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The purpose of this paper is to investigate what characterizes indivi- Received 26 November 2020
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work sessions and discuss the potential for professional development KEYWORDS
that lies in teachers’ reflections. The teamwork sessions take place in Teacher reflection:
the context of school-based professional development. Stimulated teamwork; video-stimulated

recall interviews (SRI) with teachers commenting on video recordings recall interviews; school-
from their participation in teamwork form the empirical basis for the based professional
research. The sample consists of 17 teachers representing four tea- development

cher teams from different schools. We identified three primary types
of reflection on proposals of change - comment and describe, extend
and exemplify, and critical exploration. In the last type of reflection,
when teachers critically explore, reflect and problematize existing
practices whilst watching critical incidents that contain proposals
for change, we identified tensions arising. The tensions emerged
between teachers’ established practices grounded in national regula-
tions (ex. national tests, exams, documentation) and their basic
assumptions, values, and beliefs.

Introduction

Educational policymakers, the general public and educational researchers agree that teachers’
professional development is amongst the most encouraging strategies for improving public
education (Darling-Hammond, 2010; European Commission, 2018; Hattie, 2009; OECD, 2018).
The current paper focuses on how teachers’ reflections, and, subsequently their professional
development, can be stimulated through using authentic video-recorded situations as
a starting point. We define professional development as a process professionals engage in
within a formal or informal framework. The process is rooted in critical self-analysis of profes-
sional practice, and changes may occur when beliefs and assumptions about the profession
change (Avalos, 2011; Smith, 2010). Research and policy documents point to teacher colla-
boration as crucial for teachers’ professional development (Darling-Hammond et al., 2017;
Norwegian Ministry of Education and Research, 2017; Timperley et al., 2007), and researchers
argue that structured teacher collaboration has considerable potential to support teachers’
professional development (Hermansen, 2018; Postholm, 2019). However, what potential for
learning and professional development that actually exists in teacher collaboration, is debated
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(Datnow & Hubbard, 2016; Hargreaves & O’Connor, 2017), and such collaboration, in itself,
does not necessarily lead to learning and professional development (Horn & Little, 2010;
Kelchtermans, 2006; Kvam, 2018). Previous research into teacher collaboration has mainly
focused on the organisation of professional development and has to a much lesser degree
zoomed in on other aspects of the collaboration (Mausethagen et al., 2018). Also, relatively few
studies have examined how teachers reflect on teamwork and understand the processes
involved in teacher collaboration (Dahl et al., 2016; Little, 2012; Webster-Wright, 2009).

In a case study of 5th grade teachers’ reflections in the U.S., Steeg (2016) found that
video-based reflection offered significant opportunities for teachers to reflect on their
literacy instruction practices, and revise their practices. The study revealed rich potential
and possibilities embedded in a video-based approach when structured around the
questions, issues, and ideas that emerge from teachers’ classrooms. In another case
study of three teaching teams in Swedish schools, Ohlsson (2013) found that collective
reflections function as links between the dynamic and discursive patterns within the team,
and concrete actions in teachers’ everyday practices. However, he found potential gaps
between the team'’s agreed tasks and how individual teachers interpret and actually carry
out the tasks. The current study aims at investigating what characterizes teachers’ reflec-
tions on proposals for change that emerge during teamwork sessions. This is done
through stimulated recall interviews (SRI), focusing on selected critical incidents from
teamwork sessions. Through this we seek to contribute to understanding teachers’
reflections in the context of school-based professional development (SBPD), leading to
the following research questions:

(1) When challenged through stimulated recall interviews, how do teachers reflect on
proposals for change in teamwork sessions?

(2) What potential for professional development lies in teachers’ SRl-reflections on
proposals for change?

Research literature uses several terms for teacher collaboration, such as team learning,
to describe learning within and across schools (Jackson & Temperley, 2007), and knot-
working, as a concept to capture a more elusive and improvised phenomenon in work-
place learning (Engestrom, 2006). Internationally, teacher collaboration through
professional learning communities (PLC) has become one of the hallmarks of successful
school development. PLC refers to a group of professionals who continuously ask ques-
tions about their practice in critical, exploratory ways (Stoll et al., 2006). Different concepts
conceive of teacher collaboration through varied ontological and epistemological lenses.
We use the more colloquial term teamwork to refer to teacher collaboration. Vogt (2002)
defines teamwork as a group of people interacting and co-operating in work-related
action. It involves hands-on working together, as well as processes of organisational
planning, decision-making and development (Vogt, 2002).

Theoretical background - teachers’ reflections

What is reflection, and how can teachers’ reflections provide insight into SBPD contexts,
and possibly lay the ground for change? These are important issues to address in the
current context.
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According to Dewey, reflection is a way of thinking, and he distinguishes reflective thought
from other ways of thinking by linking it to belief, claiming that it consists of consideration of
beliefs or knowledge based on the grounds that support them, and the conclusions they may
lead to (Dewey, 1991, p. 6). Schon (1987, p. 31) extends Dewey'’s definition of reflection and
focusses on reflective processes and defines reflective practice as a: ... dialogue of thinking
and doing through which | become more skilful.” By linking reflection to development of
quality, i.e. becoming more skilful, he pinpoints the potential that lies in reflection. Schén
developed the concepts of reflection-in-action and reflection-on-action, where reflection-in-
action represents the ongoing process of evaluation of and within the current practice.
Reflection-on-action represents what happens after or outside the practice, individually or
together with colleagues. Here, the current practice can be reflected on with the aim of
considering whether it should be changed, whether the practitioner should make decisions
about future work to qualify in new directions. Schén claimed to study how professionals
reflect whilst executing their profession and has later been criticized by Eraut (1995) who
argues that what Schon actually studied was only reflection-on-action, or, in the case reflection
resulted in decisions about future activities, reflection-for-action.

Thompson and Thompson (2018, p. 11) makes use of Schén’s concepts of reflection-in-
action, and reflection-on-action through focusing on how, if interconnected, these forms
of reflections can influence future practice: ‘... our reflection-on-action should refer back
to what was going through our mind during the actual practical encounter (reflection-in-
action 1), while the next time we are engaged in such practice, our reflection (reflection-in
-action 2) should draw on our previous reflection-on-action.” In this way, they argue for
reflection as a way to elicit change. Eraut (2004, p. 47) states that there are three meanings
for reflection, including - (i) ‘the action of turning (back) to or fixing our thoughts on some
subject, (i) recollection or remembrance of a thing and (iii) the mode, operation or faculty
by which the mind has knowledge of itself and its operations ... . Our use of the concept
is linked to (i) and (ii) above, i.e. deliberately looking back at events to elicit reflection on
collaborative sequences, and, in our case, on critical incidents that contained proposal for
change. This understanding of reflection is in line with Dewey’s concept of reflection
where emphasis is put on learning from experience, in our case focusing on past events to
learn from past experiences so as, potentially, to be better prepared for future actions and
decisions (Eraut, 2004, p. 48). However, reflection, independent of how one understands
reflection in, on, or for action, raises issues of unrest and trouble, something which Dewey
(Dewey, 1991, p. 13) acknowledged and stated that: ... it involves overcoming the inertia
that inclines one to accept suggestions at their face value; it involves willingness to
endure a condition of mental unrest and disturbance.' To what extent, then, can reflection
lead to learning, and, potentially, to change? In their meta-analysis of teachers’ profes-
sional development Tomlinson et al. (2010, p. 751) list different perspectives on teachers’
learning, and focus amongst others on the often intuitive and implicit nature of teacher
know-how. Often, this knowledge does not need to be articulated because it is shared
within the collective to a greater or lesser extent (Collins, 2010), which means that the
teacher group(s), as a social collective, may share knowledge that is not brought to the
table during meetings. Another perspective, however, focuses on the importance of
teachers’ explicit knowledge and conscious reflection about their own work, to make
what is otherwise implicit and intuitive, explicit, since explicit awareness and knowledge
may lay the ground for systematic efforts towards change and development (Tomlinson
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et al,, 2010; Webster-Wright, 2009). Husu et al. (2008) also highlight the importance of
teacher reflection, but claim that until we learn more about methods to investigate and
support systematic reflection and how they might be applied in different contexts, we
remain in the dark with regard to the potential of teacher reflection to stimulate change
and development. Looking back at previous events may offer opportunities for different
levels of reflection, and thus different opportunities for learning, often referred to as single-
loop and double-loop learning, both of which seek to challenge the standard meaning
underlying our habitual responses (Argyris & Schon, 1974). In single-loop learning, when
something is not going according to plan, most people look for another strategy that may
work, but tend to look within their existing portfolio of approaches. In double-loop
learning, however, these approaches, and associated values, are questioned and tensions
arise, leading to the guiding values being reflected and changed as part of the learning
process. (Argyris & Schon, 1978). When double-loop inquiry occurs, social discourse may
be improved in at least two ways. Firstly, discourse can be improved momentarily so that
the people involved can engage with each other in a productive way (Putnam, 1999).
Secondly, the deeper causal factors that lead people to interact as they do can be
influenced. In order to bring about fundamental and lasting improvement, practitioners
need to reflect upon tensions and challenge the assumptions embedded in their existing
behaviour and reasoning patterns (Raelin, 2009, p. 9).

Method
Context of the study and participating teachers

The overall objective of the larger research project that this article stems from is to examine
teachers’ teamwork in the context of School-Based Professional Development (SBPD). The
project comprises data from four teacher teams in 9th and 10th grade from four different
lower secondary schools in Northern Norway. Participating teacher teams were identified
using an internal sampling approach (Silverman, 2014), resulting in a selection of 17 teachers.
Together we mapped what they defined as meetings dedicated to professional development,
excluding meetings focusing on logistical planning. The informants were deliberately chosen
from schools with experience from SBPD, and were all qualified teachers. The empirical data
was collected using video observation, stimulated recall interviews (SRI), and semi-structured
interviews. The current article makes use of data from the SRls.

Research approach

Stimulated recall interview (SRI) as a research method makes use of selected video sequences
to support reflection and dialogue between informant and researcher. SRl is an advanced
interview technique that encourages reflection and dialogue rather than recalling thoughts
from the actual situation. The video is not the primary subject of analysis; focus is on the
reflections the informants provide (Nind, 2021). This method brings informants closer to the
actual situations in the video and gives them opportunities to listen to and look at themselves
from the ‘outside’. They recall memories from their ‘inside’ perspective and offer explicit
explanations to the researcher (Dempsey, 2010). Using SRI helps infer interpretations, goals,
and concerns that participants may have oriented towards during the teamwork session.
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Teachers’ reflections may clarify or explain aspects of teachers’ collaboration that might
otherwise remain unavailable to the researcher (Pomerantz, 2005). The interviews were
recorded on audiotape and transcribed.

Conducting the interviews - critical incidents as a starting point for reflection

Critical incidents may function as a starting point for exploring teachers’ teamwork in-
depth (Halquist & Musanti, 2010). Critical incidents are defined through the way we look at
a situation and is an interpretation of an incident’s meaning. Considering something as
a critical incident is a value assessment we make, and the basis for this judgment is the
significance we attach to the incident (Tripp, 2012). The first criterion for selection was
that the teacher interviewed should be involved in the sequence. The second criterion
was that the sequence contained proposals for change regarding problems of practice
that needed to be solved. Each of the selected sequences lasted approximately two
minutes. The proposals spurred teachers’ exploration and negotiations of what to do
next, and constituted as such critical incidents, in line with Tripp’s definition (2012).
Teachers from the same team were exposed to the same sequences, and the SRIs were
conducted within two days of the initial meeting (Pitkdnen, 2015).

Table 1 contains an overview and description of the critical incidents selected for the
SRIs, for each of the teams A to D. Each teacher was exposed to two critical incidents,
exemplified through team A, where one incident dealt with the school’s local reading
plan, while the other focused on students’ results on national reading tests.

Each interview started with the researcher describing briefly the content of the first of
the two critical incidents, before showing the video. Then the researcher asked the
teacher to describe what happened and what he/she thought about it. In cases where
the teachers left out a description of the sequence and instead explored issues relevant to
the sequence, the researcher prompted them to elicit their thoughts (Tomlinson, 1989).

Ethical considerations

From a research perspective, we sought to treat teachers as experts of their own thoughts,
reflections, and learning (Meier & Vogt, 2015). As far back as 1981, Calderhead (1981)
assessed factors that may affect the significance or status of SRI-data; one of them is that
viewing oneself on videotape can be stressful, something several of the teachers com-
mented on in the interviews. The Norwegian Center for Research Data (NSD) approved the
research project. All informants were informed that participation in this study was
voluntary and that they had the opportunity to withdraw at any time. Teachers are
given letters and numbers to enable de-identification.

Data analysis
Analysis of teachers’ reflections about their teamwork

Initially, audio recordings were transcribed into text, and an open approach to the data was
applied. Efforts were taken to avoid preconceived notions, to let the research question lead
the way as far as possible: When challenged through stimulated recall interviews, how do
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teachers reflect on proposals for change in situated teamwork? The inductive analysis is
grounded in how the participants reflect, and not by deconstructing ready-made classes or
categories (Derry et al., 2010; Heath & Hindmarsh, 2002; Rusk et al., 2015). We studied the
transcripts to determine how teachers’ reflections on proposals for change appeared in the
data and what aspects they focussed on. The four meetings’ focus and content varied, but
typical for all meetings was that teachers engaged in discussions and negotiations related
to decisions about what to do next to support students’ learning (Lysberg & Rusk, under
review).

Results
Types of reflection on proposals for change

When organizing specific codes into categories, we looked for distinctions consistent with
the first research question. In particular, we were interested in the types of reflections that
teachers offered related to the proposals for change, and we identified three primary
types of reflections (see Table 2): 1) teachers comment and describe (CD), 2) teachers
extend and exemplify (EE), and 3) teachers reflect critically to explore (CE) the proposals.

Comment and describe (CD)

The first type of reflection, CD, refers to the teachers’ comments and descriptions of the
sequences from the meeting including a close description stimulated by video and
constitutes an almost mechanical reproduction. The individual SRIs contain several com-
ments of this type. In the example from team A below, teacher A1 recounts the proposal
on how to make the reading plan a useful tool in all subjects.

AT: It is discussed a little further there how this can be set up. The students can
periodically work with a (reading) strategy in several subjects; a teacher suggests it. (...)
this does not have to be a big project, but more a focus area for a limited period.

Table 2. Types of reflection in teachers’ individual SRI.
Types of reflection

Comment and describe (CD)

® Describe literally

® (lose description

® Automatic performance

® |jttle degree conscious thought

Extend and exemplify (EE)

® Confirm proposals relevance

® Need for the proposal

® Substantiates proposal: assessment - motivation, learning
Critical exploration (CE)

By asking questions

Questioning proposals relevance

Considering consequences: (e.g. less grades requires good guidance)
Explore challenge number of grades -desire to learn
Warns

Reject

Clarifies
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Extend and exemplify (EE)

The second category, EE, refers to how teachers extend and exemplify their descriptions
through broadening their comments about the sequence and drawing on examples from
their own teaching experience. In this kind of reflection teachers typically extended the
proposal through referring to students’ motivation for learning. They re-evaluate their
teaching views and modify and accommodate new perspectives in their pedagogical
thinking and possible future actions. In the excerpt below the teacher supports a proposal
to give the students fewer grades and substantiates through referring to why it is needed.

C1: And then at least | say that | think they should be told about goal achievement instead
of getting a grade. (...) | have experienced many students who stress so much with the
grades, and | am not sure that it is always involved in developing them so much further.
Just getting the actual number grade is pure external motivation.

In this reflective statement teacher C1 explain with examples from a) teaching experi-
ence and b) pedagogical knowledge how assessment practice with frequent grading
influences students’ psychical health, motivation, and learning processes.

Critical exploration (CE)

In the third category, CE, we identified an enhanced analytic stance when teachers
questioned and explored proposals for change, linking them to existing practice. In
principle, the three categories are equivalent, which means that we do not sort them in
terms of value. However, linked to the second research question, exploring which poten-
tial for professional development that lies in teachers’ reflections on proposals for change,
we identified such potential for professional development through double-loop learning
(Argyris & Schon, 1974, 1978) in this category. When teachers questioned and explored
proposals, we also uncovered tensions between the teachers’ established practices and
their values and beliefs that we wanted to investigate further. This explicit awareness and
knowledge may contribute to systematic efforts towards change and development
(Tomlinson et al., 2010; Webster-Wright, 2009). Based on these considerations, we zoom
in on findings within the third category.

CE through reflective statements includes reported experiences that potentially may
change what teachers do and how they feel about what they and their colleagues do. This
included statements where teachers expressed readiness to test new methods, change their
behaviour, or other commitment to action. Teachers typically reflected at a relatively general
level and emphasized personal and joint future challenges, mentioning problematic aspects
in their own and colleagues’ actions that they needed to focus on in order to develop and
improve. Some also described having started to test out and renew their teaching practices,
referring to challenges caused by the ongoing curriculum renewal in Norway. In the following,
we present examples of CE statements from two different content areas (see Table 1); reading
and learning strategies and assessment practices. We present tensions identified in the empirical
material when teachers problematize their practice.

In the critical incident that forms the basis for the reflection about reading and learning
strategies below, team A is analysing data from National Tests in reading (NP), where
results revealed that their students had challenges regarding interpreting, reflecting and
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making use of close-reading strategies. One teacher proposes to design the tasks so that
they demand close-reading. Another teacher problematizes skim-reading and point-
reading' and claims that the students don’t learn that way. In the excerpts below, we
can see that teacher A1 explores reading strategies for learning.

A1: You can understand that sodium and chlorine become sodium chloride, but if you get
another example of other alkali metals and halogens, you have no idea what is happen-
ing. Then you have not understood.

In this comment teacher A1 gives an example of the problem of transfer of knowledge
from one context to another. When challenged by the researcher, the teacher goes on to
explore basic assumptions regarding learning, exemplified through critically exploring
experiences from previous assessment practices, compared to expected levels of reading
skills represented in national tests.

R: Yes, do you agree with what she said when she mentioned that students do not learn
anything from point-reading. Do you agree with that, or do you think it is too unnuanced?

Al: It depends...... How, then, do we measure learning? | get into how we set up tests,
and there has been some comparison with the national tests. | remember when the
national tests came; why did they do so badly? If we compare ourselves with the rest of
the results on which we assessed the students? We were wondering about that. We have
gradually found that it requires more, and it takes quite good reading skills to manage the
assignments in the national tests, which is the case for all three (national tests); literacy,
numeracy, and English. So, there is quite a lot of text. So, unnuanced? Yes, they can
certainly learn something from working like this, skimming and point-reading, but you
only learn the basics. To get to a high level, if learning is to understand, be able to use it,
and apply it and explain it, based on other examples than the ones in the book, no, then
they may not have learned it.

Here, teacher A1 describes tensions that emerged when the teachers compared their
own assessment practice with national test demands, and implicitly suggests that there is
a need for teaching the students how to master close reading. This points to a potential
for change, but whether it actually leads to efforts regarding close reading remain
unanswered in this specific context and is beyond the scope of this study. The teacher
makes use of knowledge about a) the subject (science), b) learning theories ¢) reading
strategies and d) experience based knowledge about the national tests, when reflecting
on the tension created between established practices and national tests.

Other teachers from team A also reflect on results from the national reading test. One
teacher suggests that they depart from the textbook’s traditional tasks and instead answer
questions that require more of the students. Teacher A3 points out that teachers have started
testing new methods, and that several teachers have changed the way they approach
students’ reading of texts, and they have realized that they have to focus on getting the
students to understand the text. The teachers question existing teaching methods and explore
how to work with subject matter to assist students’ understanding, exemplifying how they
apply knowledge about reading and learning to explore what to do next.

In a sequence from team D they are planning a midterm exam, and when the teachers
watch the video, worries about their existing assessment practices are brought to the surface.
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Through this process of analysis tensions between teachers’ established practices and their
values and beliefs emerge (see Table 1).

Teacher D2 reflects around trying to reduce the number of assessment points, and
argues that the students don’t need the grades, but they need guidance on how to
improve their work.

D2:(...) young people get tired. Because there is pressure all the time on them, and we do
not have to wear them out more than they already are. So that is why we try to avoid
having too many assessment points. (...) But they do not need to get a grade; they get
guidance on how to get better, and that’s really what they need. They do not need that
number (grade) all the time. And we can, based on such small short sessions, say some-
thing about where they are going. There does not always have to be formal assessments
to know that.

Here, teacher D2 explores assumptions on how assessment practices can support
learning and how numerous assessment points cause stress for the students and do not
promote their education. Making use of knowledge about a) the students and their needs
b) assessment and learning c) experience based knowledge about how assessment
practices affect the students, teacher D2 reflects critically on basic understandings of
assessment practices to support students’ learning.

The teachers described that they felt squeezed between exams and national regula-
tions regarding documentation of assessment, and their beliefs and values as teachers.
The teachers’ conceptions of what they have to comply with regarding the regulations
affect their students in various ways:

D1: 1 think that the most important thing (assessment) that happens is in the lessons. That
you see there and then what they achieve and what they do not achieve, and that you
then go directly in and guide while they are in the (learning) process, rather than waiting
until you have finished working on a topic to give feedback. The problem is that there is
no documentation of that, and you must have some documentation of what the students
have learnt and what kind of guidance they have received. So that's the challenging part.
| think many important things happen in the classroom and that students get useful
advice, but you have no documentation, because there are requirements for that. (.. .)

I think it’s twofold. The students shall learn, and then we also have to prepare them for
the exam.

Teacher D1s reflections about assessment practices contain tensions. Through forma-
tive assessment the teachers aim to support the students during the learning processes,
contributing to their learning, but at the same time there is an external expectation of
formal documentation of students’ learning. Teacher D1 also refers to another tension: As
teachers, they need to balance two potentially conflicting goals; to support students’
learning processes and prepare them for the upcoming exam.

Team B discusses students mastering basic skills as tools for learning across subjects.
Teacher B4 below states that the intense focus they have had on basic skills has its
drawbacks:

B4: But | also think it has a side that we may forget, and it becomes very focused on basic
skills. And the human that is, we must remember that these are people who sit on all these
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chairs, and it is not always (...) that all the qualities are valued equally. And for those who
do well at school, it may not be that important, but maybe for those who struggle the
most, they need to hear that life is more than just these grades, | think. (...) there should
have been space in today’s school to see the type of person, type of personality and give
them feedback on it. Because that is what society works for. As it has become, | feel that
the academic pressure has caused constriction in recent years (...) | have lost a little of
myself as a teacher in this.

Teacher B4 worries about the students by bringing in the human perspective in the
critical reflections. National regulations focussing on basic skills, measured through
national tests, displace other qualities students possess. As shown in the excerpts
above, tensions arise when the teachers identify a mismatch between their existing
pedagogical practice grounded in national policy and their basic assumptions, beliefs
and values.

Discussion

Research states a need for explicit awareness and knowledge in systematic efforts towards
professional development (Collins, 2010; Tomlinson et al., 2010; Webster-Wright, 2009).
The current study used stimulated recall interviews as research approach to obtain
teachers’ reflections on authentic professional development situations. When teachers
are challenged through stimulated recall interviews on proposals for change in teamwork
sessions, we identified three primary types of reflection. In the first type of reflection,
teachers comment and describe, secondly teachers extend and exemplify, and finally,
teachers reflect critically to explore the proposals. The different types of reflection provide
insight into how teachers think about authentic situations in SBPD and how this poten-
tially may contribute to them changing their existing practices.

In our analysis of teachers reflections, we show how tensions emerge when teachers
study authentic situations that they have taken part in. While watching the video, situations
that have consciously, or unconsciously, ‘bothered’ them, are brought to the surface through
the methodological approach. The video brings them back to the situations they partici-
pated in and stimulates them to recall thoughts about, and reflections on the situation
(Dewey, 1991; Webster-Wright, 2009). Webster-Wright (2009) characterizes this as authentic
professional learning. When teachers explore existing practices, tensions emerge between
established practices grounded in national regulations (ex., national tests, exams, documen-
tation) and their basic assumptions, values, and beliefs about teaching and learning.

Especially in the last type of reflection, when teachers critically explore, reflect and
problematize existing practices whilst watching critical incidents that contain proposals for
change, we identified tensions arising. Through video sequences, access is given to authentic
primary experiences as stimuli for reflection; teachers are allowed to challenge their under-
standings and perceptions. In other words, video-stimulated recall provides access to authen-
tic experiences that they can revisit. In the individual SRIs, the teachers raise essential issues
and show a willingness to endure a condition of mental unrest and disturbance (Dewey,
1991). We also uncover an individual capacity to question and problematize existing teaching
practices and how they affect their students critically. Potentially this may lead to what Argyris
and Schon (1978) called double-loop learning, characterized by reflection on fundamental
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assumptions that cause the problem in practice. The teachers worry about their students
when they experience adverse effects caused by national regulations and challenge factors
framing their actions and reflect upon and alter the assumptions embedded in their behavior
and reasoning patterns, something which reveals a potential for change (Raelin, 2009;
Tomlinson et al.,, 2010; Webster-Wright, 2009). These reflections can potentially contribute
to professional development and changes in teachers’ instructional practices and teachers’
support of students’ learning processes.

When they reflect critically, tensions are revealed, and teachers challenge national
policies that cause unrest in them (Dewey, 1991). They register unintended consequences
such as stress and mental ill-health and express a worry for their students. The potential
for development and change resides in these reflections.

To conclude, stimulated recall interview by way of video constitutes a powerful tool for
stimulating reflection on conditions that otherwise often remain unrevealed. It may,
therefore, be a useful tool for professional development. However, it is crucial to recog-
nize that the method is resource-intensive and requires competence and diligence. The
video-stimulated recall-interview method can be an alternative or supplement to similar
methods such as lesson study (Fernandez, 2002) or action research (Stringer, 2008), which
also uses video to recreate authentic situations in support of professional development
and instructional change.

For schools, it becomes crucial to organize their SBPD so as to allow for teachers’ critical
exploration of existing practice, in line with Webster-Wright (2009) concept of authentic
professional learning. We need to value and strive for openness to critical exploration as
a crucial element in professional learning and development. The findings provide a basis for
further research, and there is a need for approaches that allow for studying teachers over
a longer period of time. It is also important to mention that further research using video-SRI
enables exploration of the dynamics between teaching and team meetings. Such research
could focus on the relationship between teachers’ work ‘frontstage’, the actual teaching
situations, and ‘backstage’, the planning and other activities before and after teaching
(Tronsmo, 2019). Videotaping teaching (frontstage) to use in team meetings (backstage)
could form a powerful starting point for professional development, and these processes can
be researched through applying video-SRI on the teamwork as well as the teaching to
investigate whether the potential for change results in actual changes in teachers’ practices.

Note

1. Point-reading: used when you are looking for information in a text or a table. You do not have
to read everything.
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