
1

CARN BULLETIN 23
Autumn 2019

Published Winter 2020

Imagine Tomorrow:     
Practitioner Learning for the Future
17-19 October 2019, Hotel President, Split, Croatia



CARN BULLETIN 23
Autumn 2019
Published Winter 2020

Conference Information

The Collaborative Action Research Network (CARN)
The Action Learning, Action Research Association Ltd (ALARA)
Department of Pedagogy, Faculty of Humanities and Social Sciences, University of Osijek, Croatia

Editors

Senka Žižanović
Sanja Simel Pranjić
Branko Bognar

Proofreading

Vlatka Ivić

ISBN

978-1-910029-64-0

Manchester Metropolitan University
Collaborative Action Research Network

This work has been supported in part by the Croatian Science Foundation under the project    
IP-2018-01-8363.



Contents

Editorial ............................................................................................................................................................................................5

      Senka Žižanović, Sanja Simel Pranjić & Branko Bognar

Keynote ............................................................................................................................................................................................8

      Action Research In A Time Of Global Crisis ...........................................................................................................8
      Lonnie Rowell, Social Publishers’ Foundation (SPF), United States

Conference papers ..................................................................................................................................................................9

      Challenges in participation: The concept of
      “Participatory Socio-Spatial Research (PSSR)” ....................................................................................................9
      Monika Alisch, Department of Social Work, Fulda University of Applied Sciences, Germany
      Michael May, Department of Social Work, Rhein Main University of Applied Sciences, Germany

      How can I help my students increase communicative competence
      using an action research approach? .......................................................................................................................13

      Tamiko Kondo, University of the Ryukyus, Japan

Reports ...........................................................................................................................................................................................17

      Action Research Communities for Language Teachers: Starting off .....................................................17

      Christine Lechner, Pädagogische Hochschule Tirol, Austria
      Angela Gallagher-Brett, University for the Creative Arts, United Kingdom

      CARN D.A.CH On-going development of the German-language CARN Network  ............................22

      Franz Rauch, Alpen-Adria-University Klagenfurt, Austria
      Angela Schuster, University of Teacher Education Carinthia, Austria 
      Christine Lechner, co-ordinator Action Research Communities of language teachers 

      Improving the quality of biology and mathematics teaching through action research.............26

      Mia Filipov, Faculty of Humanities and Social Sciences in Osijek
      Branko Bognar, Faculty of Humanities and Social Sciences in Osijek 

Video .............................................................................................................................................................................................33

      The Art of Living .................................................................................................................................................................33

      Amir Har-Gil, Netanya Academic College & Haifa University, Israel



4

Conference Reflections ......................................................................................................................................................34

      An interactive symposium: rethinking practice arrangements
      for establishing or inhibiting dialogue ...................................................................................................................34

      Tess Boyle, Southern Cross University, Australia, 
      Kirsten Petrie, Waikato University, New Zealand 
      Christine Edwards-Groves, Charles Sturt University, Australia 
      Peter Grootenboer, Griffith University, Australia
      Karin Rönnerman, University of Gothenburg, Sweden
   
      The power of conference community: reflections on peripheral participation .............................36 
      Bernadette McDonald, Liverpool John Moores University, United Kingdom

Conference 2019 ......................................................................................................................................................................38

Acknowledgements ............................................................................................................................................................42



5

Editorial

This Bulletin reports on the scientific conference Imagine Tomorrow: Practitioner Learning for 
the Future, held by the two of the foremost and long-standing global action research networks, 
The Collaborative Action Research Network (CARN) and The Action Learning, Action Research 
Association Ltd (ALARA) global network and the Department of Pedagogy of the Faculty of 
Humanities and Social Sciences, University of Osijek, Croatia. 

At this conference, held from 17-19 October 2019 in Hotel President in Split, Croatia, organizers 
provided practitioners from around the world with an opportunity to exchange their experience 
and knowledge gained through action research and exploration of social changes starting 
from their bold visions of the future. The main topic of the conference was Imagine Tomorrow: 
Practitioner Learning for the Future. In addition to the main theme of the conference, we also 
addressed the following strands: future of action research and action learning, constituting 
public spheres through action learning and research, and creating (online) learning 
communities of action researchers. 

We believe, as the conclusions from the conference also prove, that learning is a process of not 
only changing and creating the world, but also changing and creating ourselves. We therefore 
actively challenge discourses that reduce learning to knowledge transference. In this process, 
we learn not only what we already know, but also what we need to create. This way, we direct 
our learning towards the future – to the development of those potentials that are necessary for 
the shaping of the future world creatively.

We welcomed contributions from any setting where action research, practitioner research 
and action learning are practiced, encompassing: health and social care, community youth 
and social work, business, education, indigenous research, feminist research, management, 
engineering, etc. 

165 participants from five continents registered for the conference. Participation in this 
conference enabled scientists and practitioners around the world to exchange experiences 
and knowledge gained through action research and research into social change from their own 
perspective of a more prosperous future.

The first section of the Bulletin presents Keynote from Lonnie Rowell, about action research in 
the time of global crisis.

Lonnie Rowell (Social Publishers’ Foundation (SPF), United States) addresses the role of 
action research in the current global crisis. He discusses two roles for the action research 
community in the coming decades. First, the role of democratizing knowledge as a basis for 
public discourse and public policy; second, the role of assisting in the shaping of a progressive 
political agenda that is inclusive and humanistic. 
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The second section of the Bulletin presents two conference papers with intriguing topics.
 
Michael May (Rhein Main University of Applied Sciences, Germany) and Monika Alisch (Fulda 
University of Applied Sciences, Department of Social Work, Germany) discuss challenges in 
participation through the concept of “Participatory Socio-Spatial Research (PSSR)”. They explain 
how this kind of action research promotes the creation of public spheres for the realization of a 
comprehensive social participation of different social groups.

Tamiko Kondo (University of the Ryukyus, Japan) in her paper discusses and explains how she 
helps her students increase communicative competence using an action research approach. 
She presents her study conducted in her module of English Teaching Methods during the 
2019 spring semester and discusses the potential of action research conducted in a university 
module by increasing the lecturer’s  and students’ communicative competence through 
working together.

Three reports are presented in the third section of the Bulletin. One is from a workshop held 
at the Conference, the second reports on the ongoing development of the German-language 
CARN Network, and the third report is an overview of an ongoing research project seeking to 
improve the professional development of primary school biology and mathematics teachers.

Christine Lechner (Pädagogische Hochschule Tirol, Austria) and Angela Gallagher-Brett 
(University for the Creative Arts, United Kingdom) held a workshop entitled “Action Research 
Communities for Language Teachers: Starting off”, that is based on the results of a European 
Centre for Modern Languages project (ECML) (www.ecml.at) on action research: Action 
Research Communities for Language Teachers (ARC). The workshop was based on the 
question how we can make a sustainable contribution to practitioner learning and online 
communities through the interactive online tools  that were developed by the project team  
and made available as open educational resources.

CARN D.A.CH. co-ordinating team: Franz Rauch (Alpen-Adria-University Klagenfurt, Austria), 
Angela Schuster (University of Teacher Education Carinthia, Austria), Christine Lechner 
(co-ordinator Action Research Communities of language teachers) report on the on-going 
development of the CARND.A.CH., German-language CARN Network, which was founded 
at the CARN Conference held in Vienna in November 2011, and discuss its further dynamic 
development.

Mia Filipov and Branko Bognar (Faculty of Humanities and Social Sciences in Osijek) reported 
on the current stage of their research project concerning professional development, in which 
biology and mathematics teachers try to improve their teaching practices via action research. 
The project is based on the premise that teachers need timely and quality feedback on their 
practice in order to improve their instruction. To make this possible, the authors suggest video-
taping relevant teaching situations and then organising reflective online discussions. Videos 
are a great learning tool because they enable teachers to objectively view and reflect on the 
process of teaching and learning. Taking into account the current situation caused by the 
pandemic, members of the research team opted for online teacher professional development. 
They will continue to develop their professional development program through open source 
applications, such as Moodle and Zoom, where teachers and the research team will continue to 
participate in online learning communities.
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The fourth section of the Bulletin presents a link to the film “The Art of Living” by prof. Amir 
Har-Gil.

Amir Har-Gil (Netanya Academic College & Haifa University, Israel) in his film “The Art of Living” 
documents six years in his father’s, Shraga’s life. “The Art of Living” is a love story between the 
Holocaust survivor and the daughter of the manufacturer of the gas containers for Auschwitz. In 
2006. the film won the Audience Choice Award at the Real to Reel Festival in the USA and was 
nominated for the Ophir Prize (the Israeli Oscar) in the Best Documentary category. 

The fifth section of the Bulletin presents two conference reflection, one on the presentation 
held at the Conference, and the other reflects on  peripheral conferences participation.

Tess Boyle (Southern Cross University, Australia), Kirsten Petrie (Waikato University, New 
Zealand), Christine Edwards-Groves (Charles Sturt University, Australia), Peter Grootenboer 
(Griffith University, Australia) and Karin Rönnerman (University of Gothenburg, Sweden) reflect 
on their symposium presentation entitled Uncovering the hidden imperative of communicative 
spaces: Negotiating uncomfortable truths through action research as the basis for this piece.

Bernadette McDonald (Liverpool John Moores University, United Kingdom) reflects on her 
experiences with peripheral participation in CARN 2018 and CARN 2019 conferences.

The Bulletin ends with pictures and link to video from the Conference 2019, showing true 
learning for the future. 

Senka Žižanović, Sanja Simel Pranjić & Branko Bognar 
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Keynote

Action Research In A Time Of Global Crisis

Lonnie Rowell
Social Publishers’ Foundation (SPF), United States

Dr. Rowell addresses the role of action research in the current global crisis. He discusses two 
roles for the action research community in the coming decades. First, the role of democratizing 
knowledge as a basis for public discourse and public policy; Second, the role of assisting in the 
shaping of a progressive political agenda that is inclusive and humanistic. At present, the role of 
action research in relation to collapsing confidence in liberal democracy, the existential threat of 
climate change, and the combined toxic brew of a rising authoritarian populism and a breakdown 
of trust in all things public is fragmented. Although determined participatory research initiatives
related to these crisis elements can be found around the globe, the global action research 
community to date has had difficulty finding its collective voice in relation to the setting of 
priorities for activist-scholarship and engagement with participatory initiatives grounded 
in critical analyses and planning for a progressive political agenda. While the two leading 
academic journals in the field have produced special issues addressing components of the 
crisis (Action Research’s special issue on climate change; Educational Action Research’s special 
issue on knowledge democracy), there is little evidence of shared and democratically initiated 
dialogue among action research networks regarding how best to build solidarities in ways that 
maximize the action research community’s contribution to facing the global crisis. The talk will 
emphasize the importance of consciousness-raising as a way to revitalize civic literacy. Action 
research often has been at the forefront of recognition that domination of discourse and policy 
by “expert” consultants or researchers can be damaging to civil society. In this context, civic 
illiteracy is bred by drumming into people’s hearts and minds the false consciousness that they 
cannot “do anything” regarding their feeling of dis-ease about the conditions around them and 
the forces that seem to produce those conditions. Breaking the cycle of false consciousness 
requires consciousness-raising, an experience at the intersections of thinking and feeling, 
planning and co-constructing. The priorities for developing this role in action research 
communities requires projects that are participatory and dialogical and that connect analysis 
and action with group and self-reflection. 

Lastly, Dr. Rowell considers the “pulse” of activism in the global action research community in 
relation to its potential to help shape an inclusive and humanistic progressive political agenda. 
He proposes that cutting ties to the more technocratic orientations towards action research 
that have emerged in the context of neoliberalism, developing new linkages with progressive 
initiatives, and assisting with the creation of new approaches to knowledge dissemination 
and knowledge mobilization are essential elements in revitalizing the spirit of those who first 
created action research.

More text can be found here: https://www.socialpublishersfoundation.org/knowledge_base/
action-research-in-a-time-of-global-crisis/

https://www.socialpublishersfoundation.org/knowledge_base/action-research-in-a-time-of-global-crisis/
https://www.socialpublishersfoundation.org/knowledge_base/action-research-in-a-time-of-global-crisis/
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Conference papers

Challenges in participation:          
The concept of “Participatory Socio-Spatial Research (PSSR)”

Monika Alisch
Fulda University of Applied Sciences, Department of Social Work
Monika.alisch@sw.hs-fulda.de

Michael May
RheinMain University of Applied Sciences, Department of Social Work
Michael.may@hs-rm.de

In our presentation and this article, we would like to present our concept of “Participatory Socio-
Spatial Research (PSSR)”. The PSSR concept was developed in the context of action research in 
social work. It offers a framework for research as well as for the practice of social work. We have 
developed and specified this theory-based concept in various action research projects. 

In the following, we will describe the concept and its theoretical references and illustrate it using 
our action research project AMIQUS with older migrants in various German cities, carried out by 
the Universities of Applied Sciences, Dep. of Social Work, Wiesbaden and Fulda, Germany.

1. An overview: “socio-spatial development (SSD)” and “socio-spatial organization (SSO)”.

Our PSSR concept distinguishes between “socio-spatial development (SSD)” and “socio-spatial 
organization (SSO)”. The dimension of SSD means that different social groups are supported in 
the formation of their individual social spaces by attempting to take up and link different space-
related interests that become visible in their activities. 

Source: Alisch, M./May, M. (2019)11

1  Presentation at the CARN Conference “Imagine Tomorrow: Practitioner Learning for the Future”, Split, 17.-19.10.2019,

mailto:Monika.alisch@sw.hs-fulda.de
mailto:Michael.may@hs-rm.de
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Participatory methods are designed to initiate communication and agreement processes about 
joined social space as a “space of representation” (Henri Lefebvre). Furthermore, these methods 
provide a place of assembly, which enables participants to become aware of overlapping, 
mutual interests of different social groups or communities. The participatory socio-spatial 
research concept applies participatory methods as research and also as survey methods2.

The creation of “places of assembly” as elements of PSSR has to be embedded in a concept of 
comprehensive SSO. It attempts to integrate institutional arrangements of social administration 
and to open access to administrative resources for processes of socio-spatial developments. Such 
a socio-spatial organization is not necessarily bound to geographical boundaries of a district but 
can realize its objectives only on several, mutually overlapping levels - both socio-economic and 
political-institutional spaces. The guideline for the SSO is defined by the different socio-cultural 
forms of spatial use and space appropriation of those who are prevented from comprehensively 
participating in the Human Community (in intersecting, overlapping blocking contexts)3. 

On this basis, the process of SSO can be expanded to include democratic negotiation 
processes. One of the purposes of PSSR is to develop moderating approaches empirically. The 
idea is that all groups involved in these negotiation processes have equal opportunities to bring 
their needs and interests to bear.

Theoretical framework: Strategic hypothesis 

There are groups of people who have established strategies of appropriating spaces in order 
to be represented with their life experiences and lifestyles in society. SSD has to take up 
established strategies, but then has to open up new options for these groups, to make sure 
of what they “really, really want” – as Frithjof Bergmann4 emphasizes. For example: if you ask 
children from social housing how they imagine a playground, they will answer: a swing, a slide, 
and a sandbox, because they never have seen any other kind of playground. But if you visit an 
adventure playground with them, they will probably come up with a wide range of creative ideas.

The interests of some others are not yet represented in public space and society at all. First of 
all, they therefore need space to identify and express their own ideas of how to be represented. 
Only then they can develop strategies to achieve these goals. Social space development then 
has to give them a social and spatial opportunity to do so.

In both cases, it is necessary to formulate “hypotheses” in order to start a process of SSD with 
the individuals. Such hypotheses cannot originate in classic research hypotheses that refer to 
something that already exists because SSD’s objective is to create a new approach. To achieve 
that goal, it makes more sense to follow Henri Lefebvre’s concept of “strategic hypothesis”5. 
A classical research hypothesis formulates a relationship between theoretical concepts and 
assumptions and the level of observation of facts or contexts. In contrast, strategic hypothesis 
has to formulate a relationship between theoretical concepts and assumptions and the level 
of exploring the objective possibility of additional space and more participation. Problems in 
the realization of participatory interests refer to such objective possibilities. Therefore, strategic 
hypotheses simultaneously connect problems and solution strategies. 

2  Alisch, Monika/May, Michael (2017): Methoden partizipativer Sozialraumforschung. In: Alisch, M./May, M. (Hrsg.): Methoden der 

Praxisforschung im Sozialraum. Beiträge zur Sozialraumforschung, Bd. 15. Opladen, Berlin, Toronto.

3  May, Michael (2016): Soziale Arbeit als Arbeit am Gemeinwesen. Ein theoretischer Begründungsrahmen. Beiträge zur 

Sozialraumforschung, Bd. 14. Opladen, Berlin, Toronto: Verlag Barbara Budrich.

4  Bergmann, Frithjof (2005): Die Freiheit leben. Freiamt im Schwarzwald: Arbor-Verlag

5  Lefèbvre, Henri (1977): Kritik des Alltagslebens. 1. Aufl. Athenäum-Taschenbücher Sozialwissenschaften, Bd. 4114. Kronberg/Ts.: 

Athenäum-Verlag.
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Problems that people experience with regard to their lack of social representation and 
participation mostly cannot be explored by a single scientific discipline. Nor does these “logic 
of problems” follow the logic of scientific problems. In criticizing Hegel’s philosophy of law, 
Marx emphasizes the distinction between the cause of logic, to which scientific disciplines are 
committed, and logic of the cause of social representation. Therefore, strategic hypotheses 
must always be aligned in a transdisciplinary way. In this context, transdisciplinary means 
overcoming the barriers not only between different scientific disciplines but also between 
science and social practice. 

Moreover, strategic hypotheses are bound to be an endeavor of dialog because there is always 
more than one solution to the problems of social representation. On the other hand, affected 
people will only become aware of their problems if their own strategies do not lead to the 
desired result. For example, immigrants who retreat into their private rooms and otherwise 
mostly use specific locations of their ethnic community will not develop an awareness 
regarding racism. On the contrary, they can choose between different strategies for their 
representation in a community center. They can choose to go to an event with many people 
of their own ethic community, or make demands on the management of the center, or they 
can organize their own event and invite native people. To create different strategies, strategic 
hypotheses thus implicate a dialog between researchers and their target groups. The true 
proof of a strategic hypothesis then lies in a changed practice, with which the target group 
succeeds in achieving more representation for itself. In the example of the following project, it 
was the strategy of inviting natives.

The project example: PSSR with older migrants in different urban communities in Germany 
(AMIQUS)6

The central objective of the AMIQUS project was to identify conditions, resources, and barriers 
for adequate living for old people with a migrant background in different German cities and 
neighborhoods. The background is that the first generation of “guest workers” in Germany has 
reached retirement age and the second generation of migrants will also spend their old age in 
Germany. In social work, they are an addressee group whose needs are as yet only little known.

Our objectives in the AMIQUS action research were to uncover and understand views of older 
migrants on social networking, needs, problems and barriers to decent lifestyles in old age. 
On this basis, participatory project development in cooperation with local community work 
agencies has been initiated (social space development by providing local enabling spaces; 
SSD) and we facilitated processes of self-organization and self-help of older migrants. In 
addition, it was necessary to network these structures in the neighborhood (with each other 
and with professional local services) and to open up individualized counseling offers to 
accompany the migrants’ self-organized help (this is what we call social space organization by 
initiating democratic negotiation; SSO).

6  May, Michael/Alisch, Monika (2013): AMIQUS – Unter Freunden. Ältere Migrantinnen und Migranten in der Stadt. Beiträge zur 

Sozialraumforschung, Bd. 8. Opladen, Berlin, Toronto: Verlag Barbara Budrich.
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Our research principle was the active and direct involvement of the older migrants in the 
processes of problem definition, solution finding and participatory project development in 
social space. We therefore used the following methods:

 9 Focus groups of older migrants: These groups represent the social and ethnical structure 
of migrants in the neighborhood. 

 9 „Social Space and Network Diaries“: the older migrants participating in the project write 
down how, with whom and where they spend their time in the neighborhood.

 9 „Needle Method“ and „neighborhood walks”: These methods complement the diaries. The 
older migrants explain the places that are important to them and what they do there and 
reflect upon their space-related interests and needs. 

 9 „Future Workshops“: The focus group members generate own and common interests, 
formulate goals and concrete projects for an appropriate life in old age.

 9 „Activating survey“: Older migrants conduct standardized interviews with other older 
migrants in the neighborhood, so that they can combine the project ideas.

 9 „Feedback discussions“: the migrants reflect the results of the research and are made 
aware of their own interests.

 9 „Local network meetings“: The local actors discuss the research results and possibilities 
of a changed practice of social work.

Conclusion/outlook

The PSSR concept can be used to deal with very different target groups and to develop 
corresponding Action Research projects. In its current version, the concept was based on 
projects that deal with the needs of mentally disabled elderly people, adolescents and 
children, and of volunteers in rural communities. The main goal of PSSR is to bring together the 
generalized interest in human achievement with the scientific generalization of a related theory.
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How can I help my students increase communicative 
competence using an action research approach?

Tamiko Kondo
University of the Ryukyus, Japan

This paper is about my study conducted in my module of English Teaching Methods during 
the 2019 spring semester and discusses the potential of action research conducted in a 
university module of increasing a lecturer’s (my) and students’ communicative competence 
through working together. In my view, communicative competence means how we can 
effectively communicate with others so as to reach mutual understanding (Kondo, 2018). My 
question to the government policy, which has tended to equate communicative competence 
with scores or levels in popular English proficiency tests, led to my co-conceptualising the 
meaning of communicative competence, as shown in Figure 1, through working with junior high 
school English language teachers in Japan in my PhD study. This shows that communicative 
competence consists of the following six factors: willingness, empathy, openness, creativity, 
originality and confidence. It illustrates the idea that the six factors can interrelatedly help us 
communicate with others effectively and that we can develop these qualities through practice 
in the context of actual communication. 

Figure 1. How one can become a competent communicator from a holistic viewpoint (Kondo, 2018).
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My PhD study in turn encouraged me to investigate how I could incorporate these ideas into the 
preservice teacher education setting and develop an idea for a systematic form of preservice 
teacher education based on an action research approach and which aimed at increasing 
preservice teachers’ communicative competence. I organised the module as follows:

1. the students designed a 50-minute demo class in pairs (each student was in charge of 
the first or last 25 minutes) and other students joined the demo class as students;

2. during post-demo class discussions, the students divided into small groups and shared 
their reflections on the demo class;

3. after the group discussion, each group provided a one-minute group discussion 
summary.

This series of activities and my comment on the demo class formed synchronous reflection 
activities within one class. In addition to this:

4. the students wrote and submitted their reflective journals regarding the week’s demo 
class;

5. a week later, I distributed the newsletter which contained all the students’ reflective 
journals so that they were able to read their classmates’ reflective journals and also read 
what they had written and re-interpret their learning on their own;

6. further, the students watched the video of their demo class and re-reflected on it and 
submitted a final report.

Another series of activities formed asynchronous reflection activities outside the class as seen 
in 4 to 6. We were in these continual “synchronous and asynchronous” (Ioannidou-Koutselini & 
Patsalidou, 2015, p. 128) reflection cycles. I will look at how the continuity of our synchronous 
and asynchronous reflection cycles might have affected or increased the students’ 
communicative competence with the data from the students’ journals and final reports. 

Empathy

First, the students have learnt to show a great deal of empathy with their classmates through 
sharing their reflective journals. In particular, they have learnt to elaborate in writing “points 
to be improved without hurting the classmates’ feelings” (Student A, August 7, 2019). Another 
student also mentioned the value of “analytical” writing, not “emotional” writing and explained 
it as “a significant skill for enhancing each other” (Student B, June 21 and August 7, 2019). This 
quality of suggesting points to be improved empathetically might have helped mitigate power 
relations between student teachers and observers (other students) and created an empathetic 
atmosphere in the module. Along these lines, it might also be added that the Japanese new 
Course of Study suggests “fostering a positive attitude towards communicating in foreign 
languages, being considerate towards the others (listeners/readers/speakers/writers)” as one 
objective of foreign language learning (The Japanese Ministry of Education, Culture, Sports, 
Science  and Technology, 2017, my translation). 

Creativity

Second, the students have learnt to develop the way they design their own writing style through 
reading their classmates’ reflective journals, which may be relevant to increasing their creativity. 
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One student wrote, “I have learnt new word choices and writing structure through copying the 
classmates’ writing skills which I liked very much” (Student C, August 7, 2019).  Another student 
found that her writing tended to be “flat” and reading the classmates’ journals made her aware of 
“the necessity of avoiding repetition and using paraphrase” (Student A, August 7, 2019). In classic 
literatures on communicative competence, “paraphrase” is also mentioned as one of the “coping 
strategies” to help us sustain communication (see Canale 1983, Savignon 1997). “Simplicity” and 
“appropriateness” in writing were also referred to as aspects which they were “not aware of by 
themselves until they read the others’ writing” (Student B, August 7, 2019). These findings in turn 
encouraged them to “avoid boring the readers” (Student D, August 7, 2019), which might also be 
relevant to the quality of empathy as explained above.

Originality

Third, the students have begun to take the initiative to adapt themselves to sharing their 
journals with other classmates for mutual learning. One student wrote, “caring how other 
classmates respond to my writing led to my careful consideration of coherence and search for 
better writing structure” (Student E, August 7, 2019). Another student referred to “the need to 
take [his] responsibility as an observer” and co-learner “for the sake of the classmates” (Student 
F, August 7, 2019). Kondo (2018, p. 113) explains that this spontaneous act of “adapting oneself 
so as to make meanings may be a way of demonstrating one’s originality.” The idea is inspired 
by Widdowson (2003, p. 42) who identifies “proficiency” as the act by which you “take the 
initiative and strike out on your own.” 

Openness

Fourth, the students have considered what their classmates’ demo class meant to them 
and what it meant to their own learning, and they have started to “practice” their learning “in 
further practices” (Student G, August 7, 2019). One student learnt a new viewpoint from another 
classmate and tried to observe further demo classes from the same viewpoint as this other 
classmate (Student H, August 7, 2019). The other student wrote that the classmates’ journals 
revealed how they had felt before or during their demo classes and reading their journals 
enabled her to appreciate their demo classes more deeply (Student I, August 7, 2019). In this 
way, they have shown their open-mindedness towards the process of sharing, co-constructing 
and enhancing each other’s learning and coming to appreciate each other. As one outcome 
of their open-mindedness towards the learning process and their classmates, one student 
mentioned that “the content of demo classes got better and better over time” (Student D, 
August 7, 2019). This may be in line with Canagarajah (2013, p. 5) who includes “openness to 
difference, patience to co-construct meaning, and an acceptance of negotiated outcomes” in 
the meaning of communicative competence.  

Willingness

Fifth, the students have shown their willingness to learn. One student mentioned the need 
to make her “Japanese writing skills” better and her “attempt to copy the classmates’ writing 
style which she liked” for improvement (Student I, August 7, 2019). Another student mentioned 
her weekly attempts to consider better expressions, having been inspired by the classmates’ 
journals (Student E, August 7, 2019). This conforms to my interpretation of willingness which 
includes “willingness for our own language learning” (Kondo, 2018, p. 104).  In relation to 
this, relevant literatures include the quality of “risk-taking,” accepting errors, and learning 
from practice in their understanding of communicative competence (see Savignon 1976, 
Canagarajah 2014). 
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Confidence

Lastly, we had a journal-sharing session in which the students explained what they liked about 
their classmates’ writing. It appears that this session helped them increase their confidence 
about their own writing skills. One student wrote that she felt more confident in her words when 
she knew a classmate appreciated her writing (Student I, August 7, 2019). Reading the weekly 
newsletters also enabled them to recognise the development in their writing skills, in terms 
of word choices and writing structure, as also mentioned in the section for creativity. Relevant 
literatures identify becoming confident with feeling relaxed (see Savignon 1997, Canagarajah 
2014), which might lead to the students’ feeling more comfortable with their writing.

In this way, it might be that the data possibly shows that that the students have increased each 
aspect of communicative competence specifically through sharing reflective journals as part of 
the asynchronous reflection activities. Although this study only looked at the students’ writing 
data, the findings might suggest that continuous cycles of synchronous and asynchronous 
reflection activities in a university module could help preservice teachers learn from each other 
and increase the quality of their communicative competence.
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Reports

Action Research Communities for Language Teachers:  
Starting off 

Christine Lechner
Pädagogische Hochschule Tirol, Austria

Angela Gallagher-Brett
University for the Creative Arts, United Kingdom

At the CARN-ALARA Conference in Split we had the opportunity to hold a workshop on the results 
of a European Centre for Modern Languages project (ECML) (www.ecml.at) on action research: 
Action Research Communities for Language Teachers (ARC). We organised the workshop around 
the question of how we can make a sustainable contribution to practitioner learning and online 
communities through the interactive online tools which the project team developed and has 
made available as open educational resources at www.ecml.at/actionresearch 

From our experiences supporting teacher action research at all educational levels in 30 ECML 
countries during the main project run from 2016-2018 we learnt that many teachers struggle 
to start off their action research. Questions tend to be too broad and the number of possible 
approaches often baffling.

Our mutual learning experiences provided stimuli for the development of the online tools. Our 
participant teachers started their action research projects after attending an initial workshop 
which we organised in November 2016. During the final “Network meeting” held in Graz in May 
2018 attended by the project team and 14 members of the Network we were able to finalise 
our ideas for online tools. At this meeting participants had the opportunity to present small 
action research projects carried out between late 2016 and May 2018 and discuss successes 
and challenges. On the second day of the meeting, we worked together looking at the tools 
and participants gave feedback on what they found useful or less useful and also made 
suggestions and recommendations based on their reflections.

Materials are available in English and German. Over the coming three years we will have 
opportunities to look at how the tools work in practice during workshops held in ECML 
countries in a follow-up project.

http://www.ecml.at/actionresearch
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Getting into Action Research: The ARC-Spiral

The centrepiece is the ARC-Spiral inspired by existing 
action research (e.g. Altrichter and Posch, 2007) but 
differing through the strong emphasis on starting off 
action research. Thus, the first level “Breakthrough” 
is about steps that make sense for beginners. The 
labels in the Spiral lead to short explanations and 
then to practical advice and guidance alongside 
relevant excerpts from the research literature. At the 
“Breakthrough” level it is all about encouraging teachers 
to think about their practice, to think about the joys and 
challenges in the classroom and then to think about 
routines in their practice. Action research tools are 
introduced but limited to observation, the concept of 
the critical friend and short memos written after lessons. 
The top label “Reflect & note” encourages users to reflect 
upon what they have noticed so far and also to make 
written notes. It is only at the next level that an actual 
action research cycle begins.

The Spiral aims to lead on eventually to full action 
research cycles and also to encourage users to 
present and disseminate their work. We aimed to 
explain that presenting and showing what you have 
done can be a fairly small step in a non-threatening 
context such as a group of trusted colleagues but can, 
in the end, lead on to a conference presentation and 
publication. Our approach is about gaining confidence 
and empowerment.
https://www.ecml.at/ECML-
Programme/Programme2016-2019/
Professionallearningcommunities/
GettingintoActionresearch/tabid/4141/language/en-
GB/Default.aspx

A Glance at selected documents

The Checklist

During team discussions and the trialling of the 
documents included in the Spiral with the project 
Network, a couple of the documents became central 
to discussions. One such piece was the Checklist. 

Checklists appear to be typical for ECML projects for 
a variety of reasons. However, in the early stages of 
the ARC project, we discarded the idea as we felt that 
checklists often lead to oversimplification of complex 
issues. 

https://www.ecml.at/ECML-Programme/Programme2016-2019/Professionallearningcommunities/GettingintoActionresearch/tabid/4141/language/en-GB/Default.aspx
https://www.ecml.at/ECML-Programme/Programme2016-2019/Professionallearningcommunities/GettingintoActionresearch/tabid/4141/language/en-GB/Default.aspx
https://www.ecml.at/ECML-Programme/Programme2016-2019/Professionallearningcommunities/GettingintoActionresearch/tabid/4141/language/en-GB/Default.aspx
https://www.ecml.at/ECML-Programme/Programme2016-2019/Professionallearningcommunities/GettingintoActionresearch/tabid/4141/language/en-GB/Default.aspx
https://www.ecml.at/ECML-Programme/Programme2016-2019/Professionallearningcommunities/GettingintoActionresearch/tabid/4141/language/en-GB/Default.aspx
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It was, however, the experience with the projects and the insights of our participants that 
showed us that a checklist might, indeed, be useful.
In this case, the document works from top to bottom, i.e. beginning at the top, with points that 
should be considered before embarking on an action research project, points that relate to the 
context of the intended project.

This continues to the beginning of the project “Starting out” and refers to points that should be 
considered as one begins with an action research project.  The third stage is entitled “How am 
I doing?” and is concerned with checks during the project, things that teachers doing action 
research should take into account as the project progresses. Finally, users are asked to reflect 
and look back asking themselves, “Was this action research?” This section is intended as an 
invitation to reflect rather than as a point of criticism - there is always an opportunity to start 
again and work on a new project taking what has been learnt from experience on board.

Planning

A further resource document that we 
developed whilst working with the 
teachers in the Network is entitled 
“Planning teaching and planning action 
research”. This was the direct result 
of problems that had emerged for 
teachers when they set out to plan 
action research projects in groups 
and found out that they were, in fact, 
planning exciting lessons but were 
overlooking the aspects of action 
research. Together we set out to 
exemplify which questions should be 
asked when planning action research as 
opposed to questions that teachers ask 
when they are planning their lessons.

Tools for teacher educators

On another level, we worked on interactive tools for teacher educators. Again, the tools were 
the result of project experiences. We ran introductory action research workshops for teachers 
of languages in Sibiu/Hermannstadt, Romania and Reykjavik, Iceland. The challenge was to 
run a worthwhile two-day workshop that would have impact for classrooms. Our experiences 
led to the development of a template for a workshop to introduce teachers to action research: 
https://www.ecml.at/Portals/1/5MTP/ARC/workshop-template/English%20final/00_ARC%20
workshop%20template%20EN%20rev.pdf?ver=2019-09-04-135632-837. 

The template is a suggested seminar plan with four short modules including links to activities, 
further documents and resources. Its design reflects the fact that it evolved in workshop 
situations where time was limited and there were few opportunities for discussion. We believe 
that these same time pressures will resonate with users of this resource. . Over the coming 
three years we will have opportunities to work with the template, develop further and look 
in detail at the usefulness of short workshops. In our  follow-up project online pre- and post-
workshops are also planned.  

https://www.ecml.at/Portals/1/5MTP/ARC/workshop-template/English%20final/00_ARC%20workshop%20template%20EN%20rev.pdf?ver=2019-09-04-135632-837. 
https://www.ecml.at/Portals/1/5MTP/ARC/workshop-template/English%20final/00_ARC%20workshop%20template%20EN%20rev.pdf?ver=2019-09-04-135632-837. 
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Dialogue sheet

The dialogue sheet is one of the documents linked and is intended to be used during 
workshops to get participants into discussion through visualisation and again it reflects our aim 
to support teachers in the very early stages of getting started with action research:

The dialogue sheet can be downloaded from https://www.ecml.at/ECML-Programme/
Programme2016-2019/Professionallearningcommunities/Resourcesandactivities/tabid/4142/
language/en-GB/Default.aspx and printed onto a poster-sized sheet and used flexibly. In 
different settings, we have experienced that visual materials are very useful to stimulate 
discussion, which was the rationale for developing the sheet. At this point, we need to gain 
experience working with the sheet and find the best approaches.

Further materials for the workshop include ideas for openings with a focus on reflection, 
statements for a “Walk&Talk” and ideas for feedback for the trainers. This document is linked 
to the workshop template and describes a trialled activity that we used during the opening 
project workshop in Graz in 2016. At this point we were completely unsure as to whether a 
group of international experts on language education would be willing to go out into the city in 
groups with instructions about how to chat to each other. The activity includes statements and 
questions formulated by the team, which could be perceived as obvious or provocative, as well 
as quotations from academic sources. We were amazed at the willingness of participants and 
at the enthusiasm upon return from the walk.

In creating these resources, which are now openly available to the wider language teaching 
community, we benefitted greatly from the contributions of the teachers who participated in 
the ARC project. It was through their reflections and sharing of experiences that we learnt to 
appreciate the challenges involved in starting out on an action research journey and it is our 
hope that these resources will support other teachers as they embark on classroom research. 

https://www.ecml.at/ECML-Programme/Programme2016-2019/Professionallearningcommunities/Resourcesandactivities/tabid/4142/language/en-GB/Default.aspx
https://www.ecml.at/ECML-Programme/Programme2016-2019/Professionallearningcommunities/Resourcesandactivities/tabid/4142/language/en-GB/Default.aspx
https://www.ecml.at/ECML-Programme/Programme2016-2019/Professionallearningcommunities/Resourcesandactivities/tabid/4142/language/en-GB/Default.aspx
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The idea to create a German-language CARN network (CARN D.A.CH) was born at the CARN 
Conference held in Vienna in November 2011 (Rauch et al. 2014, Stern et al. 2014) and since 
then the development of the network has been dynamic. 

The initiation of CARND.A.CH. was directly connected with the venue, which attracted a large 
number of participants from Austria, Germany and Switzerland. As the conference language 
was English, the question arose as to the possibility of organising annual meetings in German. 

The aims of the network are to facilitate networking and exchange on AR-relevant themes, 
initiate lively debates on a broad range of AR-themes, develop methods of participation, 
communication, interaction and reflection and also to negotiate terminology, structures, 
definitions, standards and quality criteria for action research in the German-speaking 
community. A further aim was to focus on the development of action research in initial teacher 
education, CPD as described in numerous publications (e.g. recently Jacquin et al. 2019) and 
other fields. The aspect of action research in teacher education is currently topical in German-
speaking countries. The initiators also aimed to enhance the visibility of action research in 
society. 

Joint symposia at meetings and conferences contribute to the achievement of aims.

Two years after the Vienna CARN Conference, on October 5th, 2013, the first meeting of the 
German-language CARN took place. It was organised in Vienna by the Institute of Instructional 
and School Development of the University of Klagenfurt. 21 participants from Austria, Germany, 
Switzerland and the Czech Republic followed the invitation. The meeting offered possibilities 
for presentations and the sharing of experiences with action research. The aims, structure and 
activities of the network were also discussed and the meeting closed with a brainstorming on 
the next steps. 

http://www.ecml.at/actionresearch
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In the early stages, the group of interested colleagues met more than once a year on a 
fairly informal basis with larger meetings in Vienna and Graz. From 2016 we have seen 
the development of a tradition of annual conferences with plenary speeches, symposia, 
presentations and workshops where theory behind action research is discussed and 
participants introduce their work. Events have been held in Bremen, Linz, Bielefeld, Innsbruck 
and Brixen in South Tyrol.

The meeting in Innsbruck was the largest to date with over 80 participants from Austria, 
Germany, Switzerland, South Tyrol and Siebenbürgen. The conference theme was “Sustainable 
Education” focussing on Education for Sustainable Development and also sustainability 
in education in the broad sense. The theme was the title of the keynote and overall the 
conference included 3 symposia, 19 presentations in parallel sessions, 6 poster presentations 
in plenary & book presentation of the 2018 edition of “Lehrerinnen und Lehrer erforschen ihren 
Unterricht” “Teachers research their work.” (Altrichter et al. 2018). 
The theme at the conference held at the Brixen campus of the Free University of Bozen-
Bolzano was “Action research, Lesson Study und Learning Study in pre-schools, schools and 
universities: the multilingual challenge.” The keynotes focussed on action research in language 
education in initial teacher education and projects in Kindergarten with academic support. 
The presentations included talks on multilingual approaches and language acquisition at 
all levels of education as well as on networks for language and science education and on 
the Action Research Network of the Americas. A significant number of presenters spoke 
on issues concerning the trilingual region of South Tyrol as well as the particular situation 
at the university, which runs courses in German, Italian, English and Ladin. There were also 
presentations beyond language education from the areas of maths, natural sciences and 
sustainability as well as from the field of social sciences.

The next meeting is now being planned and will be held at the University of Klagenfurt from 
the 22nd- 23rd of January, 2021. 

The annual meetings have proved to be extremely useful as pivotal points to build up and 
sustain the network. Although electronic communication is becoming more and more part of 
education and everyday life – especially accelerated by COVID 19 – personal (face-to-face) 
communication is still a central element of mutual learning and understanding (Rauch 2016). 

A recent developmental step has been the publication of conference proceedings, also seen 
as a further aspect of networking. The first conference book was published by Praesens Verlag 
following 7th CARND.A.CH. conference in Innsbruck. The book, as the conference, focussed 
on “Sustainable Education” and “Education for Sustainable Development” from different 
perspectives demonstrating a variety of approaches. The range of themes discussed in the 19 
articles reflects the diverse approaches to the theme.  (Habicher et al. 2020).

In the opening chapter the authors deal with aspects of “ESD”. The first contribution is a written 
version of the keynote, in which teachers and researchers from the Pedagogical University 
Tyrol present discipline-specific perspectives on education for sustainable development with 
the aim of anchoring them in their own institutions with broad impact. Further contributions 
in the section include the presentation of the concept and research findings of the Education 
for Sustainable Development course in Austria and an article giving insights into the action 
research project “Spatial planning in factual instruction”; all serve to illustrate the role action 
research can play in Education for Sustainable Development. 
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The second chapter is devoted to participation. It presents two research projects that pursue 
different approaches in different disciplines. The first article shows how participatory research 
workshops represent added value for action research, with the second article discussing how 
a critical art education on site can lead to interventions in public space being perceived as an 
emancipation process.

In the third chapter, authors deal with the topic “Health in schools” from two different 
perspectives.
The fourth chapter focuses on “Sustainable learning and teaching” from the perspective 
of various subject areas and also on programmes for sustainable Continuous Professional 
Development. 
In the final chapter, the contributions deal with current approaches to action research, 
especially with Lesson & Learning Study.

The concluding text summarises trends in action research and looks at future developments. 

Towards the Future

The organizing team of the CARND.A.CH 2020 meeting is currently working on a new 
publication around the conference theme of “Action research, Lesson Study und Learning 
Study in pre-schools, schools and universities: the multilingual challenge.” This publication 
is to be the first in a German-language publication series on action research and will include 
16 contributions from colleagues, who delivered papers in Brixen. The 2021 volume is to be 
presented at the next meeting to be held at the University of Klagenfurt in January, 2021. 
https://ius.aau.at/de/das-ius/netzwerkekooperationen/carn/

The conference theme 2021 is “Action research: History - Present - Future”, which is particularly 
appropriate for the venue as Klagenfurt was instrumental in the development of action research 
in Austria and remains pivotal to this day. Keynotes are to be held by key-players in the field of 
action research from the Institute of Instructional and School Development at the University. 
Once more, participants will be invited to submit presentations, participative workshops or 
posters. As participants at CARND.A.CH meetings have come predominantly from the field of 
education in the past, there is now particular emphasis on attracting participants from other 
fields, in particular from health and social sciences. We also hope that the conference will 
attract colleagues from Germany, Switzerland and South Tyrol as well as from further German-
speaking regions and others interested in exchange on action research in German.

For the future, it is hoped that it will be possible to continue to hold annual face-to-face 
meetings, which have proven to be vital in holding the network together. In addition, there is 
hope that we will be able to maximise on recent learning experiences using digital media more 
intensively to work together as well as bringing out regular publications. 

https://ius.aau.at/de/das-ius/netzwerkekooperationen/carn/
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Introduction

According to Barber and Mourshed (2007), the best education systems in the world are based 
on three basic assumptions:

1. selecting the best teacher candidates

2. continuing professional learning 

 a.  pre-service professional development 

 b.  in-service professional development

3.  ensuring high-quality teaching for all students.

Professional development affects student achievement by enhancing teacher knowledge 
and skills, which leads to the improvement of classroom teaching, resulting in raised 
student achievement (Yoon et al., 2007). The influence of in-service teacher knowledge 
(especially pedagogical content knowledge and general pedagogical knowledge) on student 
achievement was confirmed by various studies (Baumert et al., 2010; Kunter, Klusmann, 
Baumert, & Richter, 2013; Keller, Neumann & Fischer, 2017). Teachers can impact student 
learning only by improving their instruction (Didion, Toste, Filderman, 2019). Efforts to improve 
student achievement can only be successful if they include programs to improve different 
levels of teacher competencies (Campbell et al., 2014). Teacher competencies cannot be 
developed by chance. Instead, they can be achieved in structured pre-service and in-service 
teacher education (Baumert, et al., 2010; Kleickmann et al., 2013). 

The general consensus about an effective teacher professional development holds that it 
relies on a conceptual framework grounded in research about effective teaching and adult 
learning (Darling-Hammond et al., 2017). They also include a robust focus on subject content 
and subject pedagogical content knowledge (Hubers et al., 2020). However, research suggests 
that professional development programs that focused exclusively on content knowledge 
tended to have less effect on student learning: “When programs offering content knowledge 
were successful, the content was subsumed under a broader goal, such as helping teachers 
learn to expose student thinking” (Kennedy, 2016, p. 27). Effective professional development 
also features active learning, which should be congruent with the problems teachers face 
in their daily teaching practice (Desimone, 2009; Ball & Cohen, 1999; van Veen et al., 2012). 
Collaborative learning is also very important since it allows for reflective discussions about 
effective teaching practices and intended instructional changes, as well as artefacts of practice, 
such as videos of teaching, student work or curriculum materials (Desimone, 2009; Lynch et 
al., 2019; Roth et al., 2017). Professional development according to Lynch et al. (2019) should 

1 This work has been funded by Croatian Science foundation IP-2018-01-8363.
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provide sufficient learning time for participants, but the extended duration of professional 
learning will not yield significant results if the professional development content is not relevant 
for the participating teachers. Some other features of effective professional development are 
program coherence with relevant curricula and policies, as well as the school context (Roth 
et al., 2017; Hubers et al., 2020), and program sustainability, allowing for the integration of 
on-going learning processes into teachers’ working lives (Kalinowski et al., 2019). In addition, 
effective professional development provides teachers practical assistance and facilitation 
from expert teachers and the academic community (Kalinowski et al., 2019; Roth et al., 2017). 
Professional development program sustainability is also ensured by continuous professional 
learning of development leaders, whose task is to support teachers’ learning by challenging 
their beliefs and knowledge about teaching (Schueler & Roesken, 2018). 

One of the most important features of effective professional development concerns the 
participating teachers’ individual difference factors and their needs, as well as students’ 
learning processes and their conceptual understanding of the subject matter (Hubers et al., 
2020; Kalinowski et al., 2019; van Veen et al., 2012). When designing professional development 
opportunities, a nuanced understanding of what motivates teachers to learn, how they are 
intellectually engaged and whether programs are meaningful to teachers themselves is 
necessary (Kennedy, 2016). One of the most successful professional development programs 
elaborated in Kennedy’s (2016) literature review was found to have made no mention of subject 
matter knowledge, spent very little time with teachers, did not actively  engage teachers in 
any learning activities, did not embed its ideas in the curriculum, school settings or classroom 
settings, and did not invite collective participation. (Kennedy, 2016, p. )

However, in this professional development program (Anderson, 1976, in Kennedy, 2016) the 
teachers were treated as collaborators, whose role was to help researchers to test a new 
model of instruction, rather than as practitioners whose instruction needed improvement. 
This put teachers in the position of change agents motivated to learn in order to improve their 
teaching practices and the learning outcomes of their students. 

Why are we concerned?

The ability of 15-year-old Croatian students to use their reading, mathematics and science 
knowledge and skills to meet real-life challenges, as measured by the OECD’s Programme for 
International Student Assessment (PISA), is below average (Figure 1; Dekanić, Gregurović, Batur, 
Fulgosi, 2019). Over a 12-year-long span, the Croatian students’ reading and mathematical skills 
neither improved nor declined, whereas a considerably negative trend has been observed in 
scientific competencies (Dekanić, Gregurović, Batur, Fulgosi, 2019). 

Figure 1. Croatian students’ performance in PISA from 2006 to 2018.
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Although such research has been conducted for decades all over the world, in Croatia, the 
correlation between professional development and student learning outcomes has not yet 
been studied. The only exception is international research (PIRLS, TIMSS and PISA). Such 
research is important as it directly affects the improvement of instruction, teacher knowledge 
and student learning outcomes. Although experiences of other researchers can serve as a 
reference when designing one’s own professional development program, it is not possible to 
take ready-made solutions and apply them to our education system. Therefore, our research 
team has devised a project proposal seeking to improve the professional development of 
elementary biology and mathematics teachers. This team has brought together experts in the 
fields of pedagogy, biology and mathematics, teachers of mathematics and biology, students, 
principals and pedagogues. Our common goal was to design a high-quality professional 
development program for mathematics and biology teachers, which can improve student 
learning outcomes. The Croatian Science Foundation accepted our project proposal and the 
project titled “Teacher Professional Development with the Purpose of Improving Learning 
Outcomes in Biology and Mathematics” started in December 2018.

Project planning

Figure 2. Project phases

The project (Video 1) was initially divided into four phases, each lasting one calendar year 
(Figure 2). In the first phase, on the basis of systematic reviews of relevant research, we aimed 
to determine the characteristics of high-quality and effective professional development and to 
design a professional development program for biology and mathematics teachers suitable 
for the Croatian educational system. In doing so, we sought to achieve an informed and 
purposeful action (McNiff & Whitehead, 2010). In the second phase, we intended to implement 
and improve said professional development model through action research involving 
biology and mathematics teachers and the research team. The third phase would examine 
the effectiveness of the model of professional development with regard to student learning 
outcomes in biology and mathematics. In the fourth phase, based on the results of action and 
experimental research, an effective model of in-service professional development for biology 
and mathematics teachers could be proposed.
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Video 1. Professional development of biology and mathematics teachers (available at https://youtu.
be/CBNpeoyWW-0) 

Project realisation

The first project phase has been completed according to the plan. We have analysed the 
relevant literature and wrote several review papers on professional development and biology 
and mathematics instruction. We then began our action research to develop the program, taking 
into account our teachers’ specific professional development needs. Since action research is 
“research with people rather than research on people” (Reason, 1994, p. 9), teachers have also 
contributed to the development of our professional development program by conducting their 
own action research aimed at improving certain aspects of their own teaching practice.

Figure 3. Videorecording of biology teaching

https://youtu.be/CBNpeoyWW-0
https://youtu.be/CBNpeoyWW-0
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Regarding the “action” part of the research, so far we have formed two groups of teachers – 
one for biology and the other for mathematics teachers. While visiting schools, we recorded 
initial videos of their instruction (Figure 3) and initiated online collaboration with them via the 
Moodle system. 

Using Moodle, teachers reflect on videos of each other’s classes, pointing out the advantages 
and opportunities for improvement in each other’s instruction through facilitated written 
reviews. In doing so, teachers are greatly assisted in their learning by members of the academic 
community, who direct the attention of their reflection towards the key features of high-
quality teaching. One of the aims of our professional development program is to achieve its 
sustainability, so we have been paying close attention to professional development-facilitating 
strategies, so that our teachers can later facilitate professional learning of other teachers from 
their local context.

One of the advantages of this program that we have noticed so far is related to the recording of 
instruction. Sharing classroom experiences in Croatia is not as common as one might expect, 
so we want to highlight the importance of peer-reviewed instruction and collaborative learning. 
Furthermore, we have found that recording instruction for a subsequent analysis and reflection 
is extremely important as this allows us to point out key teaching situations that might otherwise 
go unnoticed. Although the teachers were hesitant at first, they have embraced video-recording 
of their instruction as a valuable principle of learning since it allows for critical self-reflection. 
Also, by discussing recorded instruction via Moodle, teachers can take part in an online 
learning community, thus ensuring a collaborative communication system with a wide range of 
individualized professional development opportunities available to them anytime, anywhere.

Unfortunately, the first part of our action research was relatively short due to school closures, 
so we were unable to familiarize ourselves with our teachers’ professional contexts and needs 
as much as we would have liked to. The teachers have not yet been able to establish a more 
personal relationship with each other, which is possibly why their discussions lack a critical 
attitude towards each other’s teaching and almost exclusively emphasize their qualities. 

Project continuation

Since it was not possible to complete the initiated action research due to the pandemic, our 
research project was temporarily suspended in the second half of the 2019/2020 school year. 
Also, since we could not complete the action research, we could not start the experimental 
research that should empirically verify the results of our action research. Manipulation of the 
independent variable in this case is not possible given the unpredictability of the emerging 
health crisis, which also has major social consequences.

This school year (2020/2021), after a mutual agreement of research team members and 
teachers involved in the project activities, we have decided to resume our action research, 
which will involve continuous monitoring of the results of changes with the possibility of 
adjusting planned activities to the situation in schools. Taking into account the epidemiological 
measures that suggest limited physical contact, we opted for online professional development. 
We will continue to develop our professional development program through open source 
applications, such as Moodle and Zoom, where teachers will continue to participate in online 
learning communities. There, they will share their teaching experiences and participate in 
reflective discussions about videos of each other’s teaching. 
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The aim of teachers’ online discussions in learning communities is to improve teaching practice 
by using the performance feedback delivered via Moodle forum. According to Hemmeter et al. 
(2011), data-based teaching-performance feedback delivered electronically should include:

a.  a general positive opening statement about the teacher’s behaviour, 

b.  supportive feedback with a description and praise of at least one teaching situation, 

c.  corrective feedback aimed at describing the teaching situations in need of improvement, 

d.  planned actions involving follow-up actions for the teacher such as exemplars of teaching 
or other multimedia educational content, and posing questions or suggestions for future 
activities

e.  closing positive comment or encouragement 

In addition, feedback should be timely, specific, detailed, corrective, positive, and goal-
oriented (Thurlings et al., 2012). The ultimate goal of our reflective online discussions should be 
improved instruction of biology and mathematics teachers involved in the action research.
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The Art Of Living

Amir Har-Gil
Netanya Academic College & Haifa University, Israel
Abstract http://har-gil.com/en/project/the-art-of-living/ 

Audience Choice Award, Real to Reel Festival, North Carolina, USA, 2006

The mature love story of Shraga (72) and Ulla (55) since they met five years before. 

A love story that transcends prejudice, stigma and nationalities. 

Shraga is a German-Jew who escaped the Nazis , Ulla is an Arian Christian, the daughter of – a Nazi.

The truth is that their families have “met” before.

Shraga’s grandfather and grandmother suffocated in the gas chambers from the gas that came 
out of the containers Ulla’s father or grandfather manufactured. They were members of the 
Nazi Party and manufactured the gas containers for Auschwitz.

After he fled the Nazis, Shraga joined the “Haganah” (Jewish para-military defense organization 
during the British Mandate) and was badly injured (100% disability) during the War of Independence 
(1948) in the battle over Kibbutz Yehiam. As he is going blind, Shraga talks about settling accounts 
with the State he helped build with his very blood. Since his injury Shraga chose life; in between 
hospitalizations he dedicates every moment to love and to live. The art of living. Shraga is my father.

The film presents the viewpoint of the son: filmmaker, loving, jealous, critical.

Through the story of Ulla and Shraga, love, separation, love…

Issues about the presence of the past arise, issues about prejudice, about Jewish-German-
Israeli identity.

Above all it is a moving love story.

You can watch the video here: https://vimeo.com/200157345

http://har-gil.com/en/project/the-art-of-living/
https://vimeo.com/200157345
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An interactive symposium: rethinking practice arrangements 
for establishing or inhibiting dialogue 

Tess Boyle
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Peter Grootenboer
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Karin Rönnerman
University of Gothenburg, Sweden

This contribution is our collective reflection of the taken-for-grantedness of ways physical 
arrangements in conferences promote or inhibit interactive dialogue. We draw from our 
symposium presentation entitled Uncovering the hidden imperative of communicative spaces: 
Negotiating uncomfortable truths through action research as the basis for this piece. 

Collaborative Action Research Network (CARN) offers opportunities to present research in a 
range of presentational forums. We opted for an interactive symposium, since it provided more 
scope to share and discuss with participants/attendees our thinking about: action research 
being technical (Carr & Kemmis, 1986); the danger of action research as reinforcing poor 
practice without a critical perspective; and our frustration with action research rhetoric focusing 
on ‘happy stories’, where ‘uncomfortable truths’ about processes or outcomes are neglected or 
overlooked. The actual lived experience of the symposium as it unfolded was a discomforting 
experience for many present, including ourselves.

Although we had made pre-presentation attempts to change the physical layout of tables and 
seating to facilitate participant dialogue, the transition from sharing our research narratives 
of ‘uncomfortable truths’ to breakout group discussions did not happen smoothly. Instead, 
what transpired was a more structured question-answer interchange. The mood soon shifted 
when one participant interjected their disappointment at the absence of critical dialogue. This 
incident was a catalyst for re-gathering and re-assembling the room in an attempt to re-set 
the climate so the remaining time could be spent engaging in small group dialogues. Although 
after the symposium a number of participants commented that the episode and subsequent 
conversations had been a highlight, as presenters, we had cause to pause and reflect on how 
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practice arrangements (Kemmis et al., 2014) found at or brought to conferences by organisers, 
presenters, attendees (including ourselves) enable and constrain critical dialogic practices.

Material-economic arrangements (e.g., room set-ups, presenter position, PowerPoint™ slides) 
created a way of doing conference presentations whereby presenter-positioning, as ‘sage on 
the stage’, worked against the aspirational aims of interactive dialogues. This subsequently 
influenced the social-political arrangements, leaving us wondering how relationships or 
relatings are fostered at conferences. We reflected on how the positioning of ‘expertise’ (by 
ourselves and others) determines whose voice dominates, is valued, and how this might give 
some people the ‘license’ to engage in ‘power plays’ with other attendees and presenters. 
Further, reflecting on cultural-discursive arrangements (e.g., understandings, privileging of 
English) we wondered if sayings (words and ideas) were enabled and constrained by shared or 
varied understandings of the nature and purpose of action research and the presentation of it.

While conferences, such as CARN, are focused on creating generative and supportive 
spaces for collectively trying to grow understandings of theory and practice, the practice 
arrangements may to some extent create conditions for practices that inhibit such endeavours. 
The challenge is to ensure our own practices, as organisers, presenters and conference 
attendees, foster critical inquiry for improving practice, whilst ensuring this is underpinned by 
an ethic of respect and care.

Carr, W. & Kemmis, S. (1986). Becoming critical. Education, knowledge and action research. 
London: Falmer Press. 

Kemmis, S., Wilkinson, J., Edwards-Groves, C., Hardy, I., Grootenboer, P., & Bristol, L. (2014). 
Changing practices, changing education. Singapore: Springer.
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The power of conference community:     
reflections on peripheral participation 

Bernadette McDonald
MBA LLB Solicitor, Doctoral student at Liverpool John Moores University, United Kingdom

Orcid ID 0000-0003-0026-9504

In 2018 I attended my first ever academic conference, CARN in Manchester. At the time I was 
coming to the end of an MBA and grappling with my dissertation on reflection in the legal 
profession which was utilising a participatory action research methodology. As a complete 
novice, I skirted around the periphery of the conference. My aim had been to simply attend 
and observe; observe conduct, the academic rules of a community and to observe the 
presentations. I was struck by several things at this my first exposure to academic life outside of 
my own institution. The first was the obvious sense of community. Whilst the participants came 
from far and wide, they were a family bonded by action research. Despite my reticence to get 
involved and feeling like I was not yet ‘worthy’ to do so, I was embraced and slowly I relaxed. By 
the end of the conference I was determined to present at Croatia in 2019.  

CARN is a community of practice, defined as a ‘group of people who share a concern, a set of 
problems, or a passion about a topic, and who deepen their knowledge and expertise in this 
area by interacting on an ongoing basis’ (Wenger et al 2012 p.4). My experience at CARN certainly 
can attest to members passion and expertise. Passion for action research is palpable at the 
conference and the group is welcoming and open in their passion. A key feature of a community 
of practice is that of social participation with its members engagement helping shape their own 
academic identities (Goodnough et al 2019) and it is clear that the ongoing discussions between 
members help both shape our professional identities and ongoing research.

Within the community I am positioned as a novice because of my newcomer status to the 
community itself as well as to the wider academic community. As in all communities of practice, 
involvement starts at the periphery with legitimate peripheral participation (Lave and Wenger 
1991), a process by which newcomers learn the rules and language of a community. The role 
of the newcomer in a position of peripherality is not only to learn from talk but to learn how to 
talk. Much is written about the relational nature of learning that comes from learning how to talk 
(Fuller et al 2005). Here we can see how my initial involvement in 2018 had presupposed that 
my involvement would be learning from talk, passively listening to presentations. Instead my 
exposure to the community enabled me to learn how to talk and Croatia provided me with an 
opportunity to present my theoretical paper on the hierarchy of reflectivity. 

Endsley et al (2005) talk about newcomers to a community being either wholly peripheral and 
perhaps transient in nature or lurkers who are not regular contributors. It is the move inwards to 
the core that enables newcomers to become active members of the community. Conferences 
present an excellent opportunity to engage with the core membership. Yet, the annual 
conference is but a fleeting moment in the academic year. Engagement in our community is 
yearlong. This regular engagement takes effort and aforethought.  This then begs the question 
as to how and why we chose to engage in a community and to move from the periphery to the 
core of activity. 
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Engagement in academic communities is to a large degree voluntary and there is demand 
on time and resources for those looking for their academic ‘home’. Which features of a given 
community encourage an academic engage in that community and not another? Literature 
often discusses the features of a successful community (Endsley et al 2005) and presupposes 
that engagement in a community is a situational natural evolution, it does not address how 
academics chose their ‘intellectual tribe’ (Lawless 2019 In conversation). The selection of our 
‘intellectual tribe’ can be viewed through the lens of identity. Identity refers to the sense that 
an individual has of the self (Teng 2020). Here I reflect on the explicit selection of an academic 
community of practice through the identity of ‘academic self’. Whilst identity is a product of 
the communities influence and is formed by engagement in the community and identity is 
reconstructed during the process of engagement with a community (Goodnough et al 2019, 
Teng 2020), selection of community must in some way reflect the identity of the newcomer, 
even if that identity is not yet fully formed. 

Notwithstanding the fact that CARN2019 gave me an opportunity to engage with the 
community I am left to ponder the methodology by which we seek to find a community in 
which we see a reflection of our academic self. As well as fond memories of a wonderful 
conference and learning opportunity, and of an amazing and beautiful country, I am left with 
this ongoing research question: Does our academic community reflect our academic identity or 
do we reflect it; the self-selection of an academic tribe. 

Perhaps I will have some answers by CARN2021. 
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Conference 2019

This final section presents pictures and video from the scientific conference Imagine 
Tomorrow: Practitioner Learning for the Future. It was truly inspiring!
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How great it was can also be seen on this video:

https://www.youtube.com/watch?v=CluwMlvIOCI&feature=emb_logo

https://www.youtube.com/watch?v=CluwMlvIOCI&feature=emb_logo
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