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Abstract: A collaborative inquiry approach to science learning has the potential to develop 

students’ higher-order thinking skills, deep understandings and induce into productive 

dispositions. To realize this potential, students need to gain control over their knowledge 

advancement in terms of adapting collaborative goals and reinventing their inquiry practices as 

problems evolve temporally. To this purpose, we consider the teacher scaffolding moves in 

turning higher levels of agency to students and enhancing their shared regulation of the inquiry. 

Going beyond existing research on scaffolding, the study examines such moves to see how 

teacher support plays out to help the classroom community co-construct, adapt and expand 

collective inquiry structures and trajectories. We explore this role in the context of a classroom 

of fourth-graders investigating light using knowledge building pedagogy and technology. 

Qualitative analysis of classroom discourse and teacher reflection identifies patterns of 

interaction by which the teacher leverages students’ emergent shared regulation.  

Introduction 
As the world enters a new era featuring rapid changes, extraordinary challenges, and radical social and 

technological transformation, educators face a heightened demand to cultivate new cultures of learning that 

prepare students for productive participation in the ever-changing environment. Aligned with this need, research 

in the learning sciences has investigated collaborative, inquiry-based practices by which students develop  higher-

order thinking, deep understandings, and productive dispositions and identities. However, existing research and 

classroom practices have focused on pre-structured inquiry and collaboration in which the goals, tasks, 

procedures, and group structures are set by the teacher (or designer). Within the emergent field of shared 

regulation of collaborative learning (Järvelä et al., 2016), future research needs to understand students’ strategic 

adaptation of collaborative goals and processes in temporally evolving learning situations (Järvelä, Järvenoja & 

Malmberg, 2019). Thus, the current study explores shared regulation in more dynamic and transformative forms 

of collaborative inquiry that are critically needed for the new social contexts. The goal is to understand how the 

teacher works to enhance students’ shared control in co-constructing their ever-evolving inquiry practices and 

trajectories in light of emergent problems and opportunities. 

Authentic knowledge-creating practices by nature require adaptive processes to solve complex problems 

while pursuing emergent agendas. The recent developments of collaborative knowledge work in the real world 

have further shifted toward highly dynamic configurations to support evolving goals, flexible collaboration, cross-

boundary idea contact, and distributed leadership (Hagel, Brown, & Davison, 2010; Sawyer, 2007). This vision 

drives classroom innovations using the knowledge building pedagogy in which students are expected to take 

collective cognitive responsibility for advancing their shared knowledge and to exert epistemic agency, that is, to 

assume control on setting knowledge goals and strategies, monitoring and evaluating progress in understanding 

(Scardamalia & Bereiter, 2006; Zhang et al., 2009). These expectations raise the question of how students can 

become independent in determining what they need to inquire, and how, in order to continually advance their 

knowledge. A way to address this problem is to consider the nature and function of the teacher role in turning 

higher levels of agency to students and enhancing the community’s shared regulation of the inquiry processes. 

Past research theorized and investigated new teacher roles that focused on scaffolding in classroom interactions. 

The mentor participant structure described a teacher who is concerned with helping students growing into the 

subject matter and uses slot-like scaffolding and prompting to activate their cognitive engagement while retaining 

a high-level control of the inquiry process (Scardamalia and Bereiter, 1991; Tabak & Baumgartner, 2004). 

However, for students to develop epistemic agency, teachers should do more than asking stimulating questions 

that deepen students thinking. More symmetric participant structures have been identified in which the teacher 

articulates his discourse moves to help student formulate their questions and goals, build their rationale and 

monitor their understanding. Acting as a partner, the teacher investigates side-by-side with students, by modelling 

cultural tools of scientific inquiry (Tabak & Baumgartner, 2004) and supporting a dialogic discourse form in 

which students are encouraged to assume intellectual authority to deepen their understanding (Ford & Forman, 

2015). Previous studies analyzed teacher support in discrete episodes of interaction. Further work is needed to 
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 connect the different units and timescales of analysis to show how discourse in the here and now is embedded in 

a history of interactions (Tabak & Baumgartner, 2004), and how it embodies the accrued knowledge of past 

practices that participants have gained jointly or separately (Mercer, 2008). 

This study builds on previous findings on these new teacher roles and goes beyond, by giving a more 

explicit attention to the teacher support in the cross-temporal adaptation of collective inquiry structures. We draw 

on the emergent structuration framework proposed by Zhang and colleagues (2018) to develop an analysis of 

teacher scaffolding that captures the interplay between the historical and the dynamic dimensions of co-

constructed inquiry structures. This framework suggests that the inquiry practice of a classroom community builds 

on existing structures (e.g. curriculum content, epistemic work practices, theories, models, etc.) emerged from 

joint previous activities or from the past experience of other communities within the larger school context to which 

participants have been exposed. These initial structures mediate and steer participants’ actions and interactions 

giving emergence to a shared space of knowledge and new lines of inquiry. The emergent inquiry agenda, in turn, 

creates the conditions for further elaboration or modification of pre-existing structures to address the evolving 

knowledge goals and support related actions. Thus, the inquiry structures that are so dynamically co-constructed 

and in a continuous state of flux help students foster their epistemic agency for directing their inquiry and cognitive 

responsibility for advancing their community’s knowledge. We position and interpret teacher moves in the context 

of both these historical and dynamic aspects of the inquiry trajectory. The purpose of the study is to see how the 

teacher dialogic support plays out as part of the community’s co-constructing of inquiry structures to enhance its 

regulation of shared practices. To this aim, our analysis attends to the way that discourse, both talk-in-interaction 

and inner discourse, can be used to provide an accumulative and continuing frame (Mercer, 2008) to enable 

students participation on equal footing in the control of these practices. We explore the teacher role in a classroom 

of fourth-graders who investigated light using a knowledge building design and an open-ended inquiry approach.  

Method 

Classroom context 
The data we analyzed are from a fourth-grade classroom at the Dr. Eric Jackman Institute of Child Study 

Laboratory School of Toronto participating in a three-month study of light. The unit of study was carried out using 

the knowledge building pedagogy and Knowledge Forum (Scardamalia & Bereiter, 2006), an online technological 

platform for writing, co-authoring and building-on others’ notes through a set of scaffolds that help students 

develop, monitor and deepen their understanding. As part of the knowledge building curriculum and design 

principles, students investigated light by engaging in whole-classroom discussions, small-group practical 

activities, including experiments, demonstrations and reciprocal reading and by contributing their knowledge to 

the online discourse in Knowledge Forum (KF). They were encouraged to exert epistemic agency by identifying 

questions to investigate as knowledge goals, generate ideas and leverage empirical evidence or authoritative 

sources of knowledge to make progress in deepening their understanding. Guided by the principle of collective 

cognitive responsibility, students engaged in sustained efforts of improving knowledge and deepening problems 

of understanding by bringing their ideas to the collective space of classroom and online discourse and subjecting 

them to questioning and refinement. At the time of the study, the teacher had several years of experience in 

implementing knowledge building designs and principles. To conduct the inquiry unit on light, he adopted an 

opportunistic collaboration design, encouraging students to participate flexibly in the different inquiry areas 

identified by the classroom. He tried to not direct the study both in terms of problem goals and collaboration 

strategies, allowing for spontaneous grouping and re-grouping in relation to the evolving students’ foci. He sat in 

circle with students during whole class talks or circulated among small groups to engage them in discussions 

about progress with their inquiry. This context, rather than in traditional lessons, grants students an initial 

advantage to exert agency and authority in the knowledge building process. 

Data sources and analysis 
The whole data set includes video recordings of 11 class episodes, online notes in Knowledge Forum 

(168 discussion notes and 48 personal reflection notes) and a teacher’s reflection journal (17 daily entries). 

Observation and data collection followed a three-year long design-based research comprising three iterations of 

Knowledge Building Communities design (Zhang et al., 2009). Throughout this period, a trustful relationship 

developed between the principal investigator (second author) and the teacher leading the latter to progressively 

step in to participate in the design interventions. The analysis in this study was conducted holding awareness of 

this contextual background. In examining how the teacher scaffolding played out to support the community’s 

construction and shared regulation of its inquiry we mainly considered two types of data sources: Excerpts of 

classroom interactions (names of participants have been replaced by pseudonyms) and the reflection journal. The 
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 latter documents a teacher practice conducted beyond classroom interactions for the purpose of supporting the 

ongoing inquiry. In this case, the process of scaffolding involves, first, observing and assessing an activity or 

situation; then, reflecting upon what observed and connecting it to the desired goals; and finally, responding to 

opportunities or constraints that emerged from the reflection by designing, planning or adapting subsequent 

actions (Bakker et al., 2015). Thus, we examined how the teacher support to build on and adapt shared inquiry 

structures was carried in his practice of reflection and his interaction with students.  

Data were analyzed using the method of discourse analysis with a focus on the temporal dimension. In 

particular, we drew on the ethnographically grounded approach to discourse analysis proposed by Gee and Green 

(1998), which offers analytic guidelines for exploring what semiotic and sociocultural connections are proposed, 

recognized, or made relevant in discourse to ideas, people, practices and interactions located in the past or the future. 

We combined this approach with the multiple timescale analytic perspective of Lemke (2000), who suggests that every 

moment-to-moment action or activity be viewed as interdependent with one another and adding up to a longer timescale 

process that constrains what is more suitable or likely as consequent actions. We started with a broad-stroke 

exploratory analysis to look for patterns that displayed features of discourse moves as informed by the conceptual 

framework. We understood the purpose of a specific teacher move and how it allows the emergence of structures 

by moving back and forth through the sequence of episodes and trying to make sense of it as part of a dialogic, 

cohesive process (Mercer, 2008) generative of cross-temporal connections. We then identified a few meaningful 

illustrations of these patterns and unpacked the historical and dynamic features. We later discuss how these 

patterns introduce opportunities to students for taking on a regulating role in co-structuring their inquiry. 

Findings 

Structures leveraging connections between past, present and future 
The teacher draws students’ attention on discussion topics by linking these to memories of past shared knowledge 

and events as a way of justifying, legitimizing and providing the resources for orienting the future activity. In this 

way, he creates a meaning-making structure that helps students carry on actions that build into continuity.  

Connecting the topic of light to prior students’ knowledge embodied in artifacts 

During the first classroom discussion episode at the beginning of the inquiry, the teacher showed notes written in 

a former view of Knowledge Forum when students were in Grade one. One of these notes, in particular, contained 

a theory about how animals’ fur color adapts to light. What follows is the teacher’s journal entry on this episode: 

Using the data-projector (…) we looked at the "Adaptive Weirdos" view in the old Grade one 

database created by the current Grade four students. The students enjoyed seeing their notes and 

illustrations. The last note we opened was Julien's. It contained a theory about grey fur 

"reflecting" light away from his creatures’ eyes so that it can see better. This note generated an 

interesting discussion on how light responds to color. (…) It also happened to be snowing 

outside after a few weeks of very mild spring weather. The discussion progressed to snow and 

the color white. We asked the question if there was a reason why snow was white. The students 

had many theories to share (…) We posted the theories on the board. 

From this reflection, it appears that an inquiry focus emerged and evolved spontaneously in response to 

students’ renewed interest in their Grade one notes and also to the concomitant snowing event that generated 

meaningful connections between theories of animal adaptation, color and the new topic of light. The illustration 

of old notes was an intentional action designed to elicit such connections and use these as foundations for the 

future inquiry. The teacher built an initial interactional frame by activating prior knowledge and offering students 

the opportunity to develop an inquiry thread in connection to their shared previous knowledge. He did not 

determine upfront how students would link their past theories to new questions about light. Instead, during the 

interaction, students dynamically leveraged their previous theories as well as the occurrence of the snow fall to 

raise questions and offer new ideas as new inquiry lines. A further entry in his journal provides evidence for how 

the teacher positioned his role in relation to the inquiry work, recognizing that the emergence of future inquiry 

directions built on students’ initial interests, pre-existing knowledge and contextual circumstances: 

In terms of light, I have no preconceived notions as to how the study will take place other than 

that the students have identified it as a topic of interest and that our introduction to it seems to 

have originated from an archived Grade one note on adaptation, and the coincidence of a snowy 

spring day. 
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The emergent collective focus – i.e. study of the light-color relationship – became an inquiry structure that 

influenced students in identifying the problems they wanted to investigate. This focus was embodied in a new 

view in Knowledge Forum that the teacher created as reported in his journal following the first whole classroom 

episode: 

 

I created a new view in the database called “Grey Fur and White Snow”. I copied portions of 

Julien’s Grade one note as background of the new view. A brief paragraph explains the origin 

of the view. 

 

Figure 1 shows the new view “Grey Fur and White Snow” with the note from Grade one inserted in it. 

The title chosen by the teacher for this view together with the inscribed former note constitute a symbolic trace 

connecting past students’ knowledge to the present focus of discussion and the generation of further questions to 

investigate. The view thus embodies the historical and dynamic aspects of a structure functional to sustain 

students’ inquiry. Its design reflects the teacher’s intention to involve students in a cumulative and progressive 

inquiry journey highlighting the continuity of their learning experience. 

 
Figure 1: Knowledge Forum view called “Grey Fur and White Snow”. 

Leveraging students’ accumulated experience with Knowledge Forum to support a reflective use of 
the tool.  

The teacher reflected further on his role in the inquiry by analyzing his and students’ experience of knowledge 

building pedagogy. He noticed that not all Grade four students in the previous years were keen on working with 

Knowledge Forum and that their feeling about the technology would influence their preference for Grade five 

teachers (knowing that one teacher would continue teaching with Knowledge Forum and the other would not). 

This reflection induced him to adapt his plan for the current year by letting students use the platform spontaneously 

as reported in the teacher’s journal: 

My focus this year, is to let the students lead the direction of the study. (…) I noticed in the past 

three years, students either graduated from Grade four with a love or hate for KF. This feeling 

would direct their wish for which Grade 5 teacher to have the following year (…). This year, I 

wanted to downplay the use of KF, using it when only the students felt it was appropriate. Funny 

enough, this unique group of students from the onset of school this year, have directed the 

knowledge building to occur on the database. The original study of Greek Mythology was not 

intended to take place on the database but the students felt it would be the best place to store 

and share the information they were gathering about each God. (…) It was a student who 

suggested a math question be placed in the database to ensure its life span. Prior to this year, I 

had not attempted to "do math" on KF. This group of students was the first to challenge me in 

my description of the portfolio views as a "private place" in the database. They asked me why 

the knowledge building could not continue at this level and questioned if there really can be (or 
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 should be) a "private place" on KF. We have attempted to use the database as a means of peer 

editing our paragraphs, using scaffolds to comment on writing rather than frame it. 

In this excerpt of his reflection journal, the teacher reported several instances of the way students 

perceived Knowledge Forum and how they adapted, reshaped and reinterpreted the existing tool structures in 

flexible ways over time to support their activity. They extended the scope of the database to support the study of 

other curriculum units such as Mythology and Math. They challenged the private character of portfolio notes 

(personal notes where students write their own evolving understanding of the problems investigated) and 

suggested that they could be the place for others to contribute knowledge and, finally, they explored other 

scaffolds to enable peers editing of someone’s theories or ideas in online notes. We see how the teacher stepped 

back from his initial plan and envisaged shifting the regulating role to the students as a result of a temporal 

analysis. He invoked memories of other students experience in previous years and related these to the students’ 

enhanced competence with the tool accumulated since the beginning of the school year. The teacher reflection 

displayed internal persuasiveness, a characteristic of dialogic discourse (Bakhtin, 1981), when he related two 

competing personal considerations of how students communities positioned themselves towards Knowledge 

Forum over time. 

Co-designing open and flexible inquiry and collaboration strategies built on past teacher’s experience 

As a second reflection step, the analysis of the different approaches to knowledge building taken in the previous 

three years informed the teacher on the potential of a flexible inquiry structure in terms of having students decide 

what problems to investigate and with whom working: 

In analyzing the data from the past three years, it seems true (contrary to my original 

hypothesis), that there has been progress each year in the significant change from pre-test to 

post-test, significantly more activity each year, and even the portfolio notes themselves seem to 

suggest that the students have been demonstrating epistemic agency. Building from last's years 

success – a year with students working organically in any study group they were interested in – 

with less structure, I think this year, I will continue to test the boundaries by consciously trying 

to not influence the direction of the study. (…). 

Teacher’s reflection about how students grew into the knowledge building activity and out of external 

control in directing their inquiry paved the way for giving them a higher level of agency in the knowledge building 

process. The teacher shared his reflection with students in a subsequent classroom discussion: 

1 Teacher: I know how we started looking at this [study]. We looked at a weirdo note, a weirdo 

kinda day connected to light that you identified at the beginning of the year. You have 

written problem notes and problems of understanding. 

2 Sylvie: If we want to study light, we split off into groups, one “rainbows”, one “prisms”, then 

close to end of study, we get together and tell them what we did and people won't only 

know about what they studied. 

3 Chloe: I remember in Grade 2, when studying the ancient Egypt, each group studied something 

different  and groups did a presentation. 

4 Sienna: We should split into groups, do a presentation and an experiment to show what we have 

learned. 

5 Teacher: The first year we did Knowledge Forum, we had students work in groups. There was a 

lot of knowledge building only within the small groups (…). Students knew nothing of 

the other groups, they only learned about one thing instead of learning about six things. 

The second year, students worked in groups, but always knew about what the other 

groups were doing because were always reading and writing in all the views. (…). The 

third year, we divided questions into views, nobody was assigned to a view, you could 

work into any views that you wanted. I thought it wasn’t going to work, because 

students need to work in one group to get a deep understanding. (…) Data [from the 

survey] showed that students in the third year understood problems best [because] they 

were given the option of choosing the view they wanted to study in. 

6 Sylvie: We could do that. Maybe we could be each in one group and every week each group 

could be working on another thing.  

7 Teacher: Knowledge building is about working with people who want to work...not just friends. 
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 8 Greg: We can work with people who share the topic you want to work on. 

9 Teacher: These are all your questions; I don’t know which direction this will go in. 

 

The teacher did not explicitly introduce the topic of how carrying out the inquiry nor did he present it as 

a plan he decided on upfront. Instead, he organized his discourse about the matter stepwise. He initially pointed 

students' attention to what the classroom as a whole accomplished so far and how past steps enabled them to 

identify problems to investigate (line 1). This introduction triggered a discussion on how to work on these 

problems, what sort of groups should be formed and how they should share their inquiry work (lines 2-4). The 

discussion yielded a symmetric interaction during which some students contributed ideas on the working strategy. 

Taking up these ideas, in line 5 the teacher recalled his past experience reporting on different approaches of 

organizing the inquiry work in other classrooms and highlighting how each approach affected learning. He 

provided factual elements, shared initial beliefs and weighed them against the evidence. By making visible in his 

reasoning how he builds connections to and critically analyzes past structures, the teacher modeled an interpretive 

framework to inform or guide future decisions. He thus offered students an opportunity to position with agency 

in appropriating and adapting previous strategies. His account may have probably influenced or constrained 

students’ orientations but did not determine how or with whom students eventually would work in the classroom. 

The subsequent turns (lines 6-9) give evidence of how invoking of pre-existing strategies dynamically mediated 

students’ interaction and built the foundations for designing future actions without relying on the direction of the 

teacher. We see students offering suggestions for group forming strategies with the teacher simply reminding 

them of the principle guiding collaborative work in knowledge building. Then, with a quick twist he connected 

the conversation back to the focal themes of the investigation and displayed a downgraded epistemic stance 

relative to students about the direction of the study. In this way, he subtly showed an effort to turn over to students 

the regulating role of the inquiry focus. 

Structures leveraging connections across classroom communities 
The teacher reflects on and creates opportunities to develop connections with the knowledge building work of 

other classrooms communities so that knowledge generated in other space-temporal contexts can be leveraged by 

students to orient their choices. 

Past visual exposure to other class communities knowledge artifacts shaped students’ choices 

In the following excerpt, the teacher reflected on how students past experience and context may inform and steer 

students’ choices. He first remarked that their Grade one work oriented their approach to investigate light and 

gave emergence to specific lines of inquiry, as discussed earlier. He also noticed how students’ exposure to 

knowledge artifacts developed by former Grade four classroom and exhibited in a common space influenced their 

goals in terms of units they wanted to study during the school year.  

 

I think that their Grade one work on Adaptation is influencing their theories and how they are 

looking at light and color. This is a new approach to light. The students had identified "Light" 

as a topic they wanted to research when asked in the beginning of the year along with 

Mythology, the Middle Ages, Shakespeare, the Holocaust. As the Grade three room shares the 

same hallway, there is exposure to Grade four exhibited work, and thus I think the children 

picked many of the units they knew the Grade fours had studied last year: Medieval Times and 

Light. 

 

 Acting as boundary texts (Lemke, 2000), these artifacts allowed students to interact with their prior 

knowledge and with practices developed by others and to leverage these resources in orienting their interests. The 

teacher recognized the agentic role of former Grade four community in providing guidance to students. The work 

exhibited in the hallway acted as an initial structure, an area of content of the curriculum (Zhang et al., 2018) that 

students adopted to outline their plan of research topics. Yet, as we indicated earlier, they engaged with the 

selected topics flexibly by reinterpreting the use of Knowledge Forum for supporting the inquiry and proposing 

new ways to share and contribute to the knowledge building process. 

Creating opportunities to interact with knowledge accumulated by other classes in Knowledge Forum  

As the inquiry evolved, students identified ‘shadows’ as a focal theme to investigate. Thomas noticed that a view 

in Knowledge Forum called ‘Shadows’ was already created by Grade five/six students and proposed the class the 
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 use of the existing view. His suggestion opened up a discussion among students on the possible future implications 

of taking on this opportunity: 

We looked at the clutter of notes in the original view: Grey fur & White Snow. The students 

suggested we organize the notes into new views. (…). Next we attempted to create titles for the 

new views. Once again we have come up with 6 views! (…) One of the suggested views was 

"Shadows". I told the class that there already is a view on the database created by the 5/6 class 

called shadows and I asked them if we should simply use this view. Some students felt that was 

not knowledge building "we would have their answers before we developed our questions". 

Others felt this might upset the 5/6 students and we should ask permission. Others felt we should 

continue where the 5/6 students left off. 

As evidenced from students’ responses reported in the teacher’s journal, some students were concerned 

about emotional and practical aspects (i.e. how Grade 5/6 students’ reactions), whereas others exhibited higher-

order thinking about what type knowledge they would build if it leveraged existing work by others. Students were 

not only projecting the consequences of taking a certain strategy but also reflecting on the educational point of 

adopting an existing structure as a knowledge practice, "some students felt that was not knowledge building… ."  

The preceding excerpt also indicates a substantial progress in organizing and structuring the inquiry work. Starting 

with the initial view “Grey Fur & White Snow” that the teacher created in Knowledge Forum, students contributed 

several notes reflecting knowledge advancement in the form of new theories and problems of understanding. The 

teacher was intentional in showing students the groupings of notes he discovered in the existing view (he had 

planned this action as reported in an earlier note) as an occasion for reshaping the current structure and creating 

additional views that would better serve the needs of the inquiry. We see how the teacher did not give explicit 

guidelines in this regard. Instead, he elicited students’ reaction by showing them the original view and conferred 

them the authority to organize notes into new views and propose new titles. 

Following the classroom discussion, the teacher reported his own reflection about the opportunity of 

connecting to and using a shared inquiry space of inquiry across communities: 

What would be the ramifications of working in a view created by another class? My gut feeling 

is that this would be great opportunity to examine knowledge building outside of the classroom. 

(…) The Grade 5/6 class was focusing on sun rays and the tilt of the earth. This is not yet an 

area of interest for the Grade four students. I wonder what the impact will be for the Grade fours 

and the Grade 5/6? 

These considerations reflected a teacher’s contemplative stance towards students’ interaction with the 

inquiry work initiated by other students. Again, he harnessed existing structures to project future directions of the 

inquiry and imagine new practices of working creatively with knowledge across classroom boundaries, such as 

building knowledge using inquiry spaces shared by more communities. He did not constrained students to use 

these existing structures but sought to create an opportunity in which they could leverage them dynamically to 

orient their inquiry focus. 

Discussion 
We have identified two main patterns that characterize the way the teacher role played out to support the students’ 

community in regulating its knowledge building processes. The analysis of these patterns showed how the 

teacher's discourse strategically draws on histories of events and relationships to project future actions and 

directions. The teacher was intentional in reflecting on his practices as a long-term trajectory and discovering 

students’ accumulated experience and ideas as means to shape their current inquiry directions and ways of 

inquiring and collaborating. He was able to discern emerging directions from individual contributions and bring 

what he had noticed to collective meetings to reshape the community’s inquiry foci and guide the subsequent 

work of the classroom community as reflected in the Knowledge Forum views. We saw how he established a 

symmetric relationship with students, positioning himself on “the same plane of participation as the students” 

(Tabak & Baumgartner, 2004, p. 420) and allowing them to take control over the problem at hand, as in the 

discussion about group work strategies. He empowered students by positioning them as authoritative sources of 

knowledge as in the case of their Grade one notes or by allowing them to flexibly use Knowledge Forum or an 

existing view created by other students. However, the teacher did more than simply acting as a partner. A partner-

teacher is mainly concerned with inducing students into asking their own questions and monitoring their 

understanding to regulate their learning. In this study, there was a concern with helping the community leverage 
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 shared knowledge and make a reflective and flexible use of existing structures (Zhang et al., 2018), in connection 

with the ongoing agenda, to organize and guide their inquiry. In this sense, the teacher was rather playing the role 

of a participatory co-designer, who elicited, reflected on and interpreted relevant past knowledge to mediate 

ongoing interactions and project future directions and possible students’ practices. The creation of a view in 

Knowledge Forum invoking a former Grade one note and outlining the new inquiry focus emerged from the 

classroom interaction is illustrative of this design approach. Teaching to co-construct shared structures that 

enhance students’ regulation requires, as seen in this study, a systematic effort to engage in a reflective practice 

whereby teachers attend to prior experience, existing knowledge resources and structures in the larger school 

context and envision possibilities for students to harness them. Pursuing this effort enables them not only to 

provide cohesiveness and continuity to students experience but also to empower them to appropriate and adapt 

proposed working practices. 

In our future work, we need to develop a full case picture that examines other forms of building and 

eliciting temporal connections, how they are constituted through talk or other discursive spaces and how they 

contribute to foster students’ shared regulating role. We also need to learn more about what teaching as co-

designing means in the context of inquiry-based collaborative learning, showing how this role is embedded in a 

larger and longer view spanning multiple classroom communities and timescales.  
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