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ABSTRACT

Teacher knowledge is a fundamental subject in educational research as there is evidence for its impact on the improvement of educational systems. However, most of the published research provides a partial and incomplete view of this question, as it features research models of limited effectiveness or ones that distort the concept studied. To overcome these constraints and effectively study teacher educational knowledge, it is necessary to start from a teacher-agency focus, which enables us to understand clearly what professional practice comprises. The aim of this article is to offer a theoretical and methodological model that links teacher agency to the educational knowledge that teachers are capable of producing. To do so, we have done critical-reflective work on the existing documentation and the concepts in play, starting from two models for understanding: the model of the Pedagogical Content Knowledge Summit (Helms, & Stoke, 2013) and the ecological model of Priestley et al. (2015) regarding teacher agency. As a result, we offer a model that links the concepts of teacher agency and teacher knowledge, and which expands understanding of teacher knowledge by adding two dimensions to it: (1) knowledge that teachers acquire and possess; and (2) knowledge that teachers produce within and outside the profession. Our consideration of this model involves observing whether it is useful for studying the educational knowledge that teachers are capable of creating through reflective and collaborative practices and for positioning in a more productive space the inherited classic gap between theory and praxis.

Keywords: pedagogical content knowledge; praxis; reflective teaching; observation; communities of practice

RESUMEN

El conocimiento del profesorado es un objeto de estudio fundamental para la investigación educativa desde que existe evidencia del impacto que tiene en la mejora de los sistemas educativos. Sin embargo, la mayoría de las investigaciones desarrolladas presentan una visión parcial e incompleta sobre esta cuestión, ya que ofrecen modelos de indagación poco operativos o que sesgan el constructo estudiado. Para superar estas limitaciones y estudiar de manera operativa la cuestión del conocimiento educativo docente es esencial partir de un enfoque de agencia del profesorado que permita comprender con claridad en qué consiste la práctica profesional. El objetivo de este artículo es ofrecer un modelo teórico y metodológico que vincule la agencia del profesorado con el conocimiento educativo que el docente es capaz de producir. Para ello hemos desarrollado un trabajo crítico-reflexivo sobre la documentación existente y los conceptos en juego, partiendo de dos modelos de comprensión: el modelo de la cumbre del Conocimiento de Contenido Pedagógico (Helms & Stokes, 2013) y el modelo ecológico de Priestley et al. (2015) sobre la agencia. Como resultado, ofrecemos un modelo que recoge el concepto de agencia y de conocimiento docente y que amplía la comprensión de este último constructo a partir de la inclusión de dos dimensiones: (1) el conocimiento que adquiere y posee y (2) el conocimiento que produce ad intra y ad extra de la profesión. Nuestra prospectiva con este modelo es observar si nos sirve como marco operativo para indagar el conocimiento educativo que el docente es capaz de producir en las prácticas reflexivas y colaborativas y situar en un espacio más productivo la clásica separación heredada entre teoría y praxis.

Palabras clave: Conocimiento de contenido pedagógico; praxis; enseñanza reflexiva; observación; comunidades de prácticas

1. INTRODUCTION

Since 1980, the knowledge of teachers has been a very important line of research (Biesta et al., 2017; Fernández, 2014), its main aim being to understand what this knowledge is and what it comprises. Shulman (1987) was one of the first authors to tackle this question (Biesta et al., 2017). Although, since the beginning, research has considered not only what this knowledge comprises but also how teachers are capable of generating it, most of the work done has started from a static idea of the construct, in other words, treating it as a phenomenon gained on the basis of training and professional experience (Fernández, 2014).

The models based on a dynamic idea of knowledge, like Shulman’s (1987) and that of the Pedagogical Content Knowledge Summit (PCK) (Helms & Stokes, 2013), start from a focus in which teacher knowledge is produced and expanded while carrying out teaching practice. Nonetheless, this construction of educational knowledge is limited to within the profession, in other words, it reflects how teachers add the body of knowledge needed to do their work to their initial know-how on the basis of training they receive, their working context, and the learning achievements of the students. Accordingly, teachers develop a broad body of knowledge that comprises PCK (Medina, 2006).

This focus on PCK as a construct that is created and expanded through teaching praxis is set out clearly in the model of Helms and Stokes (2013). During the PCK Summit, these researchers made an effort to combine the different pre-existing models relating to this question into an accepted unified model to act as a framework for understanding this construct. Nonetheless, this model limits itself to production of knowledge within the teaching profession, and so the view of the teacher as someone who creates educational knowledge that is projected outside of the profession does not appear in the literature relating to this line of research.

Despite this, the question of the teacher as creator of knowledge that has an effect outside the profession is not new and many authors view the profession in this way (Domingo, 2020; Rupérez, 2014; Shulman, 1987; Zeichner & Liston, 1996). This question has been given considerable attention in the field of action research as it starts from the idea of the teacher as an agent who participates in research and not just as the research subject (Kemmis, 2006), and so it appears to be one of the best ways for the teacher, along with the research team, to generate educational knowledge. Nonetheless, although this has been shown to be an effective model, teachers have other ways, closer to their work, of exploring their practice that also enable them to produce educational knowledge (Croll, 1995; Groundwater-Smith et al., 2016; Reis-Jorge, et al., 2020).

From this outlook, much of the literature has focussed on tackling this question from the perspective of the processes needed for teachers to create educational knowledge. As a result, there is a large amount of literature on the importance of reflection for teachers to become researchers in their practice (Domingo, 2020; Reis- Jorge et al., 2020; Villar Angulo, 1995), on observation so that teachers can collect evidence about the educational practice they perform (Burgess et al., 2019; Firestone & Donaldson, 2019; Roth et al., 2019), on the importance of belonging to professional learning communities (Malpica, 2013; Moreno, 2018), and on teachers’ capacity to systematise the evidence collected from practice and compare it with evidence from educational research (Croll, 1995; Malpica, 2013; Murillo et al., 2017; Perines, 2018).

In addition, other research has focussed not so much on how knowledge is produced but on its source. In this sense, teachers are the producers of the knowledge generated in their educational practice (Schön, 1984; Shulman, 1987). As this is a practical reality, theory of action is the theoretical framework from which this construct has been approached, with one of its main objectives being to understand what teachers’ praxis comprises (Dewey, 1933; González, 1997; Priestley et al., 2015). While it is true that there have been notable advances in the understanding of this phenomenon, some questions still remain to be clarified that directly affect how the teaching profession is understood (Groundwater-Smith et al., 2016; Medina & Pérez, 2017; Perines, 2018; Viñao, 2018).

Pragmatism has been a decisive philosophical influence on educational thought throughout the 20th century (Biesta, 2007; Dewey, 1933; Thoilliez, 2013), helping provide an understanding of what the teaching profession and educational practice comprise (Leijen et al., 2020). In this regard, the research by Priestly et al. (2015), built on pragmatist foundations, makes a notable contribution, incorporating the ecological focus into the description of teacher agency. From this focus, an understanding of agency is obtained on the basis of the interactions between its various elements (individual effort, available resources, and contextual and structural factors). It is through this idea of the interrelation between the elements that the contextual keys, which have little prominence in earlier literature, come to play a key role in this focus, as they are necessary to achieve an in-depth, tailored understanding of teaching praxis and, therefore, of teachers’ professional capacity to take decisions and act to benefit students’ learning process (Groundwater-Smith et al., 2016).

Nonetheless, we still do not have a unified model that integrates the capacity of teachers to construct knowledge both within the profession (a body of knowledge that teachers generate and incorporate) and outside it (educational knowledge that teachers transfer to the rest of the community) (Biesta, et al., 2017). In other words, the production of educational knowledge by teachers is a dynamic and transversal dimension of agency.

The aim of this work is to provide a theoretical and methodological model that links teacher agency to the educational knowledge that teachers can produce. To do so, we start from two models of comprehension. Firstly, the model from the PCK Summit (Helms & Stokes, 2013) of the knowledge that teachers possess. Secondly, the ecological focus of Priestley et al. (2015) on teacher agency (following the expanded version of Leijen et al., 2020) and, therefore, on how knowledge is implemented in practice. Drawing on these two models, the dynamic of production of educational knowledge by teachers is incorporated, taking into account the processes that have been identified as fundamental for this construction: reflection, observation, discussion, and systematisation.

To do this, we have followed the reading, thinking and writing method (Trilla, 2005 cited in Thoilliez, 2013), based on reflexive work involving a careful exercise of reading and documentation that has made it possible to develop an understanding and a critical discussion of the concepts in play. As a result, we offer a model that synthesises and brings together the concepts of teacher agency and teacher knowledge, and expands the understanding of teacher knowledge by incorporating both dimensions of teachers’ educational knowledge: (1) knowledge that teachers acquire and possess; and (2) knowledge that teachers produce within and outside the profession.

2. THE POTENTIAL OF REFLECTIVE PRACTICE

Within professions, and especially in teaching, reflection has been defined through the concept of reflective practice, with the incorporation of this concept into the world of education beginning with Dewey (1933). However, this concept is especially important when political agendas and research make teachers essential agents in the quality of education (Rupérez, 2014). Reflection by teachers on their practice becomes one of the key factors for improving education and one of the vital processes for strengthening the profession (Rupérez, 2014; Verástegui, 2019).

We can, therefore, understand reflective practice as the capacity to develop pedagogical judgement that makes it possible to approach educational reality in a critical, well thought-through, shared and systematic way, with the aim of approaching it adequately, creating knowledge of one’s own professional activity and seeking ways to improve it (Domingo, 2020; Schön, 1984; Zeichener & Liston, 1996).

From this framework, various authors have researched reflexive practice, considering its types and levels with the aim of understanding how it boosts teachers’ agency and encourages the creation of educational knowledge (Leijen et al., 2020; Villar Angulo, 1995).

The model of understanding we propose starts from two fundamental contributions regarding reflexive practice and its relationship with educational knowledge: Schön’s typology (1984) and the expanded model of teacher agency of Leijen et al. (2020). Firstly, Schön’s distinction (1984) regarding practical thought (knowing in action, reflection in action, and reflection on action) is still one of the most notable typologies on this question. We also accept the expansion of the work of this author that Killion and Todnem (1991) carried out, adding reflection for action, through which the projective dimension of action is incorporated. Secondly, the model of Leijen et al. (2020) links levels of reflection with the achievement of agency.

The levels of reflection mentioned form part of a continuum (Domingo, 2020) that ranges from the use of tacit and implicit knowledge to the sharing of a rigorous and systematised knowledge of educational practice (Killion & Todnem, 1991; Villar Angulo, 1995). This levelling fundamentally depends on how reflexive practice is carried out and what is obtained from it, in other words, what agency is achieved and what type of educational knowledge is mobilised and implemented (Leijen et al., 2020). To understand this question, it is necessary to pay attention to the professional dynamics in play, as well as the tools used (Domingo, 2020). For this reason, in the comprehension model we collect three professional dynamics aimed at achieving a level of reflection that fosters the creation of systematic and explicit educational knowledge: observation, discussion, and systematisation of practice with other teachers (Malpica, 2013; Úbeda, 2018; Verástegui, 2019; Villar Angulo, 1995).

2.1. The gaze that improves: observation of educational practice

Firstly, rigorous and systematic observation of educational practice is one of the essential tools for reflective practice if the objective is to create educational knowledge that can be transferred to the rest of the system (Contreras & Pérez de Lara, 2010; Leijen et al., 2020; Roth et al., 2019). Observation being systematic means, as Úbeda observes (2018, p. 5), that: (i) it is done in accordance with aims directed at improvement; (ii) it fits observation criteria drawn up by the teachers; (iii) it is done using various tools that facilitate observation; and (iv) it occupies a specific space in classroom time.

Systematic observation of practice should be incorporated both in its individual dimension –self-observation– and its professional dimension – peer observation (Spencer, 2014). Thanks to it, reflection takes shape over time, because it formulates educational objectives to achieve that relate to specific practices and it determines the channels that make it possible to systematise observation (Úbeda, 2018). In this way, teachers can reduce bias in the subsequent evaluation of educational practices and obtain evidence about what does and does not work in the classroom (Burgess, et al., 2019; Firestone & Donaldson, 2019; Roth et al., 2019; Spencer, 2014). Observation therefore makes it possible to approach practice with the aim of researching it (Contreras & Pérez de Lara, 2010; Croll, 1995; Domingo, 2020).

On these lines, many authors have underscored the need for teachers to be capable of doing research in the classroom to assess the effectiveness of their practices and to be capable of detecting where there is a need for improvement (Contreras & Pérez de Lara, 2010; Domingo, 2020; Groundwater-Smith et al., 2016; Reis- Jorge et al., 2020; Zeichner & Liston, 1996). Observation understood as a process of collecting information is vital for carrying out research in the classroom and so for creating knowledge with the aim of improving the quality of the teaching–learning process (Croll, 1995; Domingo, 2020; Malpica, 2013).

This observation can be done in various ways. However, for teachers to increase their agency and produce knowledge, participation by other colleagues is necessary, either directly (peer observation) or indirectly (recording sessions) (Spencer, 2014). In this way we come to recognise the importance of the professional community and of discussion as a fundamental dynamic for knowledge creation by teachers.

2.2. The professional community: the role of colleagues in educational debate

The processes of reflection and observation that are typical of enquiry in the classroom must be framed within a professional learning community (Malpica, 2013; Moreno, 2018; Moya & Luengo, 2019; Spencer, 2014; Villar Angulo, 1995). Teacher knowledge derives from educational experience built collaboratively in school settings to meet the educational needs of students more precisely (Contreras & Pérez Lara, 2010; Úbeda, 2018).

As we have argued, the individual capacity of the teacher plays a fundamental role when achieving agency and building knowledge of one’s practice. However, it is only one of the elements involved, as structural, social and material questions also influence these processes (Leijen et al., 2020; Priestley et al., 2015). Therefore, it is important to focus one’s gaze on the professional community and establish which actions are important from the perspective of this collective and institutionalised dimension of the teaching profession (Malpica, 2013; Moya & Luengo, 2019). This information is key when political decisions can support or disincentivise teachers in achieving agency (Biesta et al, 2017; Priestley & Drew, 2019) and, ultimately, as we argue in this article, in constructing educational knowledge (Groundwater-Smith et al., 2016; Moreno, 2018).

The capacity of teachers to build knowledge requires a collegial vision of the degree of evidence for the available educational practices and theories that guide practice in the classroom and educational centre (Malpica, 2013). With this objective, it is vital to have spaces and times in the school setting for teachers to discuss such evidence and, through observation, be capable as a group of discerning which pedagogical processes currently give the best results in their students’ learning (Priestley & Drew, 2019).

Ultimately, collegial educational discussion enables the teaching profession to improve its pedagogical judgement, put in place a high-impact professional culture, and foster continuous learning aimed at improvement (Biesta, 2007; Priestley & Drew, 2019). Nevertheless, it must be systematic and systematised if it is to be an institutionalised professional action and not just an arbitrary one (Malpica, 2013; Úbeda, 2018). This last requirement completes the cycle of knowledge construction, on the one hand incorporating a dynamic that is internal to the profession and, on the other, permitting its transfer to the rest of the educational system.

2.3. The systematisation of educational practice: a preliminary step before transfer

The systematisation of educational practice is fundamental for creating knowledge on the basis of it and so being able to institutionalise and share it (Groundwater- Smith et al., 2016). Such systematisation is done on the basis of collaborative and contextualised processes that reveal a high level of achievement in the agency of the teaching team involved (Malpica, 2013; Verástegui, 2019).

Firstly, systematisation requires shared and objective criteria that make it possible to establish what works best in the classrooms in relation to the teaching–learning processes used in the schools (Malpica, 2013; Úbeda, 2018). Knowledge about what does and does not work in each school makes it possible to improve practice, create a collaborative culture of continuous learning, and also institutionalise the educational practices that work best (Verástegui, 2019). In this way, all of the teachers in a school will work on the basis of a shared outlook and focus, collaboratively accepting the challenge of ensuring all of the students’ learning (Biesta, 2007). That is to say, it would enable teachers to achieve effective performance, approaching the task of ensuring that all of the students learn and acquire the competences that the educational institution considers essential (Malpica, 2013).

Secondly, the professional assessment criteria put teaching profession in a position of greater authority with regards to the community and the educational system (Úbeda, 2018); through the evidence generated on the basis of its practice, it can set out how it has responded to the needs of the school and what is the value of these educational responses, something that involves contributing knowledge that is necessary for the educational system as a whole. This information is of vital importance for school leaders as it will enable them to put the organisational dimension of schools at the service of pedagogy (Malpica, 2013). Similarly, educational decision makers from the political sphere should embrace this information as a valuable asset for fitting political and administrative measures to the pedagogical needs of the educational centres (Biesta et al., 2019; Viñao, 2018). Finally, academic and disciplinary research could direct part of their interest towards corroborating and exploring the evidence from teachers (Murillo et al., 2017; Perines, 2018), to provide a balance between research and practice, fostering a process of continuous feedback between them (Croll, 1995).

3. PRAXIS AS A KEY CONCEPT: THE TEACHING AGENCY

Praxis is a complex construct, and defining it is an ongoing epistemic challenge, especially when we aim to understand what type of practice teaching is and what it comprises (Medina & Pérez, 2017; Perines, 2018; Viñao, 2018; Zeichner & Liston, 1996). Despite this, a number of authors have tackled this question, making efforts to define and delineate the concept (Dewey, 1933; González, 1997; Leijen, et al., 2020).

In this article, we use the concept of agency provided by Priestly et al. (2015), which proceeds from pragmatism, to consider the question of teaching praxis. Its main contribution is the addition of the ecological focus to the theory of action, in other words, adding to our understanding of teaching action, the interaction between the various elements that comprise it. By agency we mean the overall professional capacity of the teacher that emerges from the interaction between teachers’ capacity to formulate possibilities for action, active consideration of such possibilities and the exercise of choice, and contextual factors, that is to say, the social, material and cultural structures that influence human behaviour (Priestley et al., 2015, p. 23). Therefore, teaching agency is “both a temporal and a relational phenomenon; it is something that occurs over time and is about the relations between actors and the environments in and through which they act” (Biesta et al., 2017, p. 40).

This concept of agency can be found in other authors, for example in the theory of action set out by González (1997), in which he breaks praxis down into four concepts (acts, actions, deeds, and activities). The last of these, activity, is the one that enables “authors” (“actors” in the case of Priestley et al., 2015) to choose a deed (meaningful action) from among various possibilities.

The model of agency of Priestly et al. (2015) not only includes individuals’ capacities as a core element of it, but also how this capacity interacts with other factors (contextual, biographic, etc.). Therefore, they understand agency to be a phenomenon that is achieved in and through contexts, in other words, it cannot be understood without taking into account the interactions between the different dimensions that comprise it. There are three of these dimensions: the iterational, the projective and the practical-evaluative (Priestley et al., 2015).

Firstly, the iterational dimension comprises previous experience (both personal and professional), in other words, individual capacity (skills and knowledge), of beliefs and values. In it, mental schemas are created that make it possible to act with a certain “habitus” and, therefore, perform professionally in an appropriate way, as well as to design and direct educational practice on the basis of the knowledge acquired in their period of initial training and throughout their professional careers.

Secondly, the projective dimension, influenced directly by the previous dimension, is linked to the goals that guide practice towards the creation of a different future (Priestley et al., 2015). The goals pursued have an influence when taking decisions in practice and are linked to teachers’ values and beliefs. It is vital to take into account how mechanisms for evaluating performance play a vital role when shaping professional aims, which tend to fit in with social norms and expectations. This statement leads to appraisal of what type of policies are developed in the long term to influence the projective dimension of teachers, ultimately in order to benefit the students (Priestley et al., 2015).

Thirdly and finally, teaching agency includes the practical-evaluative dimension, in other words, the one that focusses on the present and occurs in the workplace. That is to say, the perceptions and interpretations that teachers create on the basis of the cultural, structural, and material conditions in which they do their work and, on the facilities, limitations, and resources available to them (Leijen et al., 2020). This is why this dimension has a great influence on the achievement of agency as it profoundly shapes the dimensions and action of the teacher, fostering or inhibiting agency. On the one hand, it allows teachers to know what is possible in practical terms in a given situation, and on the other, it enables them to evaluate the challenges that exist in that situation and the possibilities for action in each of them (Priestley et al., 2015).

Ultimately, the fundamental contribution of these authors is to offer an ecological focus on the conceptualisation of agency. In other words, they see it not only as individuals’ capacity to act, but also as a phenomenon they achieve in and within contexts that continuously change over time and are directed towards the past, future, and present (Priestley et al., 2015, p. 25). The idea that teachers achieve agency (and do not already have it) in order to act in a certain way enables us to position teacher knowledge as a phenomenon that emerges in two ways: as something that emerges in a given situation based on the capacity to take decisions and act in a given educational context and as produced knowledge that needs to be systematised and transferred.

4. THE EMERGENCE OF TEACHER EDUCATIONAL KNOWLEDGE

As we have already seen, reflecting on practice is a vital activity for the teaching profession (Domingo, 2020; Medina & Pérez, 2017). Nonetheless, when we add observation, collegiality, systematisation, and transference to this action, we find ourselves with a much broader and more complex phenomenon: the construction of educational knowledge (Malpica, 2013; Úbeda, 2018; Verástegui, 2019).

When speaking of teacher educational knowledge, we refer to the set of statements about the validity of educational practices based on systematised observation – searching for evidence – and the discussion of results on the basis of criteria. This set of statements is also part of a process of discussion between teachers and of transfer beyond the context of execution of practice. This is why teaching agency is, at the same time, a condition of possibility for educational knowledge and its source (Helms & Stokes, 2013; Shulman, 1987).

When defining the construct, as we find it in the literature, teacher educational knowledge is understood in two different ways that often seem not to be connected (Biesta et al., 2017). On the one hand, there’s the form that comprises this concept as the body of knowledge that makes the professionals as a group into “good teachers” (formal knowledge), which is usually prescribed by agents outside the profession. And on the other, the form that approaches the concept from the focus of the knowledge that teachers are capable of creating based on their educational practice (practical knowledge) (Fernández, 2014), that enables them to improve teaching–learning processes (Poulou et al., 2019).

Both dimensions of knowledge form part of teacher agency and, therefore, complement one another. However, the existing models relating to this question do not include both and certainly do not link the question of teacher knowledge to professional agency (Biesta et al., 2017). Furthermore, practical knowledge has often been to the detriment of formal knowledge (Moya & Luengo, 2019), something that is apparent in research, which has on the whole considered what knowledge teachers have and how it is executed in practice and has paid much less attention to how teachers produce knowledge that is projected both inside and outside the profession (Medina, 2006).

Within this last type, literature on action-research has studied this concept of teacher knowledge the most. However, although teachers cannot always join in with these processes of research, they continue to generate educational knowledge that is of value (Kemmis, 2006; Reis-Jorge et al., 2020) and which it is therefore necessary to take into consideration (Poulou et al., 2019). On the other hand, the other authors who investigate the question of teacher educational knowledge from this empowering focus (Schön, 1984; Villar Angulo, 1995) do not capture a complete vision of the construction of knowledge. In other words, an ecological and systemic vision of the phenomenon that requires interaction between the different elements and dimensions that comprise it and, therefore, of community processes – inside and outside the school – both in their generation and in their transfer (Moya & Luengo, 2019).

It is in this sense that the model we provide in this article sets out to resolve this question, incorporating teacher knowledge into the agency model from a dynamic and transversal focus, which makes it possible to approach the phenomenon from a systematic perspective that includes, on the one hand, the knowledge teachers possess and that which they produce and transfer and, on the other hand, the relationships between them. In this way, we achieve a working model for research, that makes it possible to explore the phenomenon of teacher educational knowledge and teacher agency, while taking into account the relationship between them.

To do so, we start from the model of agency of Priestly et al. (2015) with its three constituent dimensions: iterational, practical-evaluative and projective. Furthermore, we have taken into account the expansion of the model of agency by Leijen et al. (2020), as these authors consider in greater depth the elements of each dimension and also incorporate reflection as a necessary process for achieving the agency that allows teachers to create knowledge in their practice.

Moreover, with the objective of integrating the phenomenon of teacher educational knowledge with the agency model, we have incorporated the various types of knowledge that teachers possess into the model agreed on during the PCK Summit in 2013 (Helms & Stokes, 2013). So, in our model we include teachers’ basic knowledge and their subject-specific professional knowledge in the iterational dimension, and their knowledge of classroom practice in the practical-evaluative dimension. We have also added several other elements: (i) interactions between the types of knowledge mentioned above; (ii) knowledge produced by the teacher; (iii) collective and professional elements that have an influence on teaching agency and on the production of this contextual knowledge (educational community and professional community); and (iv) a new category in the projective dimension that we have called knowledge of the professional community, which makes it possible to institutionalise and spread the knowledge produced by teachers (Moya & Luengo, 2019).

Furthermore, we have kept the proposal from the PCK model in which students’ results are a fundamental element of teachers’ educational knowledge. However, we include it not only as an influential part of the process of teacher knowledge production but also as a part that benefits from it. In this sense, we also note other agents that affect the process of knowledge transfer: political decisions and administration, research, and other educational agents.

Finally, the most significant contribution of this model is the link between the concept of agency and the concept of teacher educational knowledge. This connection is established on the basis of the professional dynamics we set out at the start of this article: reflection, observation, discussion, and systematisation. In the case of reflection, we have distinguished three levels depending on the moment in which it takes place: reflection in action, reflection on action, and reflection for action (Killion & Todnem, 1991; Schön, 1984).


FIGURE 1
SYSTEMIC MODEL OF TEACHER EDUCATIONAL KNOWLEDGe
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Source: Based on the model of agency of Priestly et al. (2015), the expanded version of Leijen et al. (2020) and the model from the PCK Summit (Helms & Stokes, 2013)


As Figure 1 shows, reflection is understood to be a form of knowledge that guides action (Schön, 1984) and also as the thing that favours the setting out of knowledge that derives from training and experience (Leijen et al., 2020). In the same way, observation, discussion, and the systematisation of educational practice are carried out by the teacher when the objective is to produce educational knowledge. Educational knowledge, which is influenced by the three dimensions of agency but also shapes them, as in the case of the iterational and projective dimensions. In the case of the practical-evaluative dimension, the interaction is more recursive; given that teachers decide and act in a given context, they are capable of creating educational knowledge, which in turn broadens and advances the knowledge they possess regarding classroom practice and so enhances their achievement of agency.

Finally, the model presents how teachers can share their knowledge with the rest of the educational community and, in turn, how this community directly influences the knowledge that teachers produce and that, as we have explained, is incorporated into the different dimensions that comprise agency.

5. DISCUSSION AND FUTURE PERSPECTIVES

Teacher educational knowledge has been and continues to be an important area of study in educational research (Fernández, 2014). However, most of the research carried out presents a partial and incomplete vision of this question (Medina, 2006). On the one hand, there is research that shows the educational knowledge that teachers incorporate in order to be a good professional, normally obtained, from the formative field and from research; and on the other hand, there is work that approaches research from the knowledge that the teacher is capable of constructing (Biesta et al., 2017). Furthermore, in this second type, there are few references that incorporate both the internal and outward-looking dimensions of the construction of teacher knowledge (Fernández, 2014; Medina, 2006). This is why we say that this line of research is incomplete.

Similarly, in the accepted models of teacher educational knowledge, two limitations are apparent. The first is that most of the models are not operational and, therefore, do not make it possible to examine the situation studied. Secondly, the operative models do not contain a complete vision of the knowledge, one that integrates both the dimensions of the knowledge obtained and the dimension of the knowledge constructed by teachers (Fernández, 2014). And, to a much lesser extent, we find models that incorporate both facets of the construction of teacher knowledge, the one that has an internal effect and the one that has an effect outside the profession.

On the other hand, if we want to study the question of teacher educational knowledge at an operational level, it is essential to start from a praxis focus that allows us to comprehend clearly what professional practice comprises, in other words, what knowledge it requires, how this knowledge is executed, and what knowledge is produced on the basis of it (Leijen et al., 2020). For this reason, we started in our proposal with a model of agency as a fundamental element in our research into teacher educational knowledge.

After reviewing the models that have been developed around educational knowledge and teacher agency, we selected the ones that offer an operative framework for inquiry: the PCK Summit model (Helms & Stokes, 2013) and the agency model of Priestley et al. (2015) in the version of it expanded by Leitjen et al. (2020). The former provides an agreed framework for the educational knowledge that teachers possess and are capable of building from within the profession. The latter provides a working model of what teacher agency is and how it is achieved.

The model we present in this article is intended to build on existing research into teacher agency and educational knowledge. In particular, the proposal we make integrates the production of educational knowledge as an element that completes and improves on the models selected and explained above. Specifically, the main contribution of our model is to locate teachers’ educational knowledge as a dynamic and transversal dimension of agency.

To this end we first included the model of the PCK Summit (Helms & Stokes, 2013) in the agency model of Priestley et al. (2015). We then expanded the model by incorporating the interactions between the knowledge teachers possess and produce and the dimensions of agency. And, in addition, a category of knowledge production (knowledge of the professional community) that corresponds with the projective dimension of agency and relates to the capacity of teachers as a group to institutionalise and transfer their knowledge (Malpica, 2013; Moya & Luengo, 2019).

Finally, to explain the relationship between the concepts of agency and teacher educational knowledge, we included collaborative professional dynamics: reflection, observation, discussion, and systematisation. In other words, the procedures that allow teachers, on the basis of their agency, to construct educational knowledge that derives from their educational practice (Domingo, 2020; Priestley & Drew, 2019; Verástegui, 2019). A knowledge that is systematic and can be transferred both within the profession and also outside it (Úbeda, 2018).

Our approach with this model is first to observe whether it provides us with an operational framework for examining the educational knowledge that teachers are capable of producing in collaborative practices. As it is a theoretical proposal, we must await its practical application to obtain more information about its functionality and so be able to discuss its theoretical contribution with clarity. However, we believe that this model could have the capacity to situate the classical inherited separation of theory and praxis in a space that is more productive and actually goes beyond this separation (Biesta, 2007; Domingo, 2020). We consider this possibility because the model we propose situates “theory” in education as one of the dimensions of teaching praxis given that teachers, in their agency, relate to knowledge as a set of tools (potential rules and customs) that can be used to react to given educational situations and which demonstrate their value in their capacity that potentially relates to a professional community and not just as a set of descriptive statements about educational phenomena that prove their value in relation to a methodology shared by a research community (Biesta, 2007; Groundwater-Smith et al., 2016; Willinghan & Daniel, 2021). Despite this consideration, it seems to us that such a debate falls outside the scope of this article and so we suggest that it would be an interesting line of research to pursue in future.

Similarly, we believe that another possible line of research would be to study the procedure for transferring teacher educational knowledge outside the profession (Groundwater-Smith et al., 2016). Although it goes beyond the scope of this article, we believe that it is fundamental to set out, as it appears in the model, the need for teacher knowledge to be made systematic and transferred to introduce it in the area of knowledge known as evidence-based education (Biesta, 2007; Reis-Jorge et al., 2020). We believe that without a clear intention to make teaching knowledge part of educational knowledge, it will be very difficult to achieve the desired educational improvement (Biesta et al., 2019; Malpica, 2013). Educational research, as well as political agents and other agents in society, must take into account and take seriously the evidence that comes from classroom practice and forms part of the knowledge of the professional community of teachers (Biesta, 2007; Groundwater-Smith et al., 2016). Similarly, educators must commit to the active role that corresponds to them in this field and seek to strengthen it as a fundamental part of their professional practice (Reis-Jorge et al., 2020; Rupérez, 2014).

Finally, a direct consequence of accepting this focus on the teacher educational knowledge and, consequently, of committing to the evidence coming from the classroom, is to back decisively the orientation of educational management and organisation in a way that facilitates the necessary professional dynamics for the construction and transfer of this knowledge (Malpica, 2013; Medina, 2006; Moya & Luengo, 2019). And also so that the spaces and structures necessary for educational evidence are created from constant feedback between research and classroom practice (Biesta et al., 2019) and, therefore, a solid and sustainable educational system can be built guided by the best available educational evidence (Biesta, 2007; Willinghan & Daniel, 2021).
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