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Introduc1on	
  

•  My	
  aim	
  in	
  this	
  session	
  is	
  to	
  share	
  my	
  own	
  
experiences	
  facilita1ng	
  the	
  learning	
  of	
  other	
  
teachers	
  using	
  video.	
  

•  I	
  have	
  been	
  using	
  video	
  with	
  teachers	
  for	
  20	
  
years	
  and	
  hope	
  to	
  share	
  some	
  of	
  this	
  learning	
  
and	
  some	
  reflec1ons	
  on	
  the	
  process	
  of	
  
learning	
  to	
  facilitate.	
  



What	
  we	
  know	
  …	
  

•  Using	
  video	
  can	
  be	
  a	
  powerful	
  vehicle	
  for	
  
change.	
  

•  Robertson’s	
  videos	
  in	
  the	
  1950s	
  changed	
  UK	
  
policy	
  around	
  mothers	
  in	
  hospital	
  almost	
  
over-­‐night.	
  

•  But	
  …	
  it	
  is	
  hard	
  to	
  use	
  video	
  effec1vely	
  in	
  the	
  
context	
  of	
  learning	
  about	
  teaching!	
  



And	
  we	
  also	
  know	
  …	
  

•  ‘For	
  facilitators,	
  it	
  is	
  no	
  easy	
  task	
  to	
  decide	
  
what	
  to	
  say	
  when,	
  and	
  how	
  much	
  informa1on	
  
to	
  provide	
  …	
  The	
  avenues	
  by	
  which	
  facilitators	
  
can	
  acquire	
  this	
  knowledge	
  are	
  by	
  no	
  means	
  
clear.	
  This	
  is	
  a	
  serious	
  issue	
  of	
  capacity	
  
building’	
  (Goldman,	
  2001,	
  p.36-­‐7)	
  

	
  



For	
  example:	
  mimicking	
  

•  If	
  we	
  become	
  too	
  explicit	
  about	
  what	
  we	
  want	
  
in	
  discussion,	
  there	
  is	
  a	
  danger	
  of	
  teachers	
  
mimicking	
  (Gaudin	
  &	
  Chalies,	
  2015)	
  rather	
  
than	
  speaking	
  from	
  their	
  experience.	
  

•  In	
  Piaget’s	
  analysis	
  of	
  children	
  he	
  made	
  a	
  
dis1nc1on	
  between	
  ‘genuine’	
  reflec1ons	
  and	
  
e.g.,	
  repe11on	
  of	
  the	
  words	
  of	
  others;	
  
perhaps	
  this	
  dis1nc1on	
  is	
  important	
  in	
  our	
  
work	
  with	
  teachers	
  also.	
  



Nested	
  learnings	
  …	
  

•  Students	
  learning	
  about	
  mathema1cs	
  
•  Teachers	
  learning	
  about	
  students’	
  learning	
  
about	
  mathema1cs	
  

•  Facilitators	
  learning	
  about	
  teachers’	
  learning	
  
about	
  students’	
  learning	
  about	
  mathema1cs	
  

•  Us	
  learning	
  about	
  facilitators	
  learning	
  about	
  
teachers’	
  learning	
  about	
  students’	
  learning	
  
about	
  mathema1cs	
  



Complexity	
  

•  The	
  situa1on	
  seems	
  highly	
  complex.	
  
•  Are	
  there	
  any	
  simplifying	
  insights?	
  
•  Is	
  there	
  anything	
  the	
  same	
  about	
  the	
  learning	
  
across	
  all	
  those	
  contexts?	
  

•  I	
  will	
  be	
  offering	
  three	
  concep1ons	
  of	
  learning	
  
and	
  suggest	
  each	
  one	
  is	
  applicable	
  at	
  every	
  
level.	
  





Re-­‐seeing	
  

•  At	
  moments	
  of	
  insight,	
  we	
  re-­‐see,	
  re-­‐think,	
  	
  
re-­‐cognize	
  what	
  we	
  have	
  been	
  aeending	
  to.	
  	
  

•  ‘all	
  genuine	
  understanding	
  is	
  a	
  form	
  of	
  seeing-­‐
as’	
  (Zwicky,	
  2014,	
  §3)	
  	
  

•  I	
  want	
  to	
  suggest	
  that	
  this	
  movement	
  –	
  of	
  
experiencing	
  something	
  differently	
  to	
  before	
  –	
  
can	
  be	
  observed	
  in	
  moments	
  of	
  insight	
  at	
  each	
  
level	
  of	
  the	
  hierarchy.	
  



What	
  insights	
  are	
  needed	
  as	
  a	
  
facilitator?	
  

•  Have	
  we	
  experienced	
  the	
  kinds	
  of	
  discussion	
  
we	
  want	
  to	
  generate?	
  

•  Have	
  we	
  done	
  some	
  work	
  to	
  re-­‐see	
  these	
  
discussions,	
  not	
  as	
  a	
  par1cipant,	
  but	
  as	
  a	
  
facilitator?	
  

•  Do	
  we	
  have	
  any	
  mechanisms	
  for	
  shiking	
  
discussion	
  out	
  of	
  places	
  we	
  do	
  not	
  want	
  and	
  
into	
  places	
  we	
  do	
  want?	
  



Re-­‐seeing	
  discussions	
  

•  'I	
  couldn't	
  do	
  that	
  with	
  my	
  pupils,	
  they	
  can't	
  
work	
  quietly	
  enough’	
  	
  

•  'I	
  could	
  never	
  do	
  that	
  —	
  I	
  just	
  don't	
  have	
  the	
  
right	
  sort	
  of	
  personality'	
  (Jaworski,	
  1990,	
  p.63)	
  

•  ‘I	
  couldn’t	
  stop	
  watching,	
  thinking	
  of	
  …	
  all	
  the	
  
children	
  who	
  weren’t	
  paying	
  aeen1on’	
  (Coles,	
  
2016)	
  



Listening	
  

•  As	
  a	
  facilitator,	
  if	
  I	
  am	
  going	
  to	
  try	
  and	
  develop	
  
skills	
  and	
  habits	
  around	
  managing	
  discussion	
  I	
  
need	
  to	
  have	
  some	
  categories	
  and	
  
dis1nc1ons.	
  

•  I	
  need	
  to	
  hear	
  the	
  content	
  of	
  what	
  is	
  said	
  AND	
  
I	
  need	
  to	
  hear	
  the	
  kind	
  of	
  content	
  that	
  is	
  said,	
  
in	
  order	
  to	
  develop	
  some	
  responses	
  to	
  
par1cular	
  kinds	
  of	
  contribu1on.	
  



A	
  way	
  of	
  working	
  

•  We	
  have	
  developed	
  mechanisms	
  to	
  help	
  get	
  
discussion	
  norms	
  established	
  from	
  the	
  very	
  	
  
beginning	
  of	
  working	
  with	
  a	
  group.	
  

•  This	
  way	
  of	
  working	
  developed	
  out	
  of	
  Caleb	
  
Gaeegno’s	
  use	
  of	
  film	
  and	
  images	
  in	
  learning	
  
mathema1cs.	
  

•  We	
  have	
  developed	
  a	
  website	
  to	
  support	
  
facilitators:	
  hep://mathsvideoclubs.ac.uk	
  	
  



A	
  way	
  of	
  working	
  –	
  part	
  1	
  

•  We	
  work	
  with	
  volunteer	
  teachers	
  who	
  meet	
  fortnightly	
  
for	
  twilight	
  sessions	
  over	
  3	
  months.	
  

•  Groups	
  are	
  no	
  more	
  than	
  10.	
  
•  Group	
  members	
  vary	
  from	
  new	
  teachers	
  to	
  senior	
  
teachers	
  who	
  are	
  there	
  to	
  learn	
  about	
  facilita1ng.	
  

•  Video	
  clips	
  are	
  3	
  to	
  4	
  minutes	
  long	
  and	
  con1nuous.	
  
•  The	
  way	
  of	
  working	
  is	
  split	
  into	
  two	
  dis1nct	
  sec1ons:	
  a	
  
reconstruc3on	
  phase	
  and	
  an	
  analysis	
  phase.	
  



Dis1nc1ons	
  in	
  this	
  first	
  stage	
  

•  Grounded	
  Narra3ve	
  aims	
  to	
  ar1culate	
  
descrip1ons	
  of	
  classroom	
  events	
  

•  Evalua3ve	
  Discourse	
  centres	
  on	
  the	
  values,	
  
virtues	
  and	
  commitments	
  in	
  play	
  	
  

•  The	
  facilitator	
  in	
  the	
  first	
  stage	
  works	
  with	
  the	
  
group	
  to	
  keep	
  the	
  talk	
  in	
  a	
  grounded	
  
narra3ve.	
  



“Do	
  as	
  I	
  say	
  but	
  not	
  as	
  I	
  do”?	
  

•  Part	
  of	
  a	
  grounded	
  narra1ve	
  is	
  the	
  avoidance	
  
of	
  judgment,	
  in	
  the	
  sense	
  of	
  nega1ve	
  (or	
  
posi1ve)	
  evalua1ons.	
  

•  And	
  yet,	
  the	
  facilitator	
  uses	
  explicit	
  judgments	
  
(‘that	
  is	
  not	
  what	
  we	
  are	
  doing	
  now’)	
  in	
  order	
  
to	
  force	
  discussion	
  into	
  a	
  grounded	
  narra1ve.	
  

•  It	
  appears	
  that	
  judgment	
  is	
  introduced	
  in	
  the	
  
dialogue	
  in	
  order	
  to	
  remove	
  judgment	
  from	
  
dialogue.	
  



Theorising	
  learning	
  
•  Bateson	
  (1972)	
  dis1nguished	
  between	
  ‘levels’	
  of	
  
learning	
  and	
  error	
  in	
  animals	
  and	
  humans.	
  
–  Learning	
  I:	
  a	
  change	
  of	
  response	
  to	
  the	
  same	
  s1mulus;	
  
Pavlovian	
  learning	
  

–  Learning	
  II:	
  a	
  change	
  in	
  approach	
  to	
  Learning	
  I;	
  
learning	
  to	
  learn	
  

–  Learning	
  III:	
  a	
  change	
  approach	
  to	
  Learning	
  II;	
  
character	
  change	
  

•  Learning	
  III	
  is	
  rare	
  in	
  humans	
  and	
  might	
  be	
  seen,	
  
for	
  example,	
  in	
  successful	
  therapy.	
  

	
  



Types	
  of	
  error	
  

•  Bateson’s	
  ideas	
  lead	
  to	
  different	
  types	
  of	
  
error:	
  
– Error	
  I:	
  choosing	
  the	
  wrong	
  op1on	
  from	
  a	
  set	
  of	
  
alterna1ves	
  

– Error	
  II:	
  choosing	
  from	
  the	
  wrong	
  set	
  of	
  
alterna1ves	
  



Different	
  kinds	
  of	
  judgment	
  

•  In	
  commen1ng	
  to	
  teachers	
  that	
  what	
  they	
  say	
  is	
  
in	
  the	
  realm	
  of	
  interpreta1on,	
  the	
  facilitator	
  is	
  
repor1ng	
  that	
  they	
  are	
  making	
  an	
  error	
  in	
  
learning	
  II	
  –	
  they	
  are	
  choosing	
  from	
  the	
  wrong	
  
set	
  of	
  alterna1ves.	
  

•  The	
  teachers’	
  comments	
  are	
  about	
  choices	
  on	
  
the	
  video	
  within	
  a	
  set	
  of	
  alterna1ves	
  (level	
  I).	
  

•  The	
  judgment	
  is	
  at	
  a	
  different	
  logical	
  level	
  to	
  the	
  
comment	
  –	
  it	
  is	
  about	
  the	
  comment	
  –	
  and	
  so	
  
does	
  not	
  cause	
  paradox	
  or	
  tension.	
  



Feedback	
  from	
  our	
  most	
  recent	
  
Bristol-­‐based	
  video	
  club	
  

•  ‘From	
  that	
  very	
  first	
  session	
  when	
  we	
  watched	
  
that	
  video	
  and	
  I	
  think	
  that’s	
  the	
  one	
  thing	
  I’ve	
  
picked	
  up	
  most	
  from	
  this	
  club	
  is	
  understanding	
  
how	
  you	
  doctor	
  what	
  you	
  watch	
  
uninten1onally’	
  (Teacher	
  N)	
  

•  Teacher	
  N	
  also	
  spoke	
  about	
  how	
  her	
  mentoring	
  
work	
  had	
  shiked,	
  from	
  siung	
  in	
  other	
  teachers’	
  
classrooms	
  thinking	
  “I	
  wouldn’t	
  have	
  done	
  that”	
  
to	
  no1cing	
  what	
  they	
  did	
  do	
  and	
  being	
  curious.	
  

	
  



•  ‘Just	
  that	
  judgment,	
  being	
  judged	
  and	
  judging	
  
…	
  Aker	
  we	
  watched	
  that	
  first	
  [video]	
  …	
  we	
  
were	
  making	
  judgments	
  …	
  but	
  then	
  that	
  
wasn’t	
  really	
  reflec1on’	
  (Teacher	
  J)	
  

•  ‘At	
  the	
  very	
  beginning	
  I	
  found	
  it	
  so	
  difficult	
  
just	
  to	
  be	
  objec1ve	
  and	
  I	
  have	
  realised	
  that	
  
this	
  is	
  a	
  direct	
  reflec1on	
  of	
  how	
  I	
  am	
  in	
  the	
  
classroom.	
  I	
  listen	
  to	
  children	
  and	
  some1mes	
  I	
  
don’t	
  listen	
  to	
  the	
  ques1on	
  for	
  the	
  ques1on’s	
  
sake,	
  and	
  I	
  move	
  it	
  on,	
  trying	
  to	
  keep	
  that	
  
pace	
  high.’	
  (Teacher	
  T)	
  



Implica1ons	
  

•  The	
  focusing	
  of	
  talk	
  into	
  the	
  detail	
  of	
  events	
  is	
  
an	
  effec1ve	
  mechanism	
  to	
  shik	
  discussion	
  
away	
  from	
  emo1onal	
  responses	
  that	
  can	
  
inhibit	
  opportuni1es	
  for	
  learning.	
  

•  Norms	
  can	
  be	
  established	
  in	
  the	
  first	
  session.	
  
•  To	
  establish	
  norms,	
  facilitators	
  must	
  develop	
  
some	
  dis1nc1ons	
  about	
  discussions	
  and	
  be	
  
prepared	
  to	
  act	
  on	
  them.	
  



Way	
  of	
  working	
  –	
  part	
  2	
  

•  Having	
  spent	
  1me	
  dwelling	
  in	
  the	
  detail	
  of	
  a	
  
clip,	
  reconstruc1ng	
  it	
  and	
  re-­‐watching	
  it,	
  there	
  
is	
  then	
  a	
  move	
  into	
  interpreta1on	
  and	
  
analysis.	
  

•  What	
  we	
  find	
  consistently	
  is	
  that	
  analysis	
  is	
  
rich,	
  detailed,	
  nuanced	
  and	
  overwhelmingly	
  
posi1ve,	
  i.e.,	
  teachers	
  draw	
  out	
  things	
  they	
  
can	
  learn	
  from.	
  



Drawing	
  out	
  dis1nc1ons	
  

•  One	
  of	
  the	
  skills	
  of	
  the	
  facilitator	
  is	
  to	
  support	
  
teachers,	
  in	
  this	
  analysis	
  phase,	
  to	
  get	
  to	
  new	
  
descrip1ons	
  of	
  events.	
  

•  It	
  is	
  from	
  new	
  descrip1ons	
  that	
  new	
  ac1ons	
  
can	
  arise.	
  

•  There	
  is	
  a	
  subtle	
  play	
  of	
  geung	
  to	
  a	
  level	
  of	
  
generality	
  that	
  can	
  guide	
  ac1ons	
  into	
  the	
  
future.	
  



Listening	
  again	
  

•  The	
  facilitator	
  having	
  some	
  dis1nc1ons	
  is	
  
again	
  crucial	
  in	
  this	
  analysis	
  phase.	
  

•  In	
  the	
  audio	
  clip	
  “a	
  good	
  lesson	
  in	
  elici1ng”	
  
was	
  a	
  poten1ally	
  general	
  descrip1on,	
  you	
  
could	
  work	
  on	
  “elici1ng”	
  in	
  a	
  range	
  of	
  
contexts,	
  but	
  need	
  strategies	
  for	
  how.	
  

•  “Plan	
  for	
  a	
  difference	
  in	
  response”	
  is	
  an	
  ac1on	
  
you	
  could	
  try	
  out	
  /	
  could	
  become	
  habit.	
  



Change	
  and	
  learning	
  about	
  
complex	
  problems	
  

suspending	
  
	
  
	
  	
  re-­‐direc1ng	
  
	
  

	
  	
  	
  	
  leung	
  go	
  
	
  

	
   	
  new	
  habits	
  
	
  	
  
	
  	
  	
  	
  new	
  possibili1es	
  
	
   	
   	
   	
  for	
  ac1on	
  

new	
  dis1nc1ons	
  
	
  



Implica1ons	
  1/2	
  

•  Gaining	
  new	
  insight,	
  as	
  a	
  teacher	
  or	
  a	
  
facilitator,	
  requires	
  descending	
  the	
  ‘U’.	
  

•  There	
  are	
  many	
  mechanisms	
  to	
  do	
  this	
  –	
  
focusing	
  on	
  the	
  detail	
  of	
  events	
  is	
  one	
  of	
  
them.	
  

•  Working	
  with	
  teachers	
  or	
  facilitators	
  we	
  need	
  
to	
  be	
  able	
  to	
  judge	
  when	
  this	
  kind	
  of	
  descent	
  
is	
  happening	
  or	
  not	
  and	
  act	
  accordingly.	
  



Implica1ons	
  2/2	
  

•  Developing	
  new	
  ways	
  of	
  ac1ng	
  (as	
  a	
  teacher	
  
or	
  facilitator)	
  involves	
  ascending	
  the	
  ‘U’.	
  

•  Again,	
  there	
  are	
  many	
  mechanisms	
  to	
  support	
  
this	
  –	
  focusing	
  on	
  general	
  labels	
  (or	
  
‘purposes’)	
  and	
  associated	
  ac1ons	
  is	
  one.	
  

•  Working	
  with	
  teachers	
  or	
  facilitators	
  we	
  need	
  
to	
  be	
  able	
  to	
  judge	
  when	
  this	
  kind	
  of	
  ascent	
  is	
  
happening	
  or	
  not	
  and	
  act	
  accordingly.	
  



A	
  ques1on	
  for	
  Video	
  LM	
  

•  To	
  what	
  extent	
  is	
  there	
  (or	
  would	
  you	
  want)	
  a	
  
shared	
  view	
  of	
  when	
  discussions	
  are	
  
produc1ve	
  (amongst	
  teachers	
  or	
  amongst	
  
facilitators)?	
  
– might	
  it	
  be	
  useful	
  to	
  work	
  with	
  facilitators	
  to	
  
iden1fy	
  and	
  label	
  moments	
  from	
  a	
  video	
  they	
  
value?	
  

– and	
  then	
  to	
  trace	
  what	
  the	
  facilitator	
  on	
  the	
  video	
  
had	
  done	
  that	
  seemed	
  to	
  allow	
  or	
  support	
  this?	
  



Cri1cal	
  professionalism	
  

•  Skovsmose	
  (2016),	
  in	
  the	
  context	
  of	
  wri1ng	
  
about	
  the	
  need	
  for	
  cri1cal	
  awareness	
  of	
  the	
  
use	
  of	
  mathema1cs	
  for	
  social	
  jus1ce,	
  
dis1nguishes	
  between:	
  
– professionalism	
  in	
  doing	
  
– professionalism	
  about	
  doing	
  



Double	
  professionalism	
  

•  Professionalism	
  in	
  teaching	
  mathema1cs	
  
requires	
  professionalism	
  about	
  mathema1cs	
  

•  Professionalism	
  in	
  facilita1ng	
  teachers	
  
requires	
  professionalism	
  about	
  teaching	
  

•  Professionalism	
  in	
  facilita1ng	
  facilitators	
  
requires	
  professionalism	
  about	
  facilita1ng.	
  



Image	
  from	
  John	
  Mason’s	
  website:	
  hep://www.pmtheta.com	
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