reinforced by thinking (because we
have been obliged to write in order to understand what we did better) about
the unguided writing task. We could not have reached these meanings had it
not been for teachers’ writing and our own writing about that writing.

References
4
Alarcéo, 1. & Gil, V. (2004). Challenges in Teaching & Learning in Higher Education.
Aveiro: Universidade de Aveiro.
Alvares Pereira, L. (2001). A formag#o de professores para o ensino da escrita. Inés Sim-
Sim (Org.). A formagdo para o Ensino da Lingua Portuguesa na Educagdo Pré-Escolar
e no 1° Ciclo do Ensino Bdsico. Cadernos de Formagdo de Professores, 2, 35-49.
Alvares Pereira, L. & Cardoso, 1. (2010). Os textos de reflexdo (livre) em contexto de
formacéo de professores de escrita: Que género? Que mundos? Que desafios? In
AL Andrade & A.S. Pinho (Eds.), Linguas e educagdo: prdticas e percursos de trabalho



104 ALVARES PEREIRA, PIRES PEREIRA AND CARDOSO

colaborativo. Perspectivas a partir de um projecto (pp. 133-156). Aveiro: Universidade
de Aveiro.

Alvares Pereira, L. & Graga, L. (2008). Da conceptualizagdo do contexto de produgio e
da sua produtividade na did4ctica da escrita. In AAM.M. Guimarées, A.R. Machado
& A. Coutinho (Eds.), O Interacionismo Sociodiscursivo—Questoes Epistemolégicas e
Metodoldgicas (pp. 177-189). Campinas: Mercado de Letras.

Bazerman, C. (2009). Genre and cognitive development: Beyond writing to learn. In
C. Bazerman (Ed.), Genre in a Changing World (pp. 279—294). Parlor Press and wac
Clearinghouse.

Brandsford, J.D., Brown, A.L., Cocking, R.R. (Org.) (2000). How people learn: Brain, mind,
experience, and school. National Academy of Sciences: National Academy Press.

Britton, J.N. (1970). Language and learning. London: Penguin Books.

Bruffee, Kenneth A. (1986). Social construction, language, and the authority of knowl-
edge: A bibliographical essay. College English, 48 (8), 773—790.

Calame-Gippet, F., Delamotte-Legrand, R., Jorro, A., & Penloup, M.-C. (2000). Passages
a ['écriture. Un défi pour les apprenants et les formateurs. Paris: PUF.

Cardoso, I, & Alvares Pereira, L. (2007). O Aluno—Sujeito, a escola e a escrita. O Eu—
Jovem e o Outro—Aluno. In Rosa Bizarro (org.), Eu e o Outro—Estudos Multidis-
ciplinares sobre Identidade(s), Diversidade(s) e Prdticas Interculturais (pp. 174—187).
Porto: Areal Editores.

Clandinin, D.J. & Huber, J. (2010). Narrative inquiry. In B. McGaw, E. Baker, & P.P. Peter-
son (Eds.), International Encyclopedia of Education, 3rd ed. (pp. 436—441). New York:
Elsevier.

Clandinin, D.J. & Rosiek, J. (2007). Mapping a landscape for narrative inquiry. Bor-
derland spaces and tensions. In D,J. Clandinin (Ed.), Handbook of narrative inquiry
methodologies (pp. 35—76). Thousand Oaks, CA: Sage.

Claxton, G. (2000). Wise-up: The challenge of lifelong learning. Ney York: Bloomsbury
Publishing.

Cochran-Smith, M. & Lytle. S.L. (1993). Inside/Outside Teacher Research and Knowledge.
New York, New York: Teachers College Press.

Connelly, FM., & Clandinin, D.J. (1990). Stories of experience and narrative inquiry.
Educational Researcher, 19 (5), 2-14.

Darling, L.F. (2001). Portfolio as practice: the narratives of emerging teachers. Teaching
and Teacher Education, 19, 107—-121.

Dewey, J (1916). Democracy and Education. New York: MacMillan Publishing Inc.

Dewey, J. (1938). Experience and education. New York: Collier Books.

Doecke, B. (2013). Storytelling and professional learning. English in Australia, vol. 48,
(2), n-21

Doecke, B. & Pereira, I.S.P. (2012). Language, experience and professional learning.
(What Walter Benjamin can teach us). Changing English, 13 (3), 269—281.



WRITING TO LEARN FROM EXPERIENCE 105

Eisner, E. (2006). Reimagining schools. The selected works of Elliot W. Eisner. London:
Routledge.

Garcia, C.M. (1992). A formagéo de professores: novas perspectivas baseadas na inves-
tigacdo sobre o pensamento do professor. In Névoa, A. (Org.). Os Professores e sua
Jormagdo (pp. 51—76). Lisboa: Publica¢gdes Dom Quixote.

Habermas, J. (1986). The Theory of Communicative Action: Reason and the Rationaliza-
tion of Society, vol. 1. Cambridge: Polity Press.

Hatton, N. & Smith, D. (1995). Reflection in teacher education: Towards definition and
implementation. Teaching & Teacher Education, 11 (1), 33-49.

Josso, M.-C. (2004). Experiéncias de Vida e Formagdo. Sdo Paulo: Editora Cortez, Sdo
Paulo.

Marcos, J.J., Miguel, E.S. & Tillema, H. (2009). Teacher reflection on action: what is said
(in research) and what is done (in teaching). Reflective Practice, 10 (2), April, 191-204.

Margolin, L. (2o11). Professional Development of Teacher Educators through a “Tran-
sitional Space” A Surprising Outcome of a Teacher Education Program. Teacher
Education Quarterly, Summer, 7-25.

Moon, ]. (2004). A handbook of reflective and experiential learning. Theory and practice.
Oxon: Routledge Falmer.

Murray, J. (2008). Towards the re-articulation of the work of teacher educators in higher
education institutions in England. European Journal of Teacher Education, 31(1),
17-34.

Orland-Barak, L. & Yinon, H. (2007). When theory meets practice: What student teach-
ers learn from guided reflection on their classroom discourse? Teaching and Teacher
Education, 23, 957-969.

Pereira, L.S.P. (2012). Language education in the pre-school years: learning about teach-
ers’ learning through an in-service program. The inescapability of language. Theory
and practice for L1 educators. Special issue of L1, Educational Studies on Language and
Literature, 12, 1—23.

Pereira, 1.S.P. (2014). Writing and the situated construction of teachers? cognition:
portfolios as complex performative spaces. Language and Education. doi:10.1080/
09500782.2014.908904

Pineau, G. (1983). Produire sa vie: autoformation et autobiographie. Paris: Edilig; Mon-
tréal: St Martin.

Pinnegar, S., & Daynes, ]. Gary (2006). Locating narrative inquiry historically. In DJ.
Clandinin (Ed.), Handbook of narrative inquiry methodologies (pp. 3-34). Thousand
Oaks, CA: Sage.

Rosen, H. (1987). Stories and Meanings. Sheffield: National Association for the Teaching
of English.

Sa-Chaves, 1. (2009). Portefilios reflexivos. Estratégia de formagdo e supervisdo. Aveiro:
Universidade de Aveiro.



106 ALVARES PEREIRA, PIRES PEREIRA AND CARDOSO

Schon, D. (1983). The Reflective Practitioner; How Professionals Think In Action, Basic
Books.

Shulman, L. (1998). Teacher Portfolios: A Theoretical Activity. En N. Lyons (Ed.). With
Porfolio in Hand: Validating the new teacher professionalism (pp. 23-37). New York:
Teachers College Press.

Shulman, L. (2000). From Minsk to Pinsk: Why a scholarship of Teaching and Learning?
The Journal of Scholarship of Teaching and Learning, 1, 48-53.

Shulman, L. (2004). The Wisdom of Practice: Essays on Teaching, Learning, and Learning
to Teach (v.1). San Francisco, CA: Jossey-Bass.

Swennen, A., Jones, K. & Volman, M. (2010). Teacher educators: their identities, sub-
identities and implications for professional development. Professional Development
in Education, 36,1-2,131-148

Pinho, A. & Simdes, A. (2012). Signs of construction of a professional learning com-
munity in language education: A case study. A contribution to the inescapability
of language, a special issue of L-1, guest edited by Iris Pereira and Brenton Doecke,
L1-Educational Studies in Language and Literature, 12, 1-31.

Vanhulle, S. (2000). Le portfolio, un instrument au service de la littératie chez les
futurs enseignants. In L. Collés, J.-L. Dufays, G. Fabry & C. Maeder (Eds.), Didactique
des langues romanes. Le développement de compétences chez I'apprenant. Actes du
Colloque de Louvain-la-Neuve (pp. 523—528). Bruxelles: De Boeck & Larcier.

Van Manen, M. (1989). Pedagogical Text as Method: Phenomenological Research as
Writing, Saybrook Review, 7 (2), 23-45.

Van Manen, M. (1990). Researching Lived Experience. Human Science for an Action
Sensitive Pedagogy. SUNY Series, The New York Press.

Van Manen, M. (2006). Writing qualitatively, or the demands of writing. Qualitatve
Health Research, 16, 5, May, 713—722.

Vygotsky, L. (1986). Thought and language. Cambridge, MA: MIT Press.

Vieira, F. (zon). Entre o privado e o ptblico: o didrio como lugar de transformagéo. In
M.A. Moreira (Org.). Narrativas dialogadas na investigagdo, na formagdo e supervisdo
de professores (pp. 15-136). Mangualde: Pedago.

Vieira, F. (2010). Towards teacher and learner autonomy: Exploring a pedagogy of
experience in teacher education. Revista Canaria de Estudios Ingleses, 61,13-28.
Wells, G. (2001). Indagacion dialdgica. Hacia una teoriay una prdctica socioculturales de

la educacion. Barcelona: Paid6s.

Zeichner, K. & Wray, S. (2001). The teaching portfolio in us teacher education programs:
what we know and what we need to know. Teaching and Teacher Education, 17,
pp- 613-662.

Zeichner, KM. & Liston, D.P. (1996). Reflective learning: An introduction. Mahwah,
Nueva York: Lawrence Erlbaum Associates.



Writing for
Professional

Edited by Giulia Ortoleva, Mireille Bétrancourt and Stephen Billett




Library of Congress Cataloging-in-Publication Data

Writing for professional development / edited by Giulia Ortoleva, Mireille Bétrancourt, Stephen Billett.
pages cm. — (Studies in writing ; 32)
Includes bibliographical references and index.
ISBN 978-90-04-26482-3 (hardback : acid-free paper) — ISBN 978-90-04-26483-0 (e-book)
1. Authorship—Vocational guidance. I Ortoleva, Giulia, editor. I Bétrancourt, Mireille, editor. I1L. Billett,
Stephen, editor.

PN151. W78 2016
808.02023—dc23

2015034529

This publication has been typeset in the multilingual “Brill” typeface. With over 5,100 characters covering
Latin, 1pA, Greek, and Cyrillic, this typeface is especially suitable for use in the humanities. For more
information, please see www.brill.com/brill-typeface.

1SSN 1572-6304
ISBN 978-90-04-26482-3 (hardback)
ISBN 978-90-04-26483-0 (e-book)

Copyright z016 by Koninklijke Brill Nv, Leiden, The Netherlands.

Koninklijke Brill NV incorporates the imprints Brill, Brill Hes & De Graaf, Brill Nijhoff, Brill Rodopi and
Hotei Publishing.

All rights reserved. No part of this publication may be reproduced, translated, stored in a retrieval system, or
transmitted in any form or by any means, electronic, mechanical, photocopying, recording or otherwise,
without prior written permission from the publisher.

Authorization to photocopy items for internal or personal use is granted by Koninklijke Brill Nv provided
that the appropriate fees are paid directly to The Copyright Clearance Center, 222 Rosewood Drive, Suite
910, Danvers, MA 01923, USA. Fees are subject to change.

This book is printed on acid-free paper.

Printed by Printforce, the Netherlands



Contents

1 Writing for Professional Development: An Introduction 1
Mireille Bétrancourt, Giulia Ortoleva and Stephen Billett

2 Learning through Writing: Mimetic Processes in Action 12
Stephen Billett

3  Transforming Practice through Reflective Writing: A Discursive
Approach 32
Sabine Vanhulle, Anne Perréard Vité, Kristine Balslev and Dominika
Dobrowolska

4  Writing as a Body-Mind Performance Learning Activity for
Educational Development of Wholetheme Professional Artistry 61
Asghar Iran-Nejad

5  Writing to Learn from Experience: Unguided Reflection as Meaning
Making Practices for Teachers 88
Luisa Abvares Pereira, [ris Susana Pires Pereira and Inés Cardoso

6  Writing Reflective Learning Journals: Promoting the Use of Learning
Strategies and Supporting the Development of Professional
Skills 107
Laetitia Mauroux, Jessica Dehler Zufferey, Elisa Rodondi, Alberto
Cattaneo, Elisa Motta and Jean-Luc Gurtner

7  Students’ Experiences of Reflective Writing as a Tool for Learning in
Physiotherapy Education 129
Merja Kurunsaari, Piivi Tynjdld and Arja Piirainen

8  Developing the Language of Midwifery through Continuity of Care
Experiences 152
Pauline Glover and Linda Sweet

9  Using Writing to Support Student Professional Development during
Periods of Practical Training: A Case Study 170
Kirk Patrick Haig Sullivan and Peter E. Czigler




V1

10

11

12

13

14

15

16

17

CONTENTS

Individual and Collaborative Writing-to-Learn Activities in
Vocational Education: An Overview of Different Instructional
Strategies 188

Alberto Cattaneo and Elena Boldrini

Computer-Supported Collaborative Writing for Professional
Development 209
Giulia Ortoleva and Mireille Bétrancourt

Professional Text Genres: Writing Standards in Vocational
Education 233
Astrid Neumann

Learning to Write as a Professional: Engineers and Health
Professionals in the United Kingdom and Germany 253
Esther Odilia Breuer, Sigrid Newman and Julian Newman

Teaching Writing in Australian Vocational Education and Training
Contexts: The Need for a New Professional Development Approach
and Commitment 276

Ann Kelly

Becoming Brave Writers and Writing Teachers: Teachers Recognizing
Emotional Dimensions of Writing and Transforming their Classroom
Instruction 298

Rebecca Woodard

Researcher Professional Development through Writing: A Negotiation
Perspective 320
Ray Smith

Becoming an Academic: Reflective Writing and Professional
Development 340
Cecile Marie Badenhorst, Rhonda Joy, Sharon Penney, Sarah Pickett,
Jackie Hesson, Gabrielle Young, Heather McLeod, Dorothy
Vaandering and Xuemei Li



CONTENTS VII
18 Constructing Professional Communication Identity through the Final
Client Deliverable: The Multimodal Investigation Report 360

Terri Grant

Index 383



