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| ABSTRACT

This article is based on the assumption that much of human learning is caught not taught (Davies, 1998). People oftentimes learn
informally in the workplace without being aware of this complex process. However, though much learning is informal and tacit,
there has been very little emprical research on teachers’ informal learning in the workplace. Much attention, on the other hand,
has been, and is still, given to formal learning. The aim of this study is to shift researchers, educationalists and stakeholders’
attention from teachers’ formal and structured learning to teachers’ informal workplace learning. It should be acknowledged,
however, that formal and informal learning should not be viewed as dichotomized and mutually exclusive. They should instead
be viewed as a continuum, equally important and complementary. The present systematic review of the literature shows that
teachers’ informal learning is inextricably linked to the workplace and that teachers’ informal learning outcomes are context-
related, which indicates that the workplace is profoundly complex. The review also shows that research on teachers’ informal
learning, though limited, is primarily qualitative. This study ends up by calling for more research on teachers’ informal learning
that employs mixed methods design with larger sample sizes.
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1. Introduction

Teachers’ continuous professional development by means of formal activities has been widely discussed in the teacher learning
and professional growth literature (Borko, 2004; Eraut, 2004; Kyndlt, et al., 2016). However, there has been very little empirical
research on teachers' informal learning that is jointly constructed outside the institutionlized, systematic and formal training or
education (Coffield, 2000; Eraut, 2004; Gorard et al. 1999; Hoekstra et al., 2009; Kyndt et al. 2014).

Informal learning refers to the unsystematic, unstructured, tacit and unorganized learning that occurs in the workplace and
everyday work-related activities that contribute to a change in the teacher’s behavior and/or cognition (Crouse, Doyle, & Young,
2011; Doyle, Reid, & Young, 2008; Eraut, 1997; Gorard et al. 1999; Hara, 2001; Hoekstra et al.,, n.d.; Kyndt et al. 2016; Matthews,
1999; Meirink et al., 2009).

Informal learning in the workplace is acknowledged as important across different contexts because much learning is caught not
taught (Davies, 1998 ). However, there is a tendency by policy makers and reaserachers to focus more on formal learning and
ignore learning that takes place outside formal instructions (e.g. Gorard et al. 1999; Coffield, 2000). Interestingly, this study
intervenes to shift stakeholders’ attention from teachers’ formal learning and training to informal learning that takes place in the
workplace. It should be noted that the workplace involves a number of complexities and variables that are often overlooked and
taken for granted. However, these factors play a direct role in the amount and quality of professional learning, skills and ideas that
teachers accumulate.
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The central assumption underpinning this paper is that teachers’ informal learning should be centeral in teachers’ learning and
education research. Much of human learning is accumulated in everyday life and in daily activities. Informal learning has always
been going on, and still goes on, and will continue to go on in every moment of our lives (Gorard, et al., 1999). It is continuous,
noteably significant and meaningful both to students and teachers’ learning (e.g., Bakkenes et al., 2010; Henze, Van Driel, &
Verloop, 2009; Hoekstra & Korthagen, 2011; Lewin, Scrimshaw, Somekh, & Haldane, 2009; Van Eekelen, Vermunt, & Boshuizen,
2006).Formal learning opportunities, on the other hand, are argued to be fragmented, superficial and irrelevant to the teachers’
immediate needs and context (Borko, 2004), which makes them relatively insignificant to the teachers’ teaching practices and
students’ learning (e.g., Borko, 2004 ; Burns, 2008; Fraser, 2010; Hoekstra et al., 2007; Jurasaite-Harbison, 2009; Poulson &
Avramidis, 2003).

2. Literature review: teachers’ informal learning and antecedents

2.1 Definition of informal learning

Informal learning has often been contrasted with formal learning. The latter refers to the structured and planned activities in terms
of objectives, place, time and duration (Eraut, 2004; Kyndlt, et al., 2014; Kyndlt, et al., 2016). Participants are intentionally engaged
in these activities to enhance and improve thier knowledge, competences and/ or behaviours (Eraut, 2004; Kyndlt, 2016). However,
informal and formal learning should never be considered dichotomized and different. Given the the fact that relying solely on one
form of learning is insufficient, formal and informal learning should be considered as a continuum, complementary and equally
important (Kyndt et al., 2016). Informal learning has been defined by Kyndt et al. (2014) as:

Informal learning is characterized by a low degree of planning and organizing in terms of learning context, learning support,
learning time, and learning objectives. Informal learning opportunities are not restricted to certain environments. The
learning results from engagement in daily work-related activities in which learning is not the primary goal. Informal learning
is undertaken autonomously, either individually or collectively, but without an instructor. It often happens spontaneously
and unconsciously. (pp. 2393-2394)

Informal learning is also defined as "non-trivial (....) [non-taught] learning [that] already goes on, and has always gone on, outside
formal programmes of instruction” (Gorard, et al., 1999, p. 01). Similarly, Beinart and mith (1998) defined it as "deliberately trying
to improve your knowledge about anything or teach yourself a skill without taking part in a taught course” (p. 200).

2.2 Scarcity of research on teachers’ informal learning

Teachers' professional development has been widely discussed in the literature with reference to formal continuous professional
development activities (Borko, 2004; Eraut, 2004; Kyndlt et al., 2016). However, there has been very little scholarly research on
teachers’ informal and workplace learning (Coffield, 2000; Eraut, 2004; Gorard et al. 1999; Hoekstra et al., 2009; Kyndt et al. 2014).
Acording to Kyndlt (2016) “a lot is known about teacher development by means of formal learning activities;” however, research
on "teachers’ everyday learning is limited” (p, 01).

Informal learning is argued to be the most frequently used form of learning, and it remarkably promotes and enhances teachers’
productivity and retention. Yet, it has been given very little space in scholarly research on teachers’ education. Though “several
studies suggest that informal learning is the most frequently used type of workplace learning” (Hara, 2001; Hicks, Bagg, Doyle, &
Young, 2007; Leslie, Aring, & Brand, 1998; Skule & Reichbron, 2002 (as cited in Kyndt, et al. 2016, p. 02)) “[p]ublic discourse about
training not only neglects informal learning but denies complexity by over-simplifying the processes and outcomes of learning
and the factors that give rise to it (Eraut, 2004, p. 26).

There is a tendency by researchers to ignore informal and workplace learning. Though they may explicitly acknowledge its
importance, they tend to focus more on formal, certified and institutionalized learning (Gorard et al., 1999; Coffield, 2000 ). Gorard
et al., (1999) further argue that lifelong learning had become rather narrowly focused in the literature as it excludes learning that
takes place outside of formal instruction. Following the same line of reasoning, Fraser, (2010) and Kwakman (2003) argue that
insights into the informal learning activities teachers undertake is generally lacking.

It should be noted that if informal learning is further ignored, as it appears to be, the learning society may eventually disappear
and be replaced by a certified society (Ainley, 1998). However, certification is not always an accurate predictor of qualification
(Gorard et al. 1999), which reinforces doubts about certified societies and necissitates that research places more importance on
informal learning in the workplace.

2.3 Statement of the problem

As prviously mentioned, there has been very little academic research on teachers’ informal learning in the workplace (e.g. Ainley,
1998; Coffield, 2000; Eraut, 2004; Fraser, 2010; Gorard et al. 1999; Hoekstra et al., 2009; Kwakman, 2003; Kyndt et al. 2014; KyndIt
et al.,, 2016). Even though a lot is already known about teacher development by means of formal learning activities (Borko, 2004),
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research on teachers’ everyday learning is noteably limited (Hoekstra, Brekelmans, et al.,, 2009), and "a systematic overview of these
learning activities and their outcomes within the specific context of teachers’ professional development is lacking” (Kyndt et al. p.
02).

Additionally, researchers, educationalists and policy makers tend to ignore informal learning that takes place outside formal
institutions and structured systems, and focus more on formal structured learning in formal institutions (Coffield, 2000; Gorard et
al,, 1999).

Most importantly, research on informal learning, though noteably limited (Fraser, 2010; Kwakman, 2003), is dominated by
qualitative studies that employ life-history interviews with very small-scale sample sizes, which poses the question of
generaliziablity and representativeness of the results attained. This is clearly demonstrated by Kyndlt, et al., (2016) who state that
research on informal teacher learning is primarly qualitative and “that a mixed-method approach seems appropriate” (p. 31).

It should be also noted that though teachers’ informal learning in the workplace is considered important, complete understanding
into the informal learning activities teachers undertake is surprisingly lacking (Fraser, 2010 ; Kwakman, 2003).

As a response to these scholars’ calls, this study seeks to achieve the following goals:

1. To explore research that has been carried out on teachers’ informal learning in the workplace;

2. To invite researchers, policy makers and educationalists to draw more attenttion on teachers’ informal learning; and

3. To call for more research on teachers’ informal learning that goes beyond solely using qualitative designs to research
that employs mixed methods designs with larger sample sizes, so that a better understanding of teachers’ informal
learning in the workplace can be achieved.

3. Professional development: Internal / External Variables

Teachers' informal learning in the workplace has three main antecedents and sources, and any attempt to gain a complete
understanding of human learning should take into account these three levels. De Rick, and Valckenborg (2006) developed a model
in which they convincingly agrue that employee learning is organized into three main levels, which are the individual or micro-
level, the learning activity or meso-level, and the social context and its actors or macro-level. These levels will be briefly discussed
in the following sections. However, for the purposes of this study, much emphasis will be on the social context and its actors or
the macro-level.

3.1 The individual or micro-level variable

It has been widely argued in the literature that individual characteristics (e.g., personality, attitude) and general characteristics (such
as age, gender, tenure, educational discipline, background) influence the amount and quality of learning that takes place (Kyndt
& Baert, 2013). For example, experienced teachers’ participation in professional development opportunities tends to decline with
age (Erraut, 2004; Kyndt & Baert, 2013; Richter et al., 2011). Additionally, gender and attitudes directly influnce teachers’
participation and engagement in the learning process (Eraut, 2004; Hoekstra, et al., 2008; Kyndlt, et al., 2016).

Previous research on teachers’ informal learning has shown that teachers’ learning in the workplace is only partially determined
and influenced by workplace conditions. Teachers’ engagement in workplace learning is influenced by both context and individual
variables (Hoekstra, et al., 2008). Workplace factors have a direct impact on teachers’ informal learning. However, teachers are not
always passively compliant with the workplace conditions which confirms Billett's (2004) argument that “[i]ndividuals are not
passive in their participatory practices and learning” (p. 319). Additionally, personal attributes may also accelerate or constrain
teachers’ informal learning. Some teachers are reluctant to participate in cooperative learning with colleagues and jointly construct
knowledge, which indicates that teachers’ willingness to participate in the learning process plays a determinent role in the amount
and quality of what is learned (Bakkenes et al., 2010; Rytivaara & Kershner, 2012).

Relatedly, Kwakman (2003) points out that teachers prefer individual learning activities over activities with their colleagues. She
concludes that teachers’ weak tendency and reluctance to participate in cooperative learning activities in schools may be related
to their personal characteristics rather than other workplace-related factors. Teachers’ willingness to learn and coopeartively
construct knowledge in the workplace is another interesting personal factor that determines their professional knowledge
construction and growth (Van Eekelen, Vermunt, & Boshuizen, 2006). Learning is also an inherently emotional and cognitive
process, because the mental and emotional state of teachers directly impact the learning process and outcomes, which explains
the significant differences in learning outcomes (Eraut, 2004; Hoekstra, et al., 2008; Kyndlt, et al., 2016; McNally, et al, 2009; Meirink
and Hoekstra, 2009).
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3.2 The learning activity or meso-level variable

Baert et al. (2006) located all characteristics of the learning activity at the meso-level, including instructional design and expected
benefits. It should be noted that the quality of the activities and the availability of learning opportunities may also affect what and
how much teachers learn. According to Borko (2004), a huge amount of money is spent yearly on teachers’ learning activities and
training programs; however, these activities are academically superficial, fragmented and oftentimes do not respond to the
teachers’ expectations and needs.

In the same vein, Bouaissane, et al. (2022) conducted a study on Moroccan EFL teachers’ attitudes and perceptions towards in-
service continuous professional development activities in the Moroccan context. The findings of this study show that Moroccan
EFL teachers hold negative attitudes towards the in-service training activities they engage in. They believe that these activities are
oftentimes irrelevant, and superficial and rarely respond to their immediate needs, context and expectations. They also argue that
these activities are fragmented and are often presented in a one-size-fits-all model. It should, therefore, be noted that the quality
of the learning activity is also crucial to the learning process and learning outcomes.

3.3 The social context and its actors or macro-level variable

The macro-level, which includes characteristics of the organization, in this case, the school (e.g., culture, social support), and the
broader context, directly impacts the level of teachers’ engagement in learning (Kyndt, et al. 2016). Reasearch on teachers’ informal
learning provides ample evidence that the social context and the workplace are inextricably linked to teachers’ learning, and that
learning outcomes are workplace-specific and closely related to the context (Eraut, 2004; Hoekstra, et al., 2008; Kyndt, Govaerts,
Verbeek, & Dochy, 2014 ; Leat, Lofthouse, and Taverner, 2006; McNally, et al., 2009; Orasanu & Connelly, 1993; Rytivaara &
Kershner, 2012).

4. Further situational/ contextual variables

4.1 Workplace

This article aims at exploring the relationship between teachers’ informal workplace learning outcomes and their perception of
workplace conditions. A large body of literature has been, and continues to be, carried out on teachers’ formal learning. However,
continuous professional development programmes have many problems because they fail to recognize that teacher learning is
situated in particular contexts and is, therefore, social in nature (Putnam & Borko, 2000), and that it is not solely limited to particular
classroom experiences. Interestingly, it has been widely argued that learning outcomes are workplace-specific and closely related
to the context (Eraut, 2004; Kyndt, Govaerts, Verbeek, & Dochy, 2014). The social context in the school as workplace and the
relationships that emerge from it are of central importance to teachers’ learning and professional growth (McNally, et al., 2009)
because knowledge, skills, and attitudes construction are inherently social (Kyndt, et al., 2016)

Professional engagement is central to the processes of education which can be understood and mapped as a dynamic socio-
cultural system (Bronfenbrenner, 2005; Orasanu & Connelly, 1993). Learning is partialy a social practice that is constructed jointly
(Hoekstra, et al., 2008; Rytivaara & Kershner, 2012). Most workplace learning occurs on the job rather than off the job (Eraut, 2004).
Eraut (2004) asserts that a constantly changing environment results in constant update and change of ideas, practices and
behaviours, which further confirms the strong link and connection between workplace and learning.

Workplace climates and atmosphere affect the teachers’ learning, retention and quality development; “workplace climates affect
learning, retention and quality improvement in similar ways" (Eraut, 2004, p. 23). Teachers’ professional growth and learning,
therefore, depend largely on “whether they perceived their more significant working relationships as mutually supportive, generally
critical, faction-ridden or even overtly hostile” (Eraut, 2004, p. 25).

Teachers' learning and professional knowledge building is a collaborative process in which knowledge is jointly constructed in
their socio-cultural context and workplace (Rytivaara & Kershner, 2012). Rytivaara and Kershner's (2012) study focuses on teachers’
contextualized and practical knowledge, and how this knowledge is jointly constructed in every day-to-day experiences. They
convincingly argue that "“co-teaching and jointly constructed knowledge in a mutually spportive environment allows teachers to
grow professionally and meet their academic and pedagogical duties” (Rytivaara & Kershner, 2012, p.10). The workplace and the
socio-cultural context of the institution plays a significant role in teachers’ learning and professional growth. In other words, a lot
of factors come into play in the teachers’ co-teaching experience that may either accelerate or hinder their learning; “teachers’
narratives of their practice and professional learning emerge within the sociocultural interplay of wider educational structures,
cultures and politics. Pedagogical cultures and practices can differ significantly between countries as well as more locally”
(Rytivaara & Kershner, 2012, p.10).

The workplace climate and teachers’ perceptions of it can facilitate or constrain the amount of learning that takes place (Hoekstra,
et al., 2008) because contextual factors directly impact teachers’ willingness to participate in informal workplace learning activities
(Doornbos et al., 2004; Kwakman and Van Woerkom, 2003). Additionally, “the ‘macro’ elements of social structures, research,
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culture, politics and economics (.....) support and constrain educational thinking and practice over time” (Rytivaara & Kershner,
2012, p. 10). The assumption that teachers’ informal learning is a collaborative process enhanced or contstrained by the workplace
climate is highlighted by Leat, et al., (2006), who find that supportive collaboration helps teachers to build confidence that further
enhances positive risk-taking at work. They conclude that a climate for change in teachers’ working contexts can have deep effects
on many levels, including teachers’ beliefs and professional interactions.

Workplace conditions may indeed influence teachers’ informal learning. However, a number of studies are based on the
assumption that the relationship between workplace conditions and teachers' informal learning and growth is not always evident
and straight forward (Ellinger, 2005; Sambrook and Stewart, 2000), and that other personal and pschological factors come into
play in teachers’ learning such as their willingness and readiness to learn (Billett's, 2004; Richardson and Placier, 2001).

All the selected studies are scholarly as they reveal very interesting insights pertinant to teachers’ informal learning, and the
contextualised knowledge that is constructed jointly in the workplace. However, these studies are primarly qualitative in nature as
they used solely life-history interviews to elicit data from very small-scaled sample sizes, which questions the generalizability and
representativeness of the results attained.

4.2 Relationships with colleagues

The nature and quality of relationships with colleagues in the workplace play a critical role in teachers’ workplace informal learning.
Researchers generally agree that collegial relations are the most influential factors that may sustain or impede teachers’ growth
and learning (Collinson, 2004). To put it differently, the joint nonteaching time with colleagues, the relationships and interactions
that the participants engage in their workplace play a decisive role in the accumulation and assimilation of knowledge (Kyndlt, et
al, 2016; Lohman, 2000). Therefore, social actors contribute to the construction of this knowledge through their actions and
discourse (Eraut, 2004). Relatedly, Hinchliffe (2004) convincingly argues for the importance of workplace relationships. He believes
that these relationships are important as they (1) improve the quality of work and, (2) promote and sustain human flourishing.

Relatedly, Eraut (2004) argues that the teachers’ success and learning depend largely on the quality of the relationships they have
and engage in. This indicates that relationships are a variable that directly impacts the quantity and quality of exchange teachers’
learning and development. Teachers' “success also depends on the quality of relationships in the workplace” (p. 22). Teachers'
professional growth and learning, therefore, depend largely on “whether they perceived their more significant working
relationships as mutually supportive, generally critical, faction-ridden or even overtly hostile” (Eraut, 2004, p. 25). Positive social
and collegial relationships are important as they accelerate teachers’ informal learning (e.g., Jurasaite-Harbison & Rex, 2010).
However, There is a remarkable tension between collegiality and autonomy because teachers might perecive their colleagues as a
threat to their autonomy (e.g., Collinson & Cook, 2004; Jurasaite-Harbison & Rex, 2010). For this reason, the amount of learning
and professional growth is significantly different among teachers, as every teacher's experience and relationships are unique and
different.

Eraut also convincinly argues for the importance of having stable groups that are coherent with mutually supportive relationships.
He believes that positive learning climates can serve as the basis for learning and growth; “few groups are sufficiently stable and
coherent to develop a positive learning climate quickly and spontaneously” (2004, p. 23). Similarly, Collinson (2004) Rytivaara &
Kershner (2012) believe that teachers’ learning and professional knowledge building is a collaborative process, and a collaborative
exchange of ideas in which knowledge is jointly constructed in their socio-cultural context. Working in a context that involves
stable and coherent groups with mutually supportive relationships and which offers support, feedback and mutual understanding
is likely to influence positively the quantity and quality of the learning and skills that teachers acquire, and help them meet their
professional responsibilities effectively.

Shared knowledge is definitely constructed through collaborative dialogue, mutually supportive relationships, interactions and
peer challenge; “'systems which support collaborative dialogue, innovation, and peer challenge may be better placed to allow
teachers to engage in deep forms of knowledge construction within their practice” (Rytivaara & Kershner, 2012, p. 01). The central
idea that professional knowledge is collaboratively constructed by teachers through relationships and conversations is discussed
by Rytivaara & Kershner (2012) who state that “there is (...) a significant new micro-system formed by the collaborating teachers
themselves, comprising their continuing conversations, relationship and pedagogical practice within and beyond the classroom”
(p. 03). Interestingly, this should draw our attention to the "dialogic aspects of the professional learning process that incorporates
the whole teaching partnership as well as the team-teaching activity that is visible in class” (Rytivaara & Kershner, p.03).

Relationships in the workplace may facilitate or hinder teachers’ professional learning beacuse issues may arise due to the
occasional inequality of experiences of the general and special education teachers involved in co-teaching, a conflict between
teaching styles, and structural and practical problems in setting up useful planning and reflection meetings (Friend, Cook, Hurley-
Chamberlain, & Shamberger, 2010; Gurgur & Uzuner, 2011). In their study on learning in the workplace, McNally, et al. (2009)
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uncover variables that may influence teachers’ learning in the workplace. They assert that teachers’ learning in the workplace is
"“governed by relationships with colleagues” (p. 01). Learning is viewed as primarly informal and relational “with strong emotional
and relational dimensions associated with identity formation” (McNally, et al., p. 03). Professional isolation, professional autonomy
and lack of collegial relationships may impede teachers’ informal learning (Collinson, 2004; Jurasaite-Harbison, 2009), as there are
few opportunities for collegial discussions and collaboration, informal encounters and knowledge sharing, which presents barriers
for knowledge construction and professional growth (e.g., Collinson, 2004; Desimone et al., 2014; Lohman, 2000; Lohman & Woolf,
2001).

The literature is in disagreement about the impact of collegial relationships on teachers’ informal learning in the workplace,
because though research on teachers’ informal learning in the workplace stresses the importance of collegial relations on teachers’
informal learning (e.g., Eraut, 2004; Jurasaite-Harbison & Rex, 2010; Kyndlt, et al., 2016; McNally, et al., 2009 ; Rytivaara & Kershner,
2012), many studies assert that relationships among colleagues are often identiffied as being unsupportive, superficial, negatively
colored, and limited (Clement & Vandenberghe, 2000; Flores, 2005)

4.3 Reflection

Reflection refers to the mental processes and activities that aim at evaluating practices and behaviours during or after the practice
(kyndlt, 2016). Teachers oftentimes go through the process of reflection before desituating and resituating a single piece of
knowledge. The transfer and application of the theoretical knowledge to the workplace is not always easy and straightforward as
teachers reflect on the newly observed knowledge to see which skills and knowledge are relevant to which context and situation.
This is best expressed by Eraut (2004) who asserts that “the transfer of knowledge from education to workplace settings is much
more complex than commonly perceived” (p.11). Teachers constantly think and reflect on what they see and observe; “the
deliberative/ analytic column is characterized by explicit thinking about one's actions in the past, present or future, possibly
accompanied by consultation with others” (Eraut, p. 15).

Research on teachers’ learning provides ample evidence that teachers learn from each other through reflection (Harrison et al,,
2005; Park et al., 2007). Relatedly, Hoekstra et al. (n.d.) find that teachers, who reflect in a meaning-oriented way and receive new
ideas from colleagues, have significantly changed in their attitudes and practices. Teachers' professional learning is based on active
learning, reflective thinking, and collective participation (Darling-Hammond & Richardson, 2009; Desimone, 2009). However,
despite the fact that several reviews in the literature address the importance of reflection on practice (Darling-Hammond &
Richardson, 2009; Desimone, 2009; Ghaye, 2011; Tarrant, 2013), it should be noted that reflection on practice is not always a
universal practice applied to and performed by everyone; “not everyone (...) takes the opportunity to adopt a more evaluative
perspective on their practice” (Eraut, 2004, p.16).

4.4 Support

The quantity and quality of learning teachers accumulate differs significantly from one to another. This is due to many factors such
as support. The amount of support they receive determines what they learn and how they learn it. Teachers in a mutually spportive
workplace tend to learn more compared to other teachers working in environments that are less or not supportive; "co-teaching
and jointly constructed knowledge in a mutually spportive environment allows teachers to grow professionally and meet their
academic and pedagogical duties” (Rytivaara & Kershner, 2012, p.1). Mutually supportive environments, therefore, trigger teachers’
informal learning and professional growth.

Teachers' professional growth and informal learning, therefore, depends largely on “"whether they perceived their more significant
working relationships as mutually supportive, generally critical, faction-ridden or even overtly hostile” (Eraut, 2004, p.25). Receiving
support from colleagues, supervisors and the people surrounding teachers is a determinent factor, which influences their
professional growth, informal learning, behavior and perceptions. Teachers' informal professional learning and knowledge are
easily constructed through interactions between the parties involved in groups with supportive emotional atmosphere (Etelapelto
& Lahti, 2008). Meaning making and knowledge construction require feeling of equality, trust and support so that teachers are
actively engaged in the collaborative process of professional growth. A workplace environment that is characterized by mutual
trust and support promotes and sustains teachers’ informal learning (Rytivaara & Kershner, 2012).

It should be acknowledged that teachers develop a will and desire to learn, take a full advantage and grow professionally in
supportive environments and workplaces in which working colleagues support each others’ learning (Rytivaara & Kershner, 2012).
Relatedly, McNally, et al's (2009) study reveals that teachers, especially novice ones, “valued the feeling of support from
colleagues” (p. 01). They also claim that having support needed in the workplace is more important that the acquisition of specified
bits of professional learning; “It is a feeling of being supported (...) that seems to matter most” (p. 05). The informal support that
teachers receive on the spot is considered to be more important to beginning teachers than help received formally from designated
mentors (Eraut, 2004). However, research shows that teachers are not sufficiently supported or guided by their colleagues when
confronted by challenges (Tickle, 1994).
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Though the importance of collegial support and organizational climate in informal workplace learning have been addressed by a
number of studies (Doornbos et al., 2004; Kwakman, 2003; Van Woerkom et al., 2002), some studies point out that teachers may
still learn informally even when this support is lacking. In this regard, Hoekstra, Brekelmans, et al., (2009) argue that:

Though support received in the workplace is closely attached to teachers’ informal learning, research has suggested that
this lack or absence of collegial support does not mean that teachers do not learn in the workplace, as teachers learn
informally even when specific support is missing. (p. 13)

4.5 Interactions

Social interactions play a centeral role in the construction of knowledge in the workplace. Teachers' informal learning and
professional knowledge are jointly constructed by engaging in social activities and interacting with other calleagues, supervisors,
professors and students; “much uncodified cultural knowledge is acquired informally through participation in social activities, and
much is often so ‘taken for granted’ that people are unaware of its influence on their behaviour” (Erraut, 2004, p.18). Eraut (2004)
further argues that working and interacting with other people gives rise to learning within our social context. This is done through
listening to people, observing them and engaging in different social activities:

Working alongside others allows people to observe and listen to others at work and to participate in activities, and hence
to learn some new practices and new perspectives, to become aware of different kinds of knowledge and expertise, and
to gain some sense of other people's tacit knowledge. (p. 22)

The importance of supportive dialogues and interactions on promoting teachers’ informal learning is further elaborated on by
Rytivaara & Kershner (2012) who assert that “systems which support collaborative dialogue, innovation, and peer challenge may
be better placed to allow teachers to engage in deep forms of knowledge construction within their practice” (p.01). Conversations
and interactions among teachers play a significant role in knowledge construction. To put it differently, their engagement in
conversations and interactions results in the accumulation of professional knowledge.

Interactions and discussions among teachers promotes teachers’ informal learning and professional development and prevents
difficult and unpleasant situations from happening in and out of classrooms (Cook and Friend, 1995). Cook and Friend (1995)
recommend co-teachers to discuss their beliefs about teaching, classroom routines and discipline because “this, ideally, makes it
possible to compromise and prevent difficult situations in and out of the classroom” (Rytivaara, Kershner, 2012, p. 03). Therefore,
teachers use talk and interactions to explore and find out about different matters and to share their practical knowledge (Doecke,
Brown, and Loughran, 2000).

Teachers’ exchange of ideas and experiences can form the basis for their knowledge construction. Put differently, teachers’ informal
professional knowledge is collaboratively constructed in the workplace “through the interactions of those involved in a workplace
organisation” (Rytivaara, Kershner, 2012, p. 03). Similarly, Williams and Prestage (2001) point out that informal discussions and
interactions among teachers were the most highly valued induction activities that promote teachers’ professional growth and
knowledge. Meirink et al. (2009) argue that certain patterns of workplace learning activities such as interaction among colleagues
can result in changes in beliefs, because when teachers informally engage in reflective dialogues and interactions, they engage in
discussions about assumptions related to teaching and student learning (Louis et al., 1996).

4.6 Feedback

True sharing of ideas, knowledge and constructive feedback allows teachers to build confidence, and evetually their professional
growth (McDuffie, Mastropieri, & Scruggs, 2009; Trent et al., 2003). Therefore, teachers’ learning and growth are accelerated or
hindered by the feedback they receive and the social climate of the workplace. Effective co-teaching and professional growth call
for active involvement of teachers in the task of knowledge construction and feedback provision (Rytivaara, Kershner, 2012).
Through communicating their feedback, teachers can prevent unpleasant situations from happening, bring about positive change
both in and out of classroom, release teachers’ positive energy and offer unique cooperative learning opportunities for them based
on mutual understanding of the context and profession (Rytivaara, Kershner, 2012). Previous research acknowledges that teachers’
informal learning outcomes in the workplace are directly connected to and influenced by the feedback they receive (Hoekstra, et
all. 2008). Constructive feedback, therefore, enhances and promotes teachers’ informal learning and triggers their willingness to
participate actively in informal learning activities in the workplace.

5. Changing routines and old practices

Teachers operate in a learning environment characterized by changing conditions, which results in constant changes in their
practices, beliefs and behaviors; “the input side is shown by placing the activities within a context characterized by changing
conditions and a developing situation” (Eraut, 2004, p. 16). However, despite the fact that previous research acknowledges the
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relation between changing enironments and updating routines, old routines and practices are not always easy to change as it
might seem to be because:

Routines are very diffcult to change, not only because this would imply a negative evaluation of one's previous practice
but also because such change involves a period of disorientation while old routines are gradually unlearned and new
routines are gradually developed. (Eraut, 2004. p.16)

Changing old practices is also difficult because it involves changing teachers’ attitudes towards their old routines and practices.
Relatedly, Eraut (2004) argued that “change is partially a problem of ‘attitude’ " (p.16). Eraut’s study also reveals that not all social
contexts that teachers operate in equally enhance their professional growth and learning, as they differ in terms of learning
opportunities available and support among the members of the group:

In some groups it [learning] flourishes, in others it stagnates or regresses. This depends on how much group members
learn from each other, to what extent individuals of the whole group respond to the challenges of their work and support
each other, and what additional learning opportunities for the group are located and developed. (2004, p. 23)

Indeed, it should be acknowledged that replacing old routines with new practices is not easy and straightforward because “learning
from practice depends on “desituating” knowledge gained from particular situations and developing the capacity to generalise
learning and act in new situations in a prinicipled and informed way" (Korthagen, 2010, p.102). Furthermore, despite the fact that
teachers informally learn and accumulate new practices and knowledge, it seems difficult to change one’s classroom practice
(Bakkenes et al., 2010).

6. Implications
It could be concluded that research on teachers’ informal learning, though significantly limited, is primarly qualitative. It seems,
therefore, reseasonable to argue that:

- More research that employs mixed-methods design on teachers’ informal learning is needed;

-Both formal and informal learning should be viewed as a continuum and be looked at as complementary rather than being
dichotomized,;

-Researchers and educationalists are invited to draw more attention on the informal aspect of learning in the workplace, so that
teachers informal learning is promoted and sustained; and

-Researchers, supervisors and stakeholders are invited to encourage and promote teachers’ informal learning in the workplace as
a form of their continuous professional development.

7. Conclusion

It is common knowledge that a large body of research has been carried out on teachers’ formal and structured learning, and that
very little emprical research has been done on teachers’ informal learning in the workplace. This study, therefore, intervenes to
explore previous research on teachers’ informal learning in the workplace, and to unveil the impact of different contextual factors
on teachers’ engagememt in workplace-related learning activities. The present systematic review of the literature reveals that
teachers’ informal learning is inextricably linked to the workplace and that teachers’ informal learning outcomes are context-
related, which indicates that the workplace is profoundly complex. This study also aims to shift researchers, educationalists and
stakeholders’ attention from teachers’ formal and structured learning to teachers’ informal workplace learning. It should be noted,
however, that formal and informal learning should not be viewed as dichotomized and mutually exclusive. They should instead be
viewed as a continuum, equally important and complementary. The present study is highly significant as it highlights the complexity
of the workplace as a site of learning. It also shows that research on teachers’ informal learning, though remarkably limited, is
primarily qualitative.

This study reveals interesting insights pertinent to teachers’ informal learning in the workplace. However, it has a number of
limitations. First, it focuses solely on the impact of contextual factors on teachers’ engagement in informal learning activities,
without reference to other factors that influence teachers’ informal learning such as personal traits. Second, it is a systematic review
of previous research on the influence of contextual factors on teachers’ informal learning in the workplace. It is limited in the sense
that it includes no empirical investigation of this influence supported by concrete findings. With that being said, it seems reasonable
to argue that more quantitative research on informal learning in the workplace is needed. Quantitative research with larger sample
sizes will definitely result in deeper understanding of the context-specific influence on teachers’ informal learning. It is also hoped
that further research will bring into light the complexities of workplace learning, so that teachers’ workplace can be transformed
from places of experience to rich learning environments.
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