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Abstract

This article is based on the research project APREN-DO aimed at exploring how sec-
ondary school teachers learn. Using an inclusive research approach and visual and nar-
rative methods, we conducted the study wizh teachers rather than focusing o teachers.
Twenty-eight secondary school teachers in the province of Barcelona (Spain) created
their learning cartographies, showing what, how, where, with whom, and with what
they learn. They then narrated their cartographies and discussed the notions of learning
and educational practice in the 21st century. This paper summarizes the results and
conclusions about teachers’ learning environments, specificities and considerations
regarding their learning, and their thoughts about educational practices. Finally, we
present and discuss teachers’ reflections and proposals for redesigning educational prac-
tice taking into account the need to contemplate the different literacies and compe-
tences that exist in today’s society, encouraging student participation based on their
interests and particularities, providing a space for affections and emotions, and prioritiz-
ing the personalization of students’ learning and the skill of learning to learn.

Keywords: teacher education; professional development; teacher training; learning car-
tographies; secondary school teachers

Resum. Aprenentatge del professorat de secundiria: entorns, especificitats i consideracions per
a la prictica educativa

Aquest article es basa en el projecte de recerca APREN-DO, dirigit a explorar com aprenen
els professors de secundaria. Utdlitzant un enfocament de recerca inclusiu i metodes visuals
i narratius, hem dut a terme 'estudi amb professors en lloc de centrar-nos en els professors.
Vint-i-vuit professors d’ensenyament secundari de les comarques de Barcelona (Espanya)
van crear les seves cartografies d’aprenentatge, en qué van mostrar qué, com, on i amb qui
aprenen. Després van narrar les seves cartografies i van discutir les nocions d’aprenentatge
i practica educativa al segle xx1. Aquest article resumeix els resultats i les conclusions sobre
els entorns d’aprenentatge dels professors, les especificitats del seu aprenentatge i les seves
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consideracions sobre la practica educativa. Per finalitzar, presentem i discutim les reflexions
i propostes del docents per redissenyar la practica educativa tenint en compte la necessitat
de considerar les diferents alfabetitzacions i competencies que existeixen a la societat actu-
al, fomentar la participacié dels estudiants en funcié dels seus interessos i particularitats,
proporcionar un espai per als afectes i les emocions i prioritzar la personalitzacié de I'apre-
nentatge dels estudiants i la seva capacitat d’aprendre a aprendre.

Paraules clau: formacié docent; desenvolupament professional; formacié del professorat;
cartografies d’aprenentatge; professorat de secundaria

Resumen. Aprendizaje del profesorado de secundaria: entornos, especificidades y consideraciones
para la prdctica educativa

Este articulo se basa en el proyecto de investigacién APREN-DO, cuyo objetivo es explorar
cémo aprenden los profesores de secundaria. Utilizando un enfoque de investigacién inclu-
sivo y métodos visuales y narrativos, realizamos el estudio con los profesores en lugar de
centrarnos en ellos. Veintiocho profesores de secundaria de la provincia de Barcelona (Espa-
fia) crearon sus cartografias de aprendizaje, en las que mostraron qué, cémo, dénde y con
quién aprenden. Luego narraron sus cartograffas y discutieron las nociones de aprendizaje y
préctica educativa en el siglo xx1. Este articulo resume los resultados y las conclusiones sobre
los entornos de aprendizaje de los docentes, las especificidades de su aprendizaje y sus con-
sideraciones sobre la prdctica educativa. Para finalizar, presentamos y discutimos las reflexio-
nes y propuestas de los profesores para redisefiar la prdctica educativa teniendo en cuenta la
necesidad de considerar las distintas alfabetizaciones y competencias que existen en la socie-
dad actual, fomentar la participacién de los estudiantes en funcién de sus intereses y parti-
cularidades, brindar un espacio para los afectos y las emociones, y priorizar la personalizacién
del aprendizaje de los estudiantes y su capacidad de aprender a aprender.

Palabras clave: formacién docente; desarrollo profesional; formacién del profesorado;
cartografias de aprendizaje; profesorado de secundaria
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1. Introduction

In today’s rapidly changing society there is a wide and diverse range of possi-
bilities for learning and professional development. In this new reality, teaching
practice faces new challenges, and teachers play an important role as agents of
change and innovation (Solheim et al., 2018). Therefore, their ways of learn-
ing, training, and professional development are crucial issues today.

There is a long tradition of studies on teachers’ education and profes-
sional development (Admiraal et al., 2016; Bakkenes et al., 2010; Durksen et
al., 2017; Ferndndez-de-Alava & Quesada-Pallarés, 2017; Garcfa-Vera et al.,
2020; Hardy et al., 2018; Korthagen, 2017; Kyndt et al., 2016; Opfer & Ped-
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der, 2011; Powell & Bodur, 2019; Souto-Seijo et al., 2020; Szelei et al., 2019,
among others). However, we still lack greater insight into how today’s teachers
learn (Admiraal et al., 2016; Aharonian, 2019; Geeraerts et al., 2018; Kvam,
2019; Louws et al., 2017; Pintor & Vizcarro, 2005; Quesada-Pallarés et al.,
2017; Zhang & Wong, 2019).

Nowadays, due to the diversification of learning systems and resources, the
phenomenon of learning is considered more complex than ever and difficult
to describe through mere causal explanations (Aharonian, 2019; Altan & Lane,
2018; Mockler, 2020; Opfer & Pedder, 2011; Phillips, 2014). According to
Phillips (2014), learning is connected to people’s lives, their complexities and
contexts. And, although much learning can be assimilated unconsciously (Mlo-
dinow, 2013), in-depth reflection can suggest “fruitful connections between
practice, theory and person” (Korthagen, 2017, p. 398). In this sense, the
insistence of Solheim et al. (2018, p. 533) that “scientific knowledge about
how teachers learn and how teachers’ learning can be improved is of utmost
importance”, takes on a profound relevance.

We also believe that we need to pay “greater attention... to how such learn-
ing comes about” (Hardy et al., 2018, p. 438). Understanding how today’s
teachers learn would help us to rethink teacher education and lifelong and
lifewide learning in accordance with the requirements of today’s society.

In response to this general context, we launched the educational research
project APREN-DO: How Teachers Learn: Educational Implications and Chal-
lenges for Social Change. The general purpose of the project was to explore what,
how, where, with whom, and with what secondary school teachers learn. More
specifically, this article has three main purposes. Firstly, to describe the learning
environments of secondary school teachers (inside and outside school). Sec-
ondly, to identify the specificities of teachers’ learning, that is, what learning
means to teachers and what conditions or elements make it possible. And,
thirdly, to describe teachers’ considerations of their educational practice. This
implies considering teachers’ reflections on their learning, ways of learning,
and the extent to which all this influences their teaching practice. In short, our
study seeks to shed light on teachers” awareness of their learning and the con-
nections they draw between it and their classroom teaching.

As part of the fieldwork, the teachers participating in the project created
and narrated learning cartographies (illustrating what, how, where, with
whom, and with what they learn). It has been noted that cartographies and
narrative practices can be used as part of teachers’ self-knowledge and self-
learning processes (Altan & Lane, 2018; Amott, 2018; Fendler, 2013; Herndn-
dez-Herndndez et al., 2018; Ulmer & Koro-Ljungberg, 2015).

2. Material and methods

To conduct a complex, in-depth exploration of teacher learning, the research
team adopted both a constructionist (Holstein & Gubrium, 2008) and quali-
tative approach (Denzin & Lincoln, 2012). Accordingly, we conducted a par-
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ticipatory and inclusive study (Nind, 2014). The methods employed in the
project were observation, field notes and, as core procedures, teachers’ learning
cartographies, narratives, and considerations about learning (Altan & Lane,
2018).

We used the cartographies as a research strategy that is increasingly
employed in educational research (Atkinson, 2011; Braidotti, 2018; Herndn-
dez-Herndndez et al., 2018; McKinnon, 2011; Ruitenberg, 2007; Ulmer &
Koro-Ljungberg, 2015). Our starting point was to “consider cartography as a
powerful and versatile representation of personal/social learning trajectories
[...] as well as an increaser of knowledge” (Herndndez-Herndndez et al., 2018,
p. 108). Moreover, “using a blank cartography, a map without cardinal direc-
tion or points of reference, frees paths of analytical movement to travel in
various new and unexpected directions in order to generate different know-
ings” (Ulmer & Koro-Ljungberg, 2015, p. 149).

The fieldwork was carried out with groups of teachers from three second-
ary schools in towns in Barcelona province. The selection of participants was
intentional (Patton, 2002), since the schools were selected based on the will-
ingness of staff to reflect on their learning and improve their practice. The
fieldwork with these three groups took place at the participants’ schools. A
fourth participating group was composed of three teachers from different state
secondary schools in the city of Barcelona. With this group, the fieldwork was
conducted at the Fine Arts Faculty of the University of Barcelona. In total, 29
teachers with different profiles were involved, of whom 28 created and nar-
rated their learning cartographies (see Table 1).

Table 1. Participants in the research and their productions

Groups of secondary Number of Gender Experience Cartographies
school teachers teachers * ** and narratives
produced
Secondary school 1 (S1) 1 2M - 9F 25-3M-6L 10
Secondary school 2 (S2) 8 2M - 6F 25-5M- 1L 8
Secondary school 3 (S3) 7 1M - 6F 25-2M-3L
Mixed group (MG) 3 3F 1M - 2L 3
Total 29 5M - 24F 6S-11M-12L 28

*Gender: M=Male / F=Female

**Years of experience: S=short career (less than 5 years’ teaching experience); M=medium career (5 to 15
years); L=long career (more than 15 years)

Source: ESBRINA research group.

Before starting the fieldwork, the participants were informed about the
project and the activities involved, and all signed an ethical form volunteering
to participate in the research. The fieldwork consisted of two meetings at
which the same methodological procedure was adopted for all four groups of
teachers. The researchers took part in both meetings, taking photographs,
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guiding and assisting the teachers, filming the meetings on video, and/or tak-
ing field notes. The first meeting was intended to create an environment of
trust and to produce the learning cartographies. During the process of creating
the cartographies, the researchers suggested ideas to answer the questions
raised and helped the teachers to resolve the challenge. Specifically, these clues
were: what, how, where, with whom, and with what they learn inside and
outside the school; what their present and/or past learning scenarios are; what
learning means to them; and when they think they learn or have learned.
Thanks to this exchange, a relationship based on listening and providing sup-
port grew between the researchers and the teachers over the course of the
process. Consequently, our task consisted of listening and/or providing feed-
back based on what each teacher suggested (Figure 1).

Figure 1. Photographs of the first meeting
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Source: ESBRINA research group.

In making their cartographies, most teachers used different materials,
whether supplied by the research team or brought by them (photographs,
paper, stickers, pencil drawings, etc.). Once they had completed them, all the
teachers were filmed on video narrating their cartographies. The content of
the 28 teachers’” narratives was then transcribed and the narratives were exam-
ined using thematic analysis (Boyatzis, 1998; Braun & Clarke, 2006). Accord-
ing to Nowell et al. (2017, p. 2), thematic analysis is “a useful method for
examining the perspectives of different research participants, highlighting
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similarities and differences, and generating unanticipated insights”. The pro-
cedure is also useful for summarizing key features.

The researchers conducted data analysis manually. Using the data gathered
at the first meeting, they established two main themes: teachers’ learning envi-
ronments (our first aim); and the specificities of teachers’ learning (our second
aim). The first theme contained three sub-themes: learning environments
inside school; learning environments outside school; and learning environ-
ments between those two spheres. Five sub-themes emerged from the second
theme: specificities related to the importance of experience in learning; to
relations with others; to the connections between different learning environ-
ments; to the importance of action and performance in learning; and, finally,
to affects and emotions.

Later, we organized a second meeting with each of the four groups of
teachers. The purpose of this meeting was to give them feedback on their
cartographies and to establish a dialogue concerning their learning pro-
cesses and scenarios and their considerations regarding ways of teaching and
learning. Their reflections on learning and teaching practice were also dis-
cussed. All the content of the second meeting was recorded, transcribed, and
analysed. In this way, also through thematic analysis, we identified teachers’
considerations of their educational practice (our third aim). In total, fifteen
researchers were involved in the field study and data analysis of each group
of teachers.

3. Results

In total, 28 teachers created and narrated their learning cartographies (Figure
2) and shared their considerations and reflections on learning and educa-
tional practice. The findings were organized according to our three aims.
Accordingly, we focused our outcomes on:

— Teachers’ learning environments.
— Specificities of teachers” learning.
— Considerations of teachers” educational practice.

3.1. Teachers’ learning environments

In this section, we present the learning environments described by the par-
ticipating teachers. In doing so, we draw on the teachers’ cartographies and
narratives presented at the first meeting.

Teachers’ learning takes place not only in formal and institutional contexts,
but also throughout life in different contexts. We identified these significant
learning environments by highlighting where, with whom, and with what
teachers learn.
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Figure 2. Examples of the teachers’ cartographies
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Source: ESBRINA research group.

3.1.1. Inside school

At school as students (when they were young) and now as teachers, they have
learned from teachers, from other students, and from teaching and learning
processes and practices: “at school, surrounded by friends and cultural refer-
ences that make you want to learn and love learning” (Teacher-7, $3); “from
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the opinions of other teachers” (Teacher-3, MG); “I am nourished by the
students and they help me to improve” (Teacher-1, S2); “the students [...]
their doubts and concerns, force me to study” (Teacher-2, S3).

3.1.2. Outside school

The family plays an important role in learning, both when teachers were
children and now as parents themselves: “my brother taught me to speak [...]
patience, confidence” (Teacher-6, S2); “my mother always bought us books
to read” (Teacher-5, S3); “I learn from my family, my children and my hus-
band” (Teacher-2, §2); “how and what my children learn leads me to think”
(Teacher-7, S3).

In social environments with friends, they learn by doing, especially from
relationships, attitudes, and conversations: “another area of learning is per-
sonal relationships with friends” (Teacher-8, S1); “friends have influenced the
way I have become a person” (Teacher-2, S3).

In cultural contexts, they learn through activities at museums, cinemas,
theatres, and libraries, at concerts, and by travelling: “travelling teaches a way of
looking at the world, learning by living” (Teacher-7, S1); “cinema, social rela-
tions, reading, observing the world of art, reflection, philosophy” (Teacher-4,
S1); “reading an article, going to the theatre, seeing a film” (Teacher-7, S3).

In sports environments, they learn by doing activities like gymnastics,
yoga, reiki, swimming, and mountaineering: “Yoga and reiki were fundamen-
tal” (Teacher-6, S2); “swimming served me as a nexus to link up with other
concepts” (Teacher-4, S2); “the gym” (Teacher-9, S1); “the mountains and
sports, which also give me satisfaction, feedback, excitement, and challenges”
(Teacher-3, S1).

In everyday settings, they learn by undertaking routine activities such as
going to the market, participating in projects, volunteering, or watching televi-
sion: “I learn in any situation, for example, from conversations at the market-
place” (Teacher-5, S2); “environments that were not in principle designed for
learning” (Teacher-2, S2); “the other learning space is everyday activities” (Teach-
er-2, S2); “television series, because they help me to form myself” (Teacher-6,
S$1); “as a monitor at a centre of educational care residences” (Teacher-2, S1).

3.1.3. Inside and outside school

Finally, Internet is another important and valuable source of learning, both
inside and outside school. This is an “in-between” learning context since it
connects both inside- and outside-school environments. Internet enables self-
education and learning (e.g., by taking courses, participating in networks, or
watching series): “Internet is my most important learning environment”
(Teacher-2, S2); “Internet is a very valuable source of learning [...] I research,
search and maybe I don’t attend courses, but I read an article and incorporate
it into my classes” (Teacher-1, S3).
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3.2. Specificities of teachers’ learning

In this section, we outline certain characterizations of teachers” learning and
identify the most significant features. In doing so, we also draw on the teach-
ers’ cartographies and narratives.

3.2.1. Experience

When teachers attach meaning to their learning, they basically relate it to the
importance of their experiences. They highlight the experience of being a boy,
a girl, or a student, their own experience as professmnal teachers and as adults
in families: “the experiences of my childhood helped me” (Teacher-1, S2); “the
experience of being able to teach a language” (Teacher-7, S1); “the experiences
that my classmates had in the classroom and my own teaching experience”

(Teacher-1, S3).

3.2.2. Relations

Learning experiences are profoundly mediated by relationships, especially
those of a more horizontal nature, such as interaction, collaboration, exchange,
and listening: “in my important learning settings there is exchange, difference,
listening, and collaboration” (Teacher-8, S1); “knowledge is established in
collaboration” (Teacher-6, S2); “I need others in order to learn with them”
(Teacher-4, S1); “listening to everything and everyone” (Teacher-2, MG).

3.2.3. Connections

In learning processes there is a removal of physical and temporal barriers, as
well as boundaries between formal and informal settings. Learmng 1mphes
interrelation and interconnectedness: “My learning process is continuous”
(Teacher-5, S2); “I am always learning, I like to think that I will learn all my
life” (Teacher-1, S3); “the sea is something infinite that never ends, the same
as learning in any space and time” (Teacher-8, S1); “a mixture of learning
inside and outside the education system” (Teacher-6, S2); “from all actors from
all environments” (Teacher-1, MG).

3.2.4. Performance

Learning comes mainly during the performance of actions (such as sharing,
collaboratmg, observing, reading, writing, drawing, lookmg, talking, research-
1ng, reflecting, analysing, evaluatmg, teaching, experlmentmg, and listening):
“sharing ideas, the experiences of my peers and my own” (Teacher-1, S3);
“social relations, reading, observation of the world of art, reflection, and exper-
imentation” (Teacher-4, S1); “becoming aware of connections and learning
processes!” (Teacher-5, §2).

3.2.5. Emotions and affects
Emotions and affections are present in and influence the learning process. For
example, they can generate curiosity, the joy of learning, tranquillity, reflec-
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tion, effort, humour, well-being, peace, and tension: “the main driver of learn-
ing is emotion: without it there is no learning” (Teacher-7, S2); “my learning
is like a path that is guided above all by emotion and curiosity” (Teacher-8, S1);
“I learn when I feel comfortable, when I am enjoying myself” (Teacher-7, S1);
“one learns with movement but also with tranquillity and reflection” (Teach-
er-7, S1); “humour as a tool for learning” (Teacher-8, S1).

3.3. Considerations of teachers’ educational practice

This section addresses the main considerations about teachers” learning and
educational practice that were suggested at the second workshop meeting. At
this meeting, they discussed the learning process itself, the learning of other
teachers, and their students’ learning, in addition to identifying and exploring
the influences of life experiences on their learning and educational practices.
At this point, the teachers highlighted the importance of a pedagogical rethink
of educational practice to bring it closer to the way people learn today. Below
are the most significant considerations.

If teachers think about outside-school contexts as learning environments,
they also need to attach importance to students’ informal and non-formal learn-
ing experiences. The teachers also recognized that today’s society offers students
new and different learning experiences outside educational institutions.

Making a cartography of their learning led teachers to: 1) become aware
of the importance of introducing literacy skills other than text-based compe-
tences. The teachers stressed that the educational institution is still deeply
textualized. They noted that, in today’s society, other literacies, such as visual,
oral and audio-visual, and digital and auditory literacies, are increasingly vis-
ible and important; 2) the need for more spaces to develop creative, collabora-
tive, and inquiry processes. In this regard, they noted the importance of creat-
ing an environment of trust where not knowing can be a source of learning,
and of proposing challenges or questions that do not have more or less pre-
established answers.

Their participation in research offered teachers a space for reflection that
is sometimes unavailable at school. As a result, they appreciate the importance
of allocating more time to tasks of pedagogical value in teaching practice. In
this regard, the teachers noted the prevailing trend of continuing to apply the
same curriculum, at the same time and at the same pace for all students, using
the same assessment methods. They also recognized the importance of rethink-
ing student assessment because memorization and repetition still predominate.

Teachers valued the appropriateness of child-centred approaches and per-
sonalized learning and the importance of recognizing and accepting their stu-
dents’ capacity to make their own decisions about their learning processes.
They also highlighted the importance of increasing levels of confidence in
students’ autonomy and in their ability to self-manage their learning.

At this second meeting, the teachers explored the idea of reflection as a
basis for learning. At a general level, teachers stressed that their knowledge and
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self-knowledge had increased. Therefore, for them, their participation in this
research was a positive professional development experience.

4. Discussion and conclusions

A metamorphosis is taking place in the way teachers learn today. We observe
that teachers’ learning takes place in different contexts and across the lifespan,
in different places and times, and with different people and resources. Thus, in
line with other studies, such as Sangra et al. (2019), our results show that
teachers are already aware or are becoming aware that, in addition to institu-
tional or formal environments, they also learn in non-formal and informal
settings and that they do this through multimodal texts and a diversified set
of experiences.

Our study confirms that “teachers can benefit intensely by engaging in extra-
curricular activities in areas of interest” (Aharonian, 2019, p. 13). Here, we go
beyond the contributions of traditional research, which highlights only formal
and institutional learning contexts. In fact, teachers referred very little or not at
all to their initial and in-service professional development experiences. Therefore,
professional learning not only takes place during initial and in-service teacher
education in institutional settings but is a continuous learning process.

This research, along with other studies (Herndndez-Herndndez et al., 2018;
Sancho-Gil, 2011; Sancho-Gil & Herndndez-Herndndez, 2014; Sangra et al.,
2019; Souto-Seijo et al., 2020), also shows that teacher learning arises from
experiences lived over time and in different environments. All of these experi-
ences have an impact not only on teacher learning but also on teachers’ practice.
In this same vein, as Altan and Lane (2018, p. 238) noted, “teachers’ significant
life experiences and dispositions influence teaching practice”. Another relevant
outcome of this research concerns the importance of affects, emotions, and
relationships with others in learning processes.

Our research further confirms the idea that “teachers’ reflections on their
practice [are] a vehicle for learning” and that “teachers’ stories [are] key
resources for teacher education programmes” (Hardy et al., 2018, p. 435). We
can agree that “teachers’ actions, talk and ongoing relations can serve as a
vehicle for transforming their learning” (Hardy et al., 2018, p. 421) and that
“when teachers work and learn together, opportunities for profound learning
arise” (Solheim et al., 2018, p. 530).

The teachers stressed the problem that, in educational practice, the
predominant trend is still to implement the same curriculum, at the same
time and at the same pace for all students, and with the same assessment
methods. They also put forward reflections and proposals to rethink edu-
cational practice. Based on our research, and building on our dialogue with
teachers, we can suggest significant educational considerations to guide
educational practice:
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— Teachers noted the importance of creative, collaborative, and research-
based educational initiatives that address real and vital problems facing
today’s society. This rethink could lead to the transformation of the tea-
ching-learning culture of educational institutions, enabling them to beco-
me meaningful learning organizations in today’s society (Domingo-Cos-
collola et al., 2018; Mifio-Puigcercés et al., 2019). However, we also
recognize that there are various tensions that make it difficult to implement
this kind of practice.

— The need to provide a space for affection and emotions in educational
activities. The cognitive usually prevails in educational institutions. Howe-
ver, in practice, students’ affective and emotional predisposition towards
learning is an indispensable facilitator and conditioner for learning (Kor-
thagen, 2017).

— The desirability to prioritize the personalization of students’ learning and
ability of learning to learn. The personalization of learning implies recog-
nizing “the assumption of control on the part of the student, taking into
account his or her voice and recognizing his or her capacity to make deci-
sions in and about the learning process itself” (Coll, 2016, p. 53). To this
end, the role of the teacher is fundamental. In practice, “there is a parallel
between teachers’ learning and students’ learning” (Solheim et al., 2018,
p. 531). For example, “teachers with an inherent commitment to life-long
learning sow the seeds for their students to become life-long learners”
(Durksen et al., 2017, p. 59).

— The benefits of taking into account different literacies (textual, visual,
digital, audio-visual, verbal, and aural) and competences in today’s society.
In this respect, Guzmdn-Simén et al. (2017, p. 202) pointed out that there
is “a wide gap between the digital competence developed in informal lear-
ning contexts and its scarcity in university literacy practices”. For example,
with a view to reducing this gap, mastery of digital competence plays an
increasingly important role in the teaching profession.

— The need to encourage student participation based on their interests and
particularities. For example, we highlight the need to consider (during
formative processes) the background, trajectories, and experiences of stu-
dents outside the institution. In this way, as Altan and Lane (2018, p. 246)
noted, “elements of certain constructive life experiences [...] contribute to
effective teaching dispositions”.

— The importance of taking into account students’ knowledge and experien-
ce and the existence of different cultural codes. Thinking that everyone,
regardless of their socio-cultural, linguistic, and economic background,
should understand the “code” of the school, the teaching materials, their
classmates, and their teachers in the same way, may be the beginning of a
misunderstanding that leads to disengagement and school failure.

The participating teachers were aware that all these reflections and needs
imply challenges and tensions that should be addressed by the education sys-
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tem as a whole, from policy development to initial and in-service teacher
education programmes, school conditions and neighbourhood cultures.

One limitation to this study is that it was not possible to include and
examine all dimensions of the subject matter, given its complexity and the
short duration of the project. Our study is, therefore, partial and contingent.
It is partial because the sample used was limited to a particular territory and
profile of secondary schools and restricted in the literature considered. More-
over, it is contingent in that, as a complex subject, teacher learning is transi-
tory and ever-changing.

However, our project’s value resides in its consideration of little-studied
dimensions of teacher learning. It also paves the way for new research to be
designed with a view to exploring the complex analogical and digital worlds
in which knowledge and learning are constructed in today’s society. Based
on this study, we would like to urge further exploration of the ways teachers
learn, taking into account all the different contexts, times, resources, and
people.

Finally, we should note that various studies show that teachers” considera-
tions and reflections are not always transferred to their educational practice.
As Vermunt (2014, cited in Solheim et al., 2018, p. 531) argued, “the transi-
tion from learning to practice is not simply learning new skills but fundamen-
tally changing the mindset”. However, we are confident that, little by little,
teachers’ growing understanding of their own learning processes will posi-
tively influence their professional practice. We also hope that the teachers who
took part in this research and those who read this paper will become engaged
and begin to act as agents of change in their schools. In doing so, we hope that
they will strengthen their teaching professionalism and encourage the real and
meaningful learning of their students through critical reflection.
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