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OZET

Ogretmenlerin mesleki gelisim siirecinde yansitici diisiinme yararli bir pusula
oldugu i¢in bu durum ¢alismasinin odak noktasi, Ingilizceyi yabanci dil olarak 6greten ii¢
katilimcinin yansitict uygulamasidir. Katilimeilar, 12 haftalik yansitici diisiinme siirecine
dahil olmustur. ilk asama yansitic1 yazilar ve grup tartismalari yoluyla séz sorunlari
tizerine digiinmeyi, ikincisi ise yansitici yazilar ve goriismeler yoluyla sinif uygulamasi
tizerine diisiinmeyi kapsamistir. Kesfedici sirali desene sahip bu ¢alismada, 6gretmenlerin
betimleyici ve elestirel yansitict diisiinmelerine dayanan veri dnce nitel, sonra nicel olarak
analiz edilmistir. Nitel analiz bu iki yansitict diisiinme tlriiniin alt gruplarinin
incelenmesini kapsamistir. Nicel analiz ise tek yonlii uyum iyiligi ki kare testine dayal
olarak yapilmistir. Bazi1 ortak noktalara ragmen katilimcilarin yansitict diisiinmelerinde
bireysel farkliliklar ortaya c¢ikti, bu da yansitic1 diisiinmenin erisilecek son seviyesi
olmadigini, yalnizca ¢esitli yollar1 oldugunu gosterdi. Sonuglar katilimcilarin elestirel
yansitici diigiinmelerinin, betimleyici yansitict diisiinmelerinden daha sik ortaya
kondugunu ve elestirel yansitici diistinmelerinin ¢ogunlukla 6gretimi degerlendirmeye
yonelik oldugunu gosterdi. Her bir katilimecmin en ¢ok degindigi bes konu arasinda
yaklasim betimlemesi, inan¢/kani, derslerin olumlu degerlendirmesi ve 6grenci sorunlari
oldugunu ortaya koydu. Elestirel yansitict diistinme agisindan bir 6gretmen bes, digeri
iki, sonuncusu ti¢ 6zellikte gelisim gosterdi. Nicel analizlerin hepsinde istatistik agidan
anlamli sonuglar ¢ikti. Genel anlamda katilimcilarin yazi, tartisma ve goriigmelerindeki
yansitict diisiinmeleri, onlara baglamma yanit verme, bilingli diisiinme ve bilgiyle
Ogretme eylemini biitiinlestirme firsat1 verdi. Boylelikle bu ¢alismanin katilimcilarin

mesleki gelisimine katkida bulunmus olmas1 beklenmektedir.

Anahtar Kelimeler: Yansitict Diisiinme, Yansitict Ogretme, Yansitict

Uygulama, Elestirel Yansitict Diisiinme, Betimleyici Yansitici Diisiinme
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ABSTRACT

Since reflection is a beneficial compass for teachers in professional development,
the focus of this case study is reflective practice of three EFL teachers. The teachers were
engaged in a 12-week reflection process. The first phase involved reflection on lexical
problems through journals and peer discussions. The second was for reflection on
classroom practice through journals and interviews. With a sequential exploratory mixed
methods design, the study involved analysis of the teachers’ descriptive and critical
reflections first qualitatively and then quantitatively. The qualitative side involved
investigation of subcategories of these two types of reflection. The quantitative side
involved one-way goodness-of-fit chi-square test results. Despite some common points,
there were individual differences between the participants’ reflections, which showed that
there is no final level of reflection, just different ways to reflect. The results revealed that
their critical reflection outnumbered their descriptive reflection, and their critical
reflection was mostly related to evaluating teaching. Among the top five topics for each
participant were an approach/procedure, a belief/conviction, positive evaluations of
lessons, and students’ problems. In terms of development in the sense of critical
reflectivity, one teacher displayed increase in five traits, another teacher in two traits, and
the other in three traits. All the quantitative analyses had statistically significant results.
Globally, their reflection in journals, discussions, and interviews enabled them to respond
to the context, engage in conscious deliberation, and integrate knowledge into the
teaching act. In this way, the study is expected to contribute to the participants’

professional development.

Keywords: Reflection, Reflective Teaching, Reflective Practice, Critical

Reflection, Descriptive Reflection
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INTRODUCTION

Language teachers’ professional development is a long and complicated process
(Freeman & Johnson, 1998), but it is of crucial importance for the stakeholders as well
since teachers are the ones who put programs into practice. Insider approaches to
professional development prioritize institutional knowledge in order to promote self-
directed learning. They allow teachers to analyze their own contexts and construct their
own knowledge and understanding of their classroom practices (Richards & Farrell,
2005). Thanks to the insider approach reflective practice involves, it is a highly beneficial
compass for teachers in their self-directed professional development journey (Farrell,
2020). It enables teachers to stop to see what they otherwise miss; that is, they can realize
several valuable incidents in the classroom, distinctive qualities in their teaching style, or
crucial decisions before, during or after classes (Richards & Lockhart, 1996). In brief,
what language teachers need to do for development is not to seek ready-made solutions
outside, but to shoulder responsibility for their own learning by exploring their own
context, testing their assumptions, and synthesizing theory and practice, and reflective

practice is the best way to achieve this.

Various benefits reflective practice brings for teachers makes it indispensable, too.
For instance, they can reach new insights and informed decisions rather than invalid
interpretations by examining their own data, attitudes, beliefs, and assumptions (Farrell,
2020). In this way, teachers can bring “doing, thinking, and knowing what to do” together
(Freeman, 1996 cited in Bailey, 1997). As a result, they can change and promote their
teaching (Richards & Lockhart, 1996), which means that they gain autonomy,
deliberation (Ol¢ii-Dinger, 2022; Pultorak, 1996), and confidence in testing new options
(Richards & Lockhart, 1996).

Besides benefits of reflective practice, what kind of reflection teachers employ
and how should also be investigated. A remarkable classification which attracted several



researchers’ attention was introduced by Ho and Richards (1993) and Farrell (1999). They
categorized reflective practice as descriptive and critical reflection with comprehensive
subcategories. Descriptive reflection is procedural in nature answering, ‘What do I do as
a teacher?’ (Ho & Richards, 1993, p. 32). On the other hand, critical reflection occurs
when teachers investigate and evaluate their teaching, develop theories, or make plans of
action (Ho & Richards, 1993). This classification covers different aspects of reflection

and sheds light on various issues that need to be considered for professional development.

Reflective research so far is mostly qualitative and focuses on benefits of reflective
practice or the effect of a certain instrument. Some of them involve pre-service teachers,
some involve in-service teachers, and others involve teacher trainers but most of them
disregard collaboration with students or peers. Analysis of different types of reflection is
not very common in the body of research. There are also differences between the studies
in terms of the instruments they use. The most common are interviews, discussions, and

journals; however, very few use these three together.

In this study, reflective practices of teachers are examined through their reflection
on a common topic they chose together during a meeting held before the research started.
First, they decided to investigate written rather than spoken data as it could be observed
and improved through activities both during and after class. Then the participants agreed
to focus on lexical competence since they thought it was what their students needed to
improve. As a result, the topic for the teachers’ reflection was their students’ lexical

problems in written production.

This case study aims to contribute to literature by investigating three EFL
teachers’ descriptive and critical reflection, specifically on lexical problems in written
production, besides their development in critical reflectivity as part of their professional
development. What makes this research distinctive is that with a sequential exploratory
mixed methods design, it involves data from journals, peer discussions, audio records of
lessons, student feedback, and interviews, which were analyzed first qualitatively and

then quantitatively. The study aims to answer these research questions:

1. What type of reflection (descriptive or critical) do English teachers commonly

use?



2. What kind of descriptive reflection do English teachers employ? What kind of
critical reflection do English teachers employ?

3. Does this process develop the use of critical reflection over time?



CHAPTER 1
REVIEW OF LITERATURE

This chapter aims to present key issues and studies as an outline of the research
area and thus provide background to the study. It starts with what reflective practice is,
how it is conducted, and its pros and cons. The chapter ends with review of research on

reflective practice.
1.1. Reflective Practice: What

Learning to teach is a long and difficult journey for language teachers. During this
journey, reflection can serve as a compass that they can use to stop to see their current
position and identify their destination while moving spirally from thought to action and
vice versa (Farrell, 2020). After we explore the role of reflective practice in professional
development, we discuss its qualities and categories and ask whether it is possible to

improve reflective practice.
1.1.1. Professional Development and Reflective Practice

Since teachers have a vital role in education as actors of programs
(Kumaravadivelu, 2003) and they constantly need to revise and improve their knowledge
and skills, their development as an ongoing process also has immense significance.
Professional development certainly brings countless advantages for the teacher such as
broadened understanding and a wide repertoire of knowledge and skills (Sadeghi &
Richards, 2021), senior positions, better performance, enhanced retention (Richards &
Farrell, 2005), opportunities for specialization, flexibility, tolerance (Collins & Giin,
2019), and preparation for and adaptation to the changes in the field (Sadeghi & Richards,
2021). In addition, professional development of practitioners of programs has substantial
benefits for the stakeholders. As well as enhanced level of learning for the students, it

brings the institution satisfactory outcomes, success, popularity (Richards & Farrell,



2005), socilization (Sadeghi & Richards, 2021), collaboration, preservation of inside
knowledge, and contributions to accreditation (Collins & Giin, 2019).

How teachers can achieve professional development has been under discussion
for a long time. Even if experience is seen as “the starting point for teacher development”,
without systematic analysis it is not sufficient for teacher development (Richards &
Lockhart, 1996, p.4). Thus, Widdowson (2003) claims that expertise outweighs
experience. To be more specific, what novice teachers need is not “reflecting what other
teachers do, but reflecting on why they do it.” In other words, they need to examine the
rationale behind a specific practice, judge its validity, and adapt it to their own context.
As aresult, professional development is an expected outcome for expert teachers who can
bring knowledge and action together, construct their theories based on interpretation of
their context, and reflect and deliberate consciously (Tsui, 2009). To conclude, teachers’

aim should be to gain expertise rather than experience.

Administrators, teacher trainers, and researchers also need to consider how to
organize and run professional development programs and examine various major
obstacles that might be encountered. For example, although action research is an effective
teacher development practice, Bailey (1997) mentions not only lack of time, expertise,
and support but also fear of being declared unqualified and of making their experience
available as limitations. In addition, other contextual factors such as dissatisfaction with
salaries, lack of motivation, lack of institutional support, inefficient management, and
cost and quality of professional development programs are among the obstacles that
negatively affect the process (Sadeghi & Richards, 2021). Another significant
impediment is when teachers prioritize satisfying inflicted requirements rather than
promoting students’ learning and adjust to the measure of control on their performance
in order to “[gain] or [protect] territory, security, and status” in their institution as a
political network (Schon, 1983, p.332). In order to overcome all these problems in the
path of professional development Sadeghi and Richards (2021) suggest some measures
and solutions such as recruitment of capable teachers, increase in salaries for higher
motivation, acknowledgement of teachers’ beliefs and values, recognition of teachers’
roles in the society, prevention of fossilization, needs analysis in professional
development, variety in professional development activities, engagement of in-service

teachers in development of professional development activities, follow-ups and



evaluation of professional development activities, increase in institutional support and
rewards for professional development activities, rewards for engagement in professional
development activities, encouragement of teachers’ positive attitudes towards their
professional identities and professional development activities, a bottom-up approach in
professional development programs, and emphasis on teacher learning instead of teacher

training.

Even though they all aim to help teachers to improve in specific areas, teacher
development programs can vary in their emphases. Regarding the selection of content and
the priority of context in the development program, they may have outsider or insider
approaches. With content-based pre-determined programs, ready-made solutions, and
short-term results (Yaman, 2004), outsider approaches prioritize knowledge outside the
institution, in particular knowledge of experts based on general theories and principles
(Richards & Farrell, 2005). Sadeghi and Richards (2021) mention benefits of training-
oriented teacher development courses for novice teachers as they focus on procedures,
tecniques, and strategies, and they add that this is just the first step. On the other hand, by
allowing teachers to analyze their own contexts and construct their own knowledge and
understanding of their classroom practices, insider approaches highlight institutional
knowledge in order to promote self-directed learning. What is more, taking part in the
formation and application of professional development programs help teachers feel
ownership over the learning process and might promote student learning. In this way,
teachers shoulder responsibility for their own learning and gain autonomy. Thus, there is
a growing tendency towards insider approaches in the field (Richards & Farrell, 2005).
Similarly, Richards and Lockhart (1996) encourage teachers’ engagement in “collecting
information about their teaching either individually or through collaborating with a
colleague, making decisions about their teaching, deciding if initiatives need to be taken,
and selecting strategies to carry them out” (p. 3). To sum up, outsider approaches value
received knowledge whereas insider approaches focus on experiential knowledge, which

makes the teacher more active in a bottom-up process.

Nonetheless, it is unfavorable to focus on only one type of knowledge and
underestimate the value of the other. Wallace and Bau (1991) suggest that there should
be a reciprocal relationship between received knowledge and experiential knowledge,

which could be built thanks to a reflective approach. In this case, the received knowledge



should be reflected on considering the classroom experience, and the experiential
knowledge should strengthen the received knowledge. They call this ongoing process the

“reflective cycle” (p. 55).

The cyclic relationship between experiential knowledge and received knowledge
that reflective practice involves is significant in teacher development, and its origins can
be found in constructivism. According to the constructivist movement, a stone is not the
same for someone only using his or her senses and for someone knowing about its history
and future use (Dewey, 1910); hence, meaning and context have a vital role.
Constructivists indicate that knowledge and understanding are “slowly constructed” as
individuals build their own “versions of reality” based on their prior experiences. This
means that rather than discovering the reality, each individual constructs their own reality
which is not necessarily the same as others’ (Pritchard & Woollard, 2010, p. 2-7). It is
also essential to avoid “nothing-but type of reasoning” in order to “reconstrue life and
find renewed hope among stark realities” (Kelly, 1991, p. 108). As a result, the focus on

conscious inquiry of experiences paved the way for reflective teaching (Dewey, 1910).

Thus, a constructivist approach could be beneficial in language teacher
development since teachers may react differently in the same context due to differences
in their experiences, priorities, and prior knowledge (Freeman & Johnson, 1998) and
“there is no single path teachers should follow for their professional development”
(Sadeghi & Richards, 2021, p.6). Learning is constructive, and “all of our interpretations
of the universe can gradually be scientifically evaluated if we are persistent and keep on
learning from our mistakes” (Kelly, 1991, p. 11), so “learning to teach is a long-term,
complex, developmental process that operates through participation in the social practices
and contexts associated with learning and teaching” (Freeman & Johnson, 1998, p. 402).
With a focus on such aspects as learning strategies, learner beliefs, and teacher thinking,
constructivist approaches in language teaching require learners to make individual
contributions to learning and teachers to make their own sense of their contexts and act
as a reflective practitioner (Richards & Schmidt, 2002).

Reflective practitioner was found to be the optimal teacher role in comparison to
two others, passive technician and transformative intellectual (Olgii-Dinger, 2022).

Reflective practice could help teachers form and improve their teaching style. For



instance, through reflective practice they can learn more about their role in the classroom,
their students’ expectations of the teacher's role, and differences, if any, between these
two (Richards & Lockhart, 1996). In addition, reflective teachers’ informed decisions
about their teaching are likely to result in “convergence of [their] beliefs and classroom
practices” (Farrell, 2011, p.272). This is because reflection helps them to “integrate the
two processes, ‘practicalizing theoretical knowledge’ and ‘theorizing practical
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knowledge’ (Tsui, 2009, p.432). This can be achieved through “experimentation and

exploration”, “problematizing the unproblematic”, and “responding to and looking for
challenges” (Tsui, 2009, p.437). Therefore, reflection has a significant place in

development of teachers’ expertise.
1.1.2. Definition and Classification of Reflective Practice

For Dewey (1910), reflection, unlike routine thinking, involves “active,
persistent, and careful consideration of any belief or supposed form of knowledge in the
light of the grounds that support it and further conclusions to which it tends” (p.4). His
views reveal basic characteristics of reflection. First, as a process that involves
construction of meaning, reflection helps to see how experiences and ideas are related
and connected. Thus, it brings constant learning and development of the individual and
the society. Next, because reflection originates from scientific inquiry, it is systematic.
Finally, reflection requires social interaction and positive attitudes towards personal and

social development (Rodgers, 2002).

Teacher learning is a cognitive process involving personal construction and

reflection (Richards & Farrell, 2005). Therefore, in our context reflection is

[a] cognitive process accompanied by a set of attitudes in which teachers
systematically collect data about their practice, and, while engaging in dialogue with
others, use the data to make informed decisions about their practice both inside and
outside the classroom (Farrell, 2020, p. 123).

In addition to this definition, Farrell (2020) suggests six principles of reflective practice.
Accordingly, reflective practice is “holistic” and “evidence based”. In addition, it is “a
way of life” that “involves dialogue”, “bridges principles and practices”, and “requires a

disposition to inquiry” (p. 9).



The fundamentals of reflective practice could be stated as “observed performance
and expressed beliefs” (Larrivee, 2008), but what reflection is not should also be kept in
mind. Farrell (2018) warns against regarding reflective practice as “a set of prescriptive
techniques and recipe-following checklists teachers much follow” (p. 3). In this regard, it
is a tool (rather than an end) bringing theory and practice together and contributing to the
society as well as the individual (Rodgers, 2002).

As for classification of reflection, scholars have different perspectives. They
handle reflection according to its types, levels, dimensions, or stages. Van Manen (1977)
lists levels of teacher reflectivity as empirical-analytic paradigm, hermeneutic-
phenomenological paradigm, and critical-dialectical paradigm. Empirical-analytic
paradigm, the lowest level, involves an instrumental rather than a practical attitude.
Reflecting on how to make the curriculum more effective through knowledge is an
example of this. As for hermeneutic-phenomenological paradigm, it aims to reach various
types of curriculum data based on different phases of curriculum practices. Finally,
critical-dialectical paradigm, the highest level, aims to provide interactive social settings
crucial to “genuine self-understanding, emancipatory learning, and critical

consciousness” (pp. 221).

Later as a teacher in a professional school who is also involved in four other
professions, Schon (1983) explored professional knowledge in order to fill the gap
between research and practice and thought and action. He distinguished reflection-in-
action, which involves inquiry during practice, from reflection-on-action, which involves
inquiry after practice. Although he accepted both, his focus was more on reflection-in-
action. He stated that reflection in and on action could involve a variety of topics such as
norms and appreciations underlying a judgement, tacit strategies and theories in

behaviors, feelings leading to certain actions, or roles within the institution.

The classification of reflective practice Bartlett (1990) introduced involved five
phases in a cycle rather than in a linear or sequential relationship. He presented these

phases along with helpful questions.
» Mapping: What do | do as a teacher?

* Informing: What is the meaning of my teaching? What did | intend?



« Contesting: How did | come to be this way? How was it possible for my present

view of teaching (with reasons) to have emerged?
* Appraisal: How might | teach differently?
« Acting: What and how shall I now teach? (pp.209-213)

Based on Van Manen (1977), Pultorak (1996) suggested three levels of teacher
reflectivity. The first level is technical rationality and involves technical application of
knowledge and principles. The second, practical action, involves analysis of learner and
teacher behaviors to find out whether objectives were met. The final one is critical
reflection, which highlights the value of knowledge and social conditions without being

biased.

Considering the deficiencies in Bartlett (1990), Ho and Richards (1993)
distinguished between descriptive and critical reflection and listed five subcategories as

presented in Table 1.1:

Table 1.1: Descriptive and Critical Reflection

Categories Descriptive Topics Critical Topics
1. Theories of Theories and beliefs about ~ Theories and beliefs about
teaching teaching and learning teaching and learning
e a belief or conviction e ajustification for something
e an expert's views e apersonal opinion
Applying theories to Applying theories to classroom
classroom practice practice
e how atheory was e contradictions between
applied theory and practice

e how theories changed
2. Approaches and Approaches and methods The teacher's knowledge
methods in teaching e pedagogical knowledge
The content of a lesson e knowledge and experience
The learners
The school context

3. Evaluating Solutions to problems Evaluating lessons
teaching e seeking solutions from e positive evaluations of
the tutor lessons
¢ negative evaluations of
lessons

Diagnosing problems
e student's problems
e classroom interaction
o teacher's problems
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Solutions to problems
o alternative ways of
presenting a lesson
¢ deciding on a plan of action
4. Self-awareness Perceptions of themselves as
teachers
o their teaching style
e comments on their language
proficiency
Recognition of personal growth
Setting personal goal
5. Questions about Asking for advice and Asking for reasons
teaching suggestions

(pp.32-33)

Descriptive reflection is procedural in nature answering ‘What do I do as a
teacher?’” (Ho & Richards, 1993, p. 32). Description of the content of a grammar lesson
is an example of descriptive reflection. On the other hand, critical reflection refers to
“evaluation, self-analysis, theory building, and planning” (Ho & Richards 1993, p. 32).
Expressing an opinion about the value of classroom observation is an example of critical
reflection. Farrell (1999) used the categories presented in Ho and Richards (1993), but
unlike them he categorized the learners’ background information, the relation between
teaching and the school context, teaching style, and comments on their language
proficiency as descriptive rather than critical.

Jay and Johnson (2002) introduced a typology for pre-service teachers that
involved descriptive, comparative, and critical reflection without expecting a rigid
hierarchy. Descriptive reflection refers to identification of the problem. Comparative
reflection involves handling the problem from alternative perspectives. Finally, critical
reflection refers to integration of the implications into a new understanding. Although
they used three different labels, they had a holistic approach to the typology aiming to

encourage various dimensions.

Larrivee (2008) examined the classifications in the literature and developed a tool
to determine teachers’ levels of reflective practice. The four levels in the tool were pre-
reflection, surface reflection, pedagogical reflection, and critical reflection. Teachers at
pre-reflection level do not make thoughtful connections between instances in the
classroom and others or justify their beliefs with experience or research. They see
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problems beyond their control and have a general attitude towards students’ needs.
Teachers at the level of surface reflection focus on procedures to fulfill requirements and
justify their beliefs with experience, but not research. They accept students’ needs.
Teachers at the level of pedagogical reflection consider effects of their teaching on
learning and ways to improve learning and justify their beliefs with experience and
research. They have a multidimensional perspective towards education. Teachers at the
level of critical reflection are constantly involved in reflection exploring philosophical
views and classroom practice. They reflect on the effects of personal, familial, and social

conditions on students and value democratic and ethical issues.

Benefiting from both Dewey’s and Schon’s approaches but without separating
reflection and action, Farrell (2015) developed a holistic framework — Framework for
Reflecting on Practice. With five levels of reflection, this framework starts with reflecting
on philosophy and then moves to principles, theory, practice, and beyond practice.
Encouraging evidence-based reflective practice, the framework allows teachers to

become more aware of the origins, meanings, and impact of their actions.
1.1.3. Developing Reflective Practice

In literature there are different views about developing reflective practice. Some
scholars believe teachers can improve their reflection throughout the process while others
highlight the significance of supervision. The most important issue is related to moving
from one level or type of reflection to another. Researchers also discuss whether one level
or type of reflection is better than others. Overall, it would be more realistic to expect

“expansion” rather than “change” in terms of development (Watanabe, 2016, p.167).

Ho and Richards (1993) introduced seven traits of development in critical
reflectivity to see if there was a change at the end of the reflective process. These are (1)
“a greater variety of types of critical reflectivity”, (2) “being more able to come up with
new understanding of theories”, (3) “being more able to reflect across time span and
experiences”, (4) “being more able to go beyond the classroom to broader contexts”, (5)
“being more able to evaluate both positively and negatively”, (6) “being more able to
solve problems by the teacher”, and (7) “being more focused on "why" questions” (p. 35).

They found no great change in the participants’ degree of critical reflectivity, and they
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suggested training teachers in reflective writing. Farrell (1999) used an adapted version
of these traits to examine development in critical reflectivity.

Some scholars with a hierarchical approach expect teachers to make a shift from
one level or type of reflection to another, especially from descriptive reflection to critical
reflection. This is also regarded possible for novice teachers as well as pre-service
teachers as long as they receive support (Farrell, 2018; Larrivee, 2008). For one thing,
critical reflection is generally considered to be an advanced level. Larrivee (2008) claimed
that critical reflection is “the desired goal to reach over the course of one’s professional
career” (p.345). She also considered questioning whether a practice is the right thing to
do as a higher level of thinking than inquiry of doing an activity in the right way. For
another, descriptive reflection helps teachers see what is happening while critical
reflection allows them to take control. For instance, Farrell (2011) found out that the
participant in his research became aware of the communication flow in her classroom in

the descriptive phase but was able to shape it as she wanted in the critical phase.

On the other hand, for some scholars with a holistic approach, teachers need not
move from one level or type of reflection to another because they do not vary in value.
For instance, Jay and Johnson (2002) or Watanabe (2016) do not consider critical
reflection better than descriptive reflection. Descriptive reflection is “a crucial first step”,
and it is not possible to attempt to solve a problem, question its roots, or see it in the big
picture before it is identified (Watanabe, 2016, p. 34). Moreover, although descriptive
reflection might seem simple it should not be underestimated (Jay & Johnson, 2002).
Externalization of an issue during descriptive reflection could serve as a clue since it helps
teachers notice recurrent themes in their reflection and point to their values or

assumptions.

Most importantly, it is unlikely for teachers to go through levels of reflection in a
linear way because reflection itself is cyclic in nature (Bartlett, 1990; Wallace & Bau,
1991; Watanabe, 2016). Also, there is no order in progress because it is personal (Yu,
2018; Watanabe, 2016). At this point it might be useful to see how Hunt (1998, emphasis
in original) preferred to warn potential reflective practitioners — “CAUTION! RP
(Reflective Practice) DOES NOT PROCEED IN AN ORDERLY FASHION!” (p. 28). In
the same vein, being a reflective teacher does not mean being reflective all the time. Olgii-
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Dinger (2022) reports some teachers who used to be reflective but had to turn into a
“passive technician” because of national exams, curricular requirements, and the political
system. She concludes that “teacher roles are situated”, and teachers can adjust
themselves depending on the contextual needs (p.331). Similarly, when Korkmazgil
(2018) investigated development in critical reflectivity, she found individual differences
and indicated that absence of development did not mean absence of reflection. Watanabe
(2016) adds that because the elements teachers focus on at different stages of their career
might vary based on their goals and context, reflection at different times might involve
different directions — the past, inner world, or outer world. As she concludes, “there is no

‘final’ stage of reflection, only varying ways to reflect” (p.32).
1.2. Reflective Practice: How

How reflective practice is conducted is significant because if it is done in an
inappropriate way, it might result in adverse effects. For effective reflection, Giin (2010)
suggests engaging teachers in “a thorough reflective process” integrated into classroom
practice rather than “merely preach[ing]” reflection; otherwise, they would just “react”,
not “reflect”. This could be more effective than trying to improve classroom techniques

and procedures (pp. 131-133).

Such a process requires teachers to gather data, analyze their attitudes, beliefs,
assumptions, and teaching practices, and use this information as a basis for reflection
(Richards & Lockhart, 1996). These informed decisions are significant since some
teachers tend to evaluate their practice merely based on students’ response which might
have nothing to do with the quality of the teachers’ performance and thus be misleading
(Farrell, 2020). As a result, the data collected and attitudes, beliefs, and assumptions
examined during the reflective process would lead to systematic evidence-based

outcomes rather than invalid interpretations.

Reflective process also brings questions that involve investigation of the current
situation, value systems, and available alternatives along with their limitations (Richards
& Lockhart, 1996). This means that reflective teachers need to go beyond “how to”
questions to see the big picture and thus focus on “what” and “why” questions. In other
words, they need to focus on the principles in their practice rather than technical skills.

Based on Dewey’s ideas, Bartlett (1990) summarised the principles that should be
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considered during the reflective teaching process: (1) The issue upon which the teacher
reflects must occur in the social context where teaching occurs. (2) The teacher must be
interested in the problem to be resolved. (3) The issue must be ‘owned’ by the teacher —
that is, derived from his or her practice. (4) Reflection on the issue involves problem
solving from the teaching situation in which the teacher is located. (5) Ownership of the
identified issue and its solution is vested in the teacher. (6) Systematic procedures are
necessary. (7) Information (observations) about the issue must be derived from the
teacher’s experience of teaching. (8) The teacher’s ideas need to be tested through the
practice of teaching. (9) Ideas about teaching, once tested through practice, must lead to
some course of action. There is a tension between idea and action which is reflexive; once
it is tested the action rebounds back on the idea which informed it. (10) Hence, reflexive
action may be transformed into new understandings and redefined practice in teaching.
(pp.207-208)

Teacher development through reflective practice can be achieved using various
procedures that require individual or collaborative work. Farrell (2018) reviewed 138
reflective studies between 2009 and 2015 and examined the instruments that were used.
In descending order of frequency common instruments in the body of research were found
to be discussion (involving teacher discussion groups and post-observation conferences),
journal writing, classroom observations (self, peer, etc. with or without video/audio),
action research, narrative, lesson study, cases, portfolio, team teaching, peer coaching,
and critical friend/incident transcript reflections. The results also revealed increasing
popularity of such online reflective tools as forums, chats, and blogs. Another point is
that a significant drawback of collaborative tools might be fear of offending peers, which
might result in a reduced amount of reflection. Farrell (2018) concluded that choice of
reflective practice instruments should depend on the teachers’ needs with a bottom-up

approach instead of trainers’ prescriptions.

Institutional factors play a crucial role in reflective practice. Negative effects of
unsuccessful administrators, crowded classrooms, heavy workload, obligation to cover a
specific amount of content within limited time, and lack of flexibility on teachers who
would like to try reflective practice are noteworthy (Olgii-Dinger, 2022; Schon, 1983).
Peer relations should also be considered as reflective teachers need to negotiate several

issues with others and feeling isolated would be an obstacle for them (Schon, 1983).
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Therefore, institutional support is of vital importance for these teachers, which also
implies that reflective teaching may not be practical in every context.

Reflective practice stems from the desire to understand yourself and your impact
on others (Freeman & Johnson 1998). However, some teachers might lack personal
interest in professional development and might just attend professional development
programs due to institutional obligations (Sadeghi & Richards, 2021; Watanabe, 2016).
Therefore, the emotional aspect of reflection is as significant as the cognitive aspect. In
this regard, Dewey (1933 cited in Farrell, 2020) highlighted three attitudes — whole-
heartedness, open-mindedness, and responsibility. These attitudes help teachers to take
action both in and out of the class and integrate reflective practice into their lifestyles
(Farrell, 2020).

1.3. Reflective Practice: Why or Why Not
1.3.1. Benefits

Reflective practice brings numerous benefits to the field of English Language
Teaching. In theory it combines the behavioral view, the cognitive view, and the
interpretivist view. In other words, teaching is seen as a harmony of doing, thinking, and
knowing what to do (Freeman, 1996 cited in Bailey, 1997). In this way “theory is not
remote from practical experience but a way of making sense of it” (Widdowson, 2003,

p.4).

Reflective practice is advantageous for the institution as well. First of all,
reflective teachers redefine (and encourage others to redefine) several institutional values
and principles. For instance, they question the concept of evaluation, and this results in
independent qualitative judgments. Another redefined concept is supervision. Thanks to
reflective practice, the focus moves from checking whether curricular content is covered
towards promotion of reflection-in-action. These steps make the organization one where
conflicts can occur and be resolved (Schon, 1983). Furthermore, reflective practice
stimulates professional dialogue among teachers as they share their teaching stories with
each other (Bailey, 1997).

Thanks to reflective practice, teachers can change their perspective towards their
own context. First of all, they capture and utilize the instances that they otherwise miss

(Richards & Lockhart, 1996). This gives them a chance to test their assumptions
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(Richards & Lockhart, 1996; Widdowson, 2003), go beyond their initial perceptions by
analyzing their own data (Farrell, 2020), and “make new sense of the situations of
uncertainty or uniqueness” (Schon, 1983, p. 61). Next, thanks to informed decisions they
make during the process (Bailey, 1997; Farrell, 2020; Richards & Lockhart, 1996;
Widdowson, 2003), they can examine and change their practice (Richards & Lockhart,
1996) and promote a profound understanding of teaching (Richards & Lockhart, 1996).
As a result, reflective teachers can find, if any, gaps between teaching and learning
(Richards & Lockhart, 1996), and aim at "good teaching" and "a good classroom” (Schon,
1983, p. 335).

In addition, reflective practice enables teachers to improve themselves. As a result
of reflective practice, teachers improve their sense of purpose (Bailey, 1997), autonomy,
deliberation (Ol¢ii-Dinger, 2022; Pultorak, 1996), and confidence in testing new options
(Richards & Lockhart, 1996). Moreover, they can make further use of the classroom data
to conduct several research projects besides action research (Bailey, 1997). Finally,
reflective teachers examine and assess their professional growth (Richards & Lockhart,

1996), which contributes to their long-term goals.

As a result of reflective practice, teachers gain social benefits because they notice
their own direct and indirect effects on the society (Bartlett, 1990). The benefits related
to their immediate context include adapting to the cultural context (Bailey, 1997), setting
an example for their students and encouraging them to reflect (Rodgers, 2002), situating
their teaching stories, and sharing their valuable insights into teaching (Bailey, 1997). On
a broader level, they can criticize unspoken beliefs based on recurrent practices, fight
against inflexible requirements related to schedules and professional performance, and
question the role of schools in transmission of knowledge (Schon, 1983). Finally, they
can resist isolation they might experience due to daily routine or ignorant social language
(Bartlett, 1990).

1.3.2. Criticism towards Reflective Practice

Despite a common positive attitude towards it (Olgii-Dinger, 2022), reflective
practice has not been a universal approach in professional development, yet because we
do not know for certain whether it improves teaching and learning (Borg, 2011; Farrell,
2020). For this reason, Borg (2011) highlights the need for more experimental studies on
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contextual factors. In addition, Kumaravadivelu (2003) criticizes reflective practice
because of its introspective viewpoint without much focus on interaction with students,
other teachers, planners, and directors, ignorance of sociopolitical factors while focusing
on classroom practice, and insufficient effort to stop disproportionate dependence on

professional knowledge despite criticism.

Reflective practice could also be undesirable for teachers or administrators. Borg
(2011) reports examples of teacher resistance to reflective practice which results from
lack of guidance and purpose and regarding it as an administrative obligation. Another
drawback for teachers might be political activism which reflective practice might result
in. Teachers might see reflective practice unsuitable for their professional identities
and/or responsibilities (Olgii-Dinger, 2022). Administrators might regard reflective
practice as “a threat to the dynamically conservative system” since it encourages the
teachers to produce ideas that go beyond the lesson plans and it might “disrupt the
institutional order of space and time” (Schon, 1983, p. pp. 332-333). For instance,
educational policies in Turkey, Taiwan, and the USA discourage reflective teachers
(Ol¢ii-Dinger, 2022).

1.4. Research on Reflective Practice

An overall review of 138 reflective studies between 2009 and 2014 in terms of
their scope as well as participants and reflective tools can be found in Farrell (2018). The
results showed that reflection on philosophy, principles, theory, or a combination of these
had a positive effect on pre-service and in-service teachers. Commonly used reflective
tools in the compilation were observed to be discussion, journal writing, classroom

observations, video analysis, action research, narrative, and lesson study.

Few studies analyze teachers’ reflection in terms of the two subcategories —
descriptive and critical. For instance, Yang (2009) used blogs to promote reflection
among pre-service teachers and observed their descriptive reflection was not as frequent
as their critical reflection and highlighted the role of facilitator intervention in critical
reflection. Another analysis is a case study by Farrell (2001) of an EFL teacher. The
results revealed that the teacher’s reflections were mostly descriptive. Liou (2001), a
partial replication of Farrell’s (1999), showed that pre-service teachers could do more
critical than descriptive reflection but failed to show development in critical reflection.

18



The only research in Turkish context investigating descriptive and critical reflection
based on Ho and Richards (1993) is Korkmazgil (2018). She explored contributions of
blogging to pre-service teachers’ reflectivity, and she found personal theories of teaching,
evaluation of teaching, and approaches and methods as frequent topics whereas reference
to self-awareness and reflective questions were rare. The researcher also observed

individual differences in levels of reflectivity among the participants.

Some studies were based on Jay and Johnson’s (2002) typology, which involved
descriptive, dialogic, and critical levels. The research by Jumpakate, Wilang and Kong
(2021) was based on both this typology and Yesilbursa’s (2011) categories to investigate
reflective practice of two novice teachers. They used a general typology involving
descriptive and reflective codes related to teaching, students, and self. They found the
participants frequently reflected on instructional awareness act, negative student
behavior, and instructional act. Another research based on this typology was Ozkan
(2019), which analyzed pre-service teachers’ blog entry journals. She found that the most
common reflective level was descriptive, which was followed by dialogic and critical

levels.

Studies in Turkish context mostly focus on the benefits of reflective practice for
professional development in pre-service or in-service level (Kuru-Goénen, 2012; Sanal-
Erginel, 2006; Sire, 2004). Kuru-Gonen (2012) examined effects of reflective reciprocal
peer coaching on 12 pre-service teachers and observed its benefits as well as increase in
reflectivity levels. Sanal-Erginel (2006) aimed to investigate 30 pre-service teachers’
perceptions on becoming reflective and promote reflective thinking in teacher education.
The results revealed enthusiasm of the participants about reflection and significance of
collaboration and guidance in promotion of reflection. Sire (2004) analyzed interactive
instructional decisions of four novice and four experienced teachers. She found that
experienced teachers had a more complicated decision-making process and a wider set of

instructional actions.

Reflective studies in Turkish context do not only involve teachers as participants.
For instance, Iskenderoglu-Onel (1998) gathered data from students through interviews
and questionnaires as well as teachers’ journals, observation notes, interviews,

inventories and tests. She investigated the effect of action research on reflective teaching
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and found raised awareness of classroom-related issues, more systematic consideration
of students’ feedback in lesson plans, and positive attitudes towards collaboration and
professional development. Another example is the research by Oniz (2001), which
involved three teacher educators and introduced a list of criteria for planning and
conducting effective teacher education sessions and workshops as well as the

participants’ stages of reflection and processes of change.

Analysis of types of reflection can be found in Yesilbursa’s studies. In Yesilbursa
(2008), three ELT university instructors’ post-observation conferences were analyzed to
produce a list of reflective modes they were engaged in and a list of the content of their
reflection, and the emerging rubric could be used quantitatively to examine teachers’
reflective profiles. Some sub-categories in the first list are positive reflection, reflection
on new discoveries, and reflection in the form of metaphor. The main headings in the
second are the teacher, the students, language, classroom management, the participant’s
self, teaching techniques, and materials. She observed raised awareness in all participants
and remarkable change in one participant. In Yesilbursa (2011), 28 pre-service teachers’
data were analyzed in terms of descriptive and dialogic reflection, and positive and
negative stance. The results revealed individual differences among the participants, but
thanks to the amount of insight reflection provided she uncovered its benefits in language
teacher education.
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CHAPTER 2
METHODOLOGY

2.1. Research Design

Teachers might be unaware of some incidents during classroom practice (Richards
& Lockhart, 1996). However, insider approaches “encourage teachers to explore their
own contexts and construct their own knowledge and understanding of what takes place
in their classrooms” (Richards & Farrell 2005, p. 13) and to shoulder responsibility for
their own learning and professional development. It is the aim of this dissertation to
investigate the process EFL teachers go through when they reflect on their teaching using
the data they have obtained from their own students’ production. Bartlett (1990)

maintains how critical reflection should be explored:

Becoming critical means that as teachers we have to transcend the technicalities of
teaching and think beyond the need to improve our instructional techniques. This
effectively means we have to move away from the 'how to’ questions, which have a
limited utilitarian value, to the ‘what’ and 'why’ questions, which regard
instructional and managerial techniques not as ends in themselves but as a part of
broader educational purposes. Hence we need to locate teaching in its broader

cultural and social context. (p.205)

Therefore, we encouraged the participants to explore what kind of lexical problems their

students have and why, reflect on it and bridge the gap between teaching and learning.

Teachers may react differently in the same context due to differences in their
experiences, priorities and prior knowledge (Freeman & Johnson, 1998). Multiple
instrumental case study makes comprehensive information available through examination
of various forms of data from a few cases to provide insight into the complexity of an
issue (Creswell, 2012). An example of a multiple instrumental case study on reflective
teaching can be found in Iskenderoglu-Onel (1998), Oztiirk (2015), Sanal-Erginel (2006),
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and Yesilbursa (2008). Thus, this research is designed as a multiple instrumental case
study so that reflection process of each of three participants revealed through their

journals, peer discussions and interviews is examined in depth.

A sequential exploratory mixed methods design allows us to analyze each research
question first qualitatively and then quantitatively with “a fuller, richer and more
complete understanding” of the outcomes (Hewson, 2006, p. 180). Such a design merges
the strengths and weaknesses of the two types of analyses. As a result, what might be
missed in one type of analysis could be noticed using the other. Another advantage of
analyzing the data in this way is triangulation as findings can be validated in both analyses
(Hewson, 2006).

The study aims to answer these research questions:

1. What type of reflection (critical or descriptive) do English teachers commonly

use?

2. What kind of critical reflection do English teachers employ? What kind of

descriptive reflection do English teachers employ?
3. Does this process develop the use of critical reflection over time?
2.2. Research Setting

This research took place at School of Foreign Languages at Erciyes University, a
state university in Kayseri, during the spring semester in 2017. There are two EFL
preparatory programs: one for students of ELT and ELL departments, and another for
students of various departments which provide 30 % of their courses in English. The

participants and the researcher in the study work in the latter.

The students in this program take a placement test at the beginning of the academic
year and are grouped depending on their proficiency, named A for the lower, B for the
higher, and C for the highest level with reference to CEFR. They have Coursebook,
reading, and writing classes and are required to get at least 60 from their exams or to pass
a proficiency exam in order to finish the program successfully and go on to their

departments.

As part of their writing classes, the students are given a common topic according

to their level, seated in exam position, numbered according to their position, and asked to
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write a paragraph or an essay without consulting any materials or dictionaries. The
teachers check the tasks, give written feedback on their use of English, content, and
organization using correction symbols (see Appendix A), grade the tasks, and return

them.
2.3. Participants

The method of selection was convenience sampling. Unlike a one-shot design, this
12- week process required the participants to devote a great deal of time and effort, and
to cooperate fully. Besides, it was not a requirement from school administration or a
postgraduate program. Therefore, only willing volunteers would serve best. At first, 11
teachers volunteered to participate in the research when they were informed about the
topic in general. A meeting was held with these teachers about the details of the process

on 6.1.2017, and three participants took part in the research.

All the three participants are native speakers of Turkish and two are female. They
have been teaching between 18 and 29 years. At the time, only one participant was
teaching C-level students and the others were teaching A and B-level students. In order
to protect their privacy, the teachers were asked to use pseudonyms and they chose
Ayhan, Star, and Siiheyla. Detailed descriptions will be given before the analysis of each

participant in Chapter 4.
2.4. Data Collection Instruments
2.4.1. Instruments for Basis for Reflection

The main observation in the thesis is how the participants reflect on lexical
problems and solutions for them. In order to initiate and nourish the reflective process,
the teachers were required to use the lexical problems in aforementioned productive
writing tasks, audio-records during classroom practice, and feedback from students as the
basis. They used the writing tasks to diagnose lexical problems and to monitor progress.
As for the audio-records and student feedback, the aim was to reflect on the causes and
possible solutions. The products of these three instruments only served as the basis for

reflective data, so they were not included in the analysis.
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2.4.1.1. Writing Tasks

To start with, it was the teachers’ choice to use the writing tasks because students
take them seriously due to the grades. In addition, if they had been given an extra task
outside class, the students could have used dictionaries or other materials, cooperated
with other people, written too little, or completely disregarded it. In that case, the tasks
would not have reflected lexical problems accurately. This would have also meant
additional work for the teachers. As a result, the documents they already get from the

writing classes were involved due to their richness and practicality for the teachers.

Topics, frequency and dates of the writing tasks are determined in accordance with
the students’ level by the writing commission in the school. Also, morning and evening
students in A and B Groups are given separate topics. Table 2.1 displays the rubrics for

morning and evening students in A and B Groups.

Table 2.1: Rubrics for Writing Tasks in A and B Groups
Task Rubric for Morning A&B Groups Rubric for Evening A&B Groups

1 Write a paragraph about your favorite Write a paragraph about your favorite
time of the day. activity that you do at home.
2 Write a paragraph about an enjoyable Write a paragraph about a memorable

day that you spent with your friends.  day from your childhood.

3 Write a paragraph that describes your Write a paragraph that describes your

ideal job. ideal house/flat.
4 Do you think being successful makes Do you think having a lot of friends
people happy? makes people happy?

Considering their higher level, C Groups are given different writing topics. The
number of the tasks for these students also differ. Table 2.2 displays the rubrics for the
tasks in C Groups.
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Table 2.2: Rubrics for Writing Tasks in C Groups

Task Rubric

1 Do you think travelling with your family is a good idea?

2 Write a paragraph that describes a perfect teacher.

3 Write a process paragraph about how to organize a birthday party for your
best friend.

4 Write a paragraph that describes a modern city.

5 Do you think sharing a flat with friends is a good idea?

2.4.1.2. Audio-records of Classroom Practice

Although observation is an important way of data collection (Creswell, 2012;
Richards & Lockhart, 1996; Shousha, 2015) and its absence might be regarded as a
limitation of the study design, during the meeting most of the participants seemed to feel
rather uncomfortable with classroom observation and to prefer to reveal their classroom
practice through audio-records, journals, and interviews. Additionally, audio-records
provide a complete account of a lesson, which can be analyzed several times when
needed, and reveal details that the teacher did not notice during the lesson (Richards &
Lockhart, 1996). As the focus of the dissertation is how the participants see their practice

rather than what they actually do, classroom observation was not included in the design.

The participants were asked to audio-record classes in which they did an activity
to overcome the diagnosed problems. They used their mobile phones to record the lessons.
They were also recommended to take notes or extra copies while/immediately after the

classroom practice just in case.
2.4.1.3. Feedback from Students

Student feedback is a valuable instrument for teacher reflection (Yesilbursa, 2008;
Oniz, 2001). The participants were asked to obtain it at the end of each classroom practice.
The students were expected to focus on the lexical side of the practice and respond

anonymously in Turkish with the following titles on small cards:
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e Kelime 0gretimi agisindan memnun oldugum noktalar (things I like in terms of

teaching lexis)

e Kelime 6gretimi agisindan degistirilmesi/gikarilmasi gereken noktalar (things

that should be changed / eliminated in terms of teaching lexis)

e Kelime 6grenmek icin pratik yapmam gereken noktalar (things I should practice

on for learning lexis)
2.4.2. Instruments for Reflective Data

The reflective data were gathered through journals, peer discussions and
interviews, which have various advantages and are common sources for reflection in
literature, at regular intervals. Journals “engage teachers in a deeper level of awareness
and response to teaching” (Ho & Richards, 1993, p. 32). They were used by Farrell
(1999), Ho and Richards (1993), Iskenderoglu-Onel (1998), Oniz (2001), Oztiirk (2015),
Sanal-Erginel (2006), and Yesilbursa (2008). Discussions can be found in Farrell (1999),
Ho and Richards (1993), and Nguyen and Nga (2018). Interviews provide the researcher
with control over the type and specificity of information. They were used in Iskenderoglu-

Onel (1998), Kuru-Génen (2012), Sanal-Erginel (2006), and Sire (2004).
2.4.2.1. Journals

The journal entries (see Appendix B for a sample) were handwritten or typed in
Microsoft Word in English. The participants were also informed about the option to
audio-record the entry and then transcribe it when they felt short of time. They wrote two
types of journals: one on lexical problems and another on their classroom practice. For
each type of journal, they were given some questions to guide them for what to reflect on.
They were expected to use relevant ones as the starting point for reflecting on their
experiences, to avoid responding in a question-answer format (as in Sanal-Erginel, 2006),
and to write in narrative form (as in Sanal-Erginel, 2006). In this way, the journals also
gave the participants a chance to produce ideas in their own time that they might later use
in peer discussions and interviews. The following questions were provided for journals

on lexical problems:

¢ Why do the students make such mistakes?
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e What should be emphasized during vocabulary presentation to prevent these

mistakes?

e What kind of practice do the students need? How can you provide opportunities for

such practice?
e Do you need to prepare extra materials?

The following questions adapted from Pultorak (1993; 1996) and Sanal-Erginel (2006)

were given for journals on classroom practice:

e What were the essential strengths of the lesson?

e What, if anything, would you change about the lesson?

¢ Do you think the lesson was successful in terms of solving lexical problems? Why?

e How is your vocabulary teaching in this lesson different from what you did
previously?

e Think about the product of the lesson, if any. What are the conditions that have an
effect on this outcome? You can consider teaching techniques, feedback, error correction,
and questioning techniques.

e Do you think that there were unplanned outcomes in this lesson? If so, what are
they? Why do you think so?

e What did you think about student behaviors?

e Can you think of another way you might have taught this lesson?

e Do you think that if you teach this lesson with a different approach, the students’
learning would be better? If yes, what approach?

¢ Do you think that the content of this lesson was of interest for students? If you were
to explain the relevance and importance of the content, what would you tell an
administrator and/or student to prove that the content was right?

e Also compare and discuss how you view yourself ideally and your actual
performance.

e Ask yourself “What have I learned about myself as a teacher through this practice?’
and ‘How will I apply to what I have learned to my future teaching experiences?’

e What do you think about this research as a whole? Do you think that it contributed

to your learning and development? How?
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2.4.2.2. Peer Discussions

The participants were asked to discuss with a peer to reflect on the causes of the
problems and potential solutions. The discussions (see Appendix C for a sample) were
conducted in English with a fellow teacher or teachers they preferred and audio recorded.

They discussed the following questions:
e Why do the students make such mistakes?

e What should be emphasized during vocabulary presentation to prevent these

mistakes?

e What kind of practice do the students need? How can you provide opportunities for

such practice?
e Do you need to prepare extra materials?
2.4.2.3. Interviews

One-on-one interviews were held with each participant about their classroom
practice and the whole process by the researcher. The interviews (see Appendix D for a
sample) were conducted in English, in a familiar comfortable setting (either the
participant’s or the researcher’s office), and audio recorded. A semi-structured approach
which involved the questions below (adapted from Pultorak, 1993, 1996; Sanal-Erginel,
2006) and relevant probes for clarification and elaboration was chosen because of its

flexibility:

e\What were the essential strengths of the lesson?

eWhat, if anything, would you change about the lesson?

¢ Do you think the lesson was successful in terms of solving lexical problems?
Why?

eHow is your vocabulary teaching in this lesson different from what you did
previously?

¢ Think about the product of the lesson, if any. What are the conditions that have
an effect on this outcome? You can consider teaching techniques, feedback, error
correction, and questioning techniques.

¢ Do you think that there were unplanned outcomes in this lesson? If so, what are
they? Why do you think so?
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¢ \What did you think about student behaviors?

¢ Can you think of another way you might have taught this lesson?

¢ Do you think that if you teach this lesson with a different approach, the students’
learning would be better? If yes, what approach?

¢ Do you think that the content of this lesson was of interest for students? If you
were to explain the relevance and importance of the content, what would you tell to
an administrator and/or student to prove that the content was right?

e Also compare and discuss how you view yourself ideally and your actual
performance.

e Ask yourself ‘What have I learned about myself as a teacher through this
practice?” and ‘How will I apply to what I have learned to my future teaching
experiences?’

eWhat do you think about this research as a whole? Do you think that it
contributed to your learning and development? How?

2.5. Data Collection Process
2.5.1. The Topic for Reflection

The participants were required to reflect on a common topic in order to keep them
on the same track. For this reason, a meeting was held to specify the topic before the
process started. The first decision was to analyze students’ written production as it would

be more practical for the participants to observe than spoken data.

Next, they decided to focus on lexical competence in written production as it could
be improved through activities both during and after class. For practicality, the
participants also decided to use the lexical information they already get from writing
classes, which require them to give students feedback on their use of English, content,

and organization using correction symbols.

The next decision to make the topic more specific was to define the lexical
problems as those related with meaning, collocations, and word formation. These
categories are derived from the three types of lexical feedback included in the correction

symbols they use: inappropriate word, missing word / redundant word, and word form.
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2.5.2. Reflection Process

The 12-week reflection process included two-phase procedures repeated four
times for A and B-level teachers and five times for the C-level teacher. The first phase of
each procedure involved reflection on lexical problems and the second was for reflection

on classroom practice.

In the first phase, the participants diagnosed their students’ lexical problems by
analyzing the writing tasks. First of all, they were asked to take photos of their students’
papers for storage and make a separate list of errors for each type of lexical problem
(meaning, collocations, and word formation) in order to see the patterns, draw
conclusions, and shape their teaching accordingly. In each list they needed to include the
task number, student seat number, the sentence with the lexical problem, and the type of
the problem. Repetition of a problem could be marked with an asterisk. They had the
option of forming the lists manually or digitally (see Appendix E for samples). Also, each
participant was provided with a USB drive so that they could store the information they
had and get enough space for upcoming recordings on their mobiles. Then, they examined
the lists to see what kind of problems occurred frequently. Based on their analysis, the
participants were asked to reflect on the causes of the problems and possible solutions in

a journal and then in a peer discussion.

The aim of the second phase was to reflect on classroom practice. At the end of
each practice, they asked the students to give feedback on small cards. After examining
the records and the student feedback, the participants wrote another journal entry focusing
on what they had done to overcome the problems and what outcomes they had expected.
Then, each participant was interviewed by the researcher on the same topic.

The data were stored both by the participants and the researcher. At the end of
each procedure, the participants gave the researcher photos of the texts written by
students, digital or handwritten lists of mistakes, audio-records of classroom practice,
photos of student feedback cards, digital or handwritten journals, and audio-records of
peer discussions. In this way, the researcher was also able to monitor the process. The

interviews were audio-recorded and stored by the researcher.

Table 2.3 reveals the reflection process for A and B level Teachers. The
procedures are listed in order of application. The table also includes the deadlines set in
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accordance with the academic calendar. Due to low attendance in the final week, only

analysis of the writing task, journal on lexical problems, peer discussion, and interview

could be conducted.

Table 2.3: The Reflection Process for A and B Level Teachers

Date

Procedure

27 February - 17 March 2017

20-24 March 2017

10-14 April 2017

27 April - 10 May 2017

11-18 May 2017

Analysis of Writing task 1
Journal on Lexical Problems
Peer Discussion

Classroom Practice

Student Feedback

Journal on Classroom Practice
Interview

Analysis of Writing task 2
Journal on Lexical Problems
Peer Discussion

Classroom Practice

Student Feedback

Journal on Classroom Practice
Interview

Analysis of Writing task 3
Journal on Lexical Problems
Peer Discussion

Classroom Practice

Student Feedback

Journal on Classroom Practice
Interview

Analysis of Writing task 4
Journal on Lexical Problems
Peer Discussion

Interview

Table 2.4 presents the reflection process for the C level teacher. The procedures

are listed in order of application. The tables also include the deadlines set in accordance

with the academic calendar. Due to low attendance in the final week, only analysis of the

writing task, journal on lexical problems, peer discussion, and interview could be

conducted.
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Table 2.4: The Reflection Process for the C Level Teacher
Date Procedure

9-17 March 2017 Analysis of Writing task 1
Journal on Lexical Problems
Peer Discussion
Classroom Practice
Student Feedback
Journal on Classroom Practice
Interview

23-31 March 2017 Analysis of Writing task 2
Journal on Lexical Problems
Peer Discussion

10-14 April 2017 Classroom Practice
Student Feedback
Journal on Classroom Practice
Interview

20-26 April 2017 Analysis of Writing task 3

Journal on Lexical Problems
Peer Discussion
Classroom Practice
Student Feedback
Journal on Classroom Practice
Interview

27 April - 10 May 2017 Analysis of Writing task 4
Journal on Lexical Problems
Peer Discussion
Classroom Practice
Student Feedback
Journal on Classroom Practice
Interview

11-18 May 2017 Analysis of Writing task 5
Journal on Lexical Problems
Peer Discussion
Interview

2.5.3. Training

A Drief training was organized in order to present the steps of the research and
clarify what the participants would need to do using a handout (see Appendix F). It was
arranged to take place on 10.03.2017, but one participant was not available then, so there

was another session for him on 13.03.2017. The first session for two participants was
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completely in English. However, the second one for the other participant was mostly in
Turkish due to his preference.

First of all, the aim of the research and reflective practice were explained. Then
the list, sequence, frequency, and due dates of the activities that the participants were
expected to conduct were presented. This was followed by instructions on each activity,

and the training ended with presentation of sample journals taken from Sanal-Erginel
(2006).

During the training, the participants asked some questions, especially about
classroom practice, to make things clear. One participant wanted to conduct peer
discussions with two of her five officemates. As for the other two participants, whose
offices are in separate but neighboring buildings in the same campus, they wanted to work

as a pair.
2.5.4. Piloting

Piloting the procedures that the participants would need to follow took a week
between 10 and 17 March 2017. This week enabled them to experience what they were
expected to do and to feel clear about it. For instance, the discussion group with three
members did not remember to audio-record the peer discussion and needed to repeat it.
Understanding classroom practice was also demanding for the participants. One of them
said she was not sure if it would work and seemed likely to withdraw. However, the
process became clear for them as they conducted each activity. When that teacher was

interviewed at the end of the week, she was entirely positive about the study.

During the piloting week, monitoring the participants was also an important task
for the researcher to keep track of what had been completed and what was left to be done
and to store data. Therefore, the researcher and the participants visited each other quite
often. Most of the interaction was face to face. However, the researcher also formed a
Whatsapp group called Reflective Teachers for announcements and reminders. Also,
some teachers used Whatsapp to send the photos and the documents.

At the end of the week, most of the data seemed sufficient and appropriate to use,
and everybody in the research — the teachers, the students, and the researcher — seemed to
benefit from the activities done. Both the teachers and their students found the classroom

practice useful. Also, the teachers’ reactions to the research were all positive at the end
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of the week, when everything was clear. Having interacted with all three participants, the
researcher was able to share many ideas, enrich her repertoire, and reflect on vocabulary

teaching.
2.6. Data analysis

When the data collection had been completed, literature was reviewed in order to
find a taxonomy for types of reflection. The taxonomies for descriptive and critical
reflection presented in Ho and Richards (1993) and Farrell (1999) are the ones which
include a variety of subcategories and coincide closely with the content of the questions
provided for the journals, peer discussions, and interviews; thus, they were adapted and
coded as:

Topics for Descriptive Reflection

1. Theories of teaching

D1A. A belief/conviction - e.g., what constitutes good language teaching
D1B. An expert's view - e.g. referring to Krashen's views about language

D1C. How a theory was applied - e.g. trying out a questioning strategy described

in alecture
2. Approaches and methods

D2A. An approach or procedure - e.g. the teacher’s approach to the teaching of

reading skills or the procedures used during a listening lesson

D2B. The content of the lesson - e.g. a description of the content of a grammar

lesson
3. Evaluating teaching

D3. Solutions to problems by seeking solutions from experts - e.g. asking for ways

for overcoming particular difficulties
4. Questions about teaching

D4A. Questions about what should be done - e.g. asking whether the teacher

should spend more time on grammar
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D4B. Asking for information - e.g. asking what is meant by good questioning
skills

D4C. Asking how to do things - e.g. asking how to motivate the students

Topics for Critical Reflection

1. Theories of teaching

C1A. A justification - e.g. describing a theory to justify something the teacher did

C1B. A personal opinion - e.g. expressing an opinion about the value of classroom

observation

C1C. Contradictions between theory and practice - e.g. describing why a
classroom incident does not support a theory

C1D. How theories changed - e.g. how classroom experience changes the

teacher’s theories
2. Approaches and methods

C2A. The teacher's pedagogical knowledge - e.g. knowledge about the demands

of class task

C2B. The teacher's knowledge and experience - e.g. pointing out how his or her

teaching has become more student-focused

C2C. The learners’ background information - €.g. pointing out that students have
little opportunity to practice English outside classroom

C2D. The relation between teaching and the school context - e.g. how

administrative constraints or school policies affect teaching
3. Evaluating teaching
3.1. Evaluating lessons

C3A. Positive evaluations of lessons - e.g. commenting that the lesson went well

because all students were active in it

C3B. Negative evaluations of lessons - e.g. pointing out that the lesson failed to

achieve its goals
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3.2. Diagnosing problems

C3C. Students’ problems - e.g. difficulties student had with particular grammar

items

C3D. Classroom interaction - e.g. a planned grouping arrangement did not work

because of problems students had interacting with each other

C3E. Teacher's problems - e.g. the teacher did not have time and energy to mark

the students’ homework
3.3. Solutions to problems

C3F. Alternative ways of presenting lesson - e.g. beginning a lesson in a different

way

C3G. Deciding on a plan of action - e.g. deciding to use role play activities more

often
4. Questions about teaching

C4. Asking for reasons - e.g. asking why planned lessons may be no more

successful than unplanned ones
5. Self-awareness
C5A. Recognition of personal growth
C5B. Setting personal goals

C5C. Perceptions of their teaching style - e.g. describing the style of teaching s/he

feels more comfortable with, such as a teacher-centered style

CS5D. Perceptions of their language proficiency - e.g. saying that they do not speak
English fluently

The researcher used different pieces of data from various participants in order to
train herself in data coding. After familiarization, she coded the data for each participant
separately. The codes not only made the analysis more practical, but also enabled us to
recognize the category that a topic belongs to. The data from the participants’ reflections
in the journals, peer discussions, and interviews were entered manually on an SPSS 23

data set (see Appendix H for a sample). As the main focus was how the participants
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reflect, the basis for reflection (i.e. texts written by students, lists of mistakes, audio-
records of classroom practice, and student feedback) was not included in the analysis.

Next, frequency counts and percentages were obtained using Descriptive Statistics.

One piece of data was given only one label. The decision was based on the context
rather than the word. For instance, if the teacher observed at the beginning of the lesson
that the students were ready to learn what he or she was going to present that day, this
piece of data was coded as learners’ background information. However, if the teacher
observed that the students looked ready to learn further as an outcome of the classroom

practice, this was coded as positive evaluations of lessons.

In this longitudinal case study, each participant was examined separately as a
unique case based on the data. For the qualitative part of the study, the results were
examined to find out the patterns and reasons for them. For the first research question,
the overall results were presented contrasting descriptive and critical reflection. For the
second one, the results were analyzed in depth according to the topics for descriptive and
critical reflection listed above. For the last research question, in each participant’s critical
reflection we searched for the seven traits of development in critical reflection presented
in Farrell (1999) and compared the percentage of each trait in the first and last procedure
as Ho and Richards (1993) did. Table 2.5 shows calculation of these percentages:

Table 2.5: Analysis of Development in the Sense of Critical Reflectivity

Traits of Development in Critical Calculation Used for the Analysis
Reflection

A greater variety of traits of critical number of types of critical topics used / total
reflection number of critical topics

Discussing theories of expert and own total frequency of C1A, C1B and C1C / total
frequency of critical reflection

Being more able to reflect through total frequency of C2A and C2B / total

teaching experience frequency of critical reflection

Being able to go beyond the classroom frequency of C2D / total frequency of

to greater context critical reflection

Being more able to evaluate both total frequency of C3A and C3B / total

positively and negatively frequency of critical reflection

Being a better problem solver total frequency of C3F and C3G / total
frequency of critical reflection

Asking more questions frequency of C4 / total frequency of critical
reflection
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To be able to generalize the qualitative data, to a certain extent, a statistical test, one-way
goodness-of-fit chi-square, was used. The test showed if the results were statistically
significant for the alpha level at .05, and explained the patterns found. Finally, similarities

among the participants were stated.
2.7. Trustworthiness

The researcher’s identity as a colleague contributed to the reliability of the data.
First of all, because she was not an in an administrative position in the institution, the
participants did not feel obliged to take part in the research or meet the requirements
during the process. What is more, thanks to the good relationship between the researcher
and the participants, they were cooperative during the process and felt free to reveal
numerous details about their teaching. Finally, her knowledge of the context was an

advantage since it made her interpretations trustworthy.

Reliability of data coding was improved by having 10% of the data coded by an
independent researcher. The result of the reliability formula, number of agreements / total
number of agreements + disagreements (Miles and Huberman, 1994, p.64), revealed 92%

concurrence between the two coders.
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CHAPTER 3
RESULTS

3.1. Introduction

The analysis presented in this chapter begins with the introduction of the
participant mentioning the date of birth, mother tongue, experience abroad, academic
qualifications, teaching experience, current courses, current teaching load and positions
held in the current institution. The chapter aims to answer these research questions based
on analysis of data from each participant separately with reference to the categories given
in Table 3.1:

1. What type of reflection (descriptive or critical) do English teachers commonly

use?

2. What kind of descriptive reflection do English teachers employ? What kind of

critical reflection do English teachers employ?
3. Does this process develop the use of critical reflection over time?

Table 3.1: Descriptive and Critical Topics

Categories Descriptive Topics Critical Topics
1. Theories of * a belief/conviction * a justification
teaching * an expert's view * a personal opinion

* how a theory was applied < contradictions between theory

and practice
* how theories changed

2. Approaches and * an approach or procedure e the teacher's pedagogical

methods « the content of the lesson ~ knowledge
» the teacher's knowledge and
experience
* the learners’ background
information
» the relation between teaching
and the school context



3. Evaluating
teaching

4. Questions about
teaching

5. Self-awareness

* solutions to problems by
seeking solutions from
experts

* questions about what
should be done

« asking for information
» asking how to do things

Evaluating lessons
* positive evaluations of
lessons
* negative evaluations of
lessons
Diagnosing problems
* students’ problems
* classroom interaction
* teacher's problems
Solutions to problems
» alternative ways of
presenting lesson
* deciding on a plan of action
* asking for reasons

* recognition of personal
growth

* setting personal goals

* perceptions of their teaching
style

* perceptions of their language
proficiency

For the first research question, a global look at the participant’s reflection is given

with reference to the ratio of critical reflection to descriptive reflection besides the number

of different types of topics mentioned and the list of the topics used more frequently. For

the second one, the results are analyzed in depth according to the topics for descriptive

and critical reflection. These subsections start with the overall frequency, the number of

different types of topics mentioned, and the type of tasks engaged in frequently, and they

end with details of frequent topics along with extracts from the raw data. For the last

research question, the focus is on the comparison of the percentage of each trait of

development in critical reflection in the first and last procedure. All these results are

analyzed both descriptively and statistically based on one-way goodness-of-fit chi-square

test results.
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3.2. The Case of Siiheyla
3.2.1. Introducing Siiheyla

Siiheyla is a teacher born in 1967. She is a native speaker of Turkish and has been
to Austria on holiday. She gained an arts and master’s degree in ELL in a state university
in Central Anatolia and finished a PhD in 2021 in the same field. She has been teaching
EFL at the same university since 1998. She has also worked as the coordinator, the head
of writing commission, and a member of material office, testing office, and various
commissions in the institution. During this research, she was teaching C-level (with
reference to CEFR) students writing, listening, coursebook, and reading for 22 hours a

week.

An overall analysis of Siiheyla’s reflection reveals that she referred to 83% of the
topics in Ho and Richards (1993) and Farrell (1999). The distribution of these topics is
statistically significant according to one-way goodness-of-fit chi-square test results (x*=
734.609, df= 23, p=.000). According to chi-square results, nine topics were mentioned
more frequently than the statistically expected level. The common topics, ranked in order

of frequency, are listed in Table 3.2:

Table 3.2: Common Topics in Siiheyla’s Reflection

Type of Category Topic Frequency

reflection (N)

Critical Evaluating teaching Students’ problems 79

Descriptive ~ Approaches and An approach or procedure 75
methods

Critical Evaluating teaching Positive evaluations of lessons 65

Descriptive  Theories of teaching A belief/conviction 52

Critical Theories of teaching A personal opinion 28

Critical Evaluating teaching Alternative ways of 27

presenting lesson

Critical Evaluating teaching Teacher's problems 26

Critical Approaches and The learners’ background 26
methods information

Critical Evaluating teaching Deciding on a plan of action 21

There are only two descriptive topics in this list, namely an approach/procedure and a
belief / conviction; however, the former is the second most frequent of all. The others are
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all critical, and most of them are related to evaluating teaching: students’ problems,
positive evaluations of lessons, alternative ways of presenting lesson, teacher's problems,

and deciding on a plan of action.

A global look at of Siiheyla’s reflection in Table 3.3 shows that besides a great
variety of topics (90%) her critical reflection (69%) far outnumbered her descriptive
reflection (31%). Regardless of this low frequency, the variety of the topics was over half

(67%) in her descriptive reflection.

Table 3.3: Overall Analysis of Siiheyla’s Reflection

Type of reflection  Frequency (%)  Variety (%)

Critical 69 90

Descriptive 31 67

3.2.2. Siiheyla’s Descriptive Reflection

Overall, Siiheyla did not engage in descriptive reflection very frequently (31%),
but when she did, she used a good variety (67%) of descriptive topics especially in
interviews and journals on classroom practice. An approach/procedure and a
belief/conviction are the descriptive topics she used more frequently than statistically
expected, and their categories and frequencies are displayed in Table 3.4. According to
the table, more than half of her descriptive reflection (54%) is related to approaches and
methods. However, the teacher never mentioned an expert's view, solutions to problems

by seeking solutions from experts, or asking for information.

Table 3.4: Descriptive Topics Sitheyla Mentioned Frequently

Category Topic Frequency (%)
Approaches and methods ~ An approach/procedure 54
Theories of teaching A belief/conviction 37.4

The distribution of her descriptive reflection among the four types of instruments
Is statistically significant according to one-way goodness-of-fit chi-square test results (x’=

137.633, df= 3, p=.000). Moreover, the distribution of her descriptive reflection among
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the topics that she mentioned is statistically significant according to one-way goodness-
of-fit chi-square test results (x?= 223.547, df=5, p=.000). The frequency and percentage

of the topics mentioned in each instrument are listed in Table 3.5:

Table 3.5: Descriptive Topics Siiheyla Mentioned in Each Instrument
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An approach/procedure 26 4 44 75 54
A belief/conviction 4 3 5 40 52 37.4
The content of the lesson 0 3 0 5 8 5.8
Questions about what should 0 0 1 1 2 1.4
be done
Asking how to do things 0 0 0 1 1 0.7
How a theory was applied 0 0 0 1 1 0.7

3.2.2.1. An Approach/Procedure

An approach/procedure was the most common type of descriptive topic in
Siiheyla’s reflection. It comprised 54% of her descriptive reflection. Siiheyla described
an approach/procedure in her journals on lexical problems and classroom practice, peer

discussions, and interviews.

Stiheyla mentioned this descriptive topic to refer to the procedures in different
phases of the class. For instance, in the second journal on classroom practice she referred
to her preparation for the class stating “I planned this feedback session as whole class
study. Before I entered into the class, I had already finished keeping each student’s
vocabulary mistakes into the Excel file. | prepared a list of mistakes [that] appeared in the
texts.” An additional example is found in the first interview when she described how she
started the class. She said, “At the very beginning I always say, ‘Your writings are all

very good, | thank you all’, I always try to praise them.” Then in the same interview,
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when she moved on to the description of the input phase, she told the researcher “I try to
warn them that it’s not always right to just translate directly.” Generally, while editing
the writing tasks, the teacher prepared an Excel document to detect both good examples
of language use and common lexical problems and later shared them with the students
during the input phase. The main focus of attention during this phase was on guidance
and collaboration on how to use an online collocation dictionary to overcome such
problems. In the second interview, she mentioned the procedure saying, “In this lesson I
tried to make it more practical for them, | gave them the papers with symbols, and |
warned them that in a more detailed way vocabulary mistakes can be coped with using a
dictionary.” In the practice phase she asked her students to use their body for miming or
association, write some examples, create a short story together, retell a story using the
prompts, discuss and share ideas, produce a text in pairs, or provide feedback for their
peers. Finally, in the second interview, Siiheyla also described how she ended the class
saying, “I asked them to use the dictionary in order to improve their writing in terms of
vocabulary expansion in a way that adding adverbs, adjectives or | mean some extras into

their writing.”
3.2.2.2. A Belief/Conviction

Another recurrent type of descriptive reflection of Siitheyla was a belief/conviction
comprising 37.4% of the total. She expressed a belief/conviction in her journals on lexical
problems and classroom practice, peer discussions, and interviews. The participant stated

her beliefs about teaching and especially learning.

For example, in the second interview when she referred to how an extra activity
should be handled, she said, “If you start, you should go on doing it in order to make it

effective.” Later, she referred to how vocabulary should be taught:

We should teach them in their context by production, I think. If they don’t use it, if they
don’t need it, and if they don’t use it, they just learn it till the end of the exam, but it is

not their own vocabulary until they use it, it is the vocabulary.

In her second journal on classroom practice, she mentioned the importance of dictionary
skills stating “They realized that dictionaries had more than they needed, so they had to
choose (the correct word). This is a real dictionary skill that every language learner should

have.”
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In the second interview, Siitheyla’s focus was primarily on her beliefs about

learning. First of all, she referred to language learning in general:

This is something not depending on only one thing. This is their language knowledge,
and this is about their language practice, so our students need time in order to have better
writing. This is not only related to vocabulary choice or correct use of vocabulary, but
this is related to their perception, practice, and production.

Then, she highlighted the importance of students’ recognition of “their way of learning
vocabulary”. Later, she continued saying, “I realized that when they are on their own

doing something in the class separately, they believe in themselves more.”
3.2.2.3. The Content of the Lesson

Siiheyla also referred to the content of the lesson, which comprised only 5.8% of
her descriptive reflection. She mentioned it in her journals on classroom practice and
interviews. For instance, in the second interview she maintained that “it was a writing

class” and later explained the focus of the lesson:

They write ‘it’s a nice day’ or ‘she’s a teacher’ for example, but what kind of a teacher
she is or where [she works as] a teacher, so | ask them to improve their writing by adding

some more vocabulary or lexical items from the collocation dictionary.
3.2.2.4. Questions about What Should Be Done

In her descriptive reflection Siiheyla asked two questions about what should be
done. The first one was found in her third peer discussion. After talking about how she
attempted to solve lexical problems, Siiheyla asked her peers “What else can I do?”. The
teacher asked the second question in the fourth interview. She mentioned a problem
related to the students, asked herself about improvement, and answered “But shall I try

again? Yes, I can try again but with more clear instructions.”
3.2.2.5. Asking How to Do Things

Asking how to do things was a rare descriptive theme in Siiheyla’s reflection. She
only used it once. In the second interview, while discussing ways to improve vocabulary

teaching, Siiheyla asked “How can we do it (teach vocabulary in context)?”
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3.2.2.6. How a Theory was Applied

Another infrequent descriptive theme in Siiheyla’s reflection was how a theory
was applied. Only in the fifth interview, she referred to “awareness raising” saying, “In
this sense we can realize that how the teacher guides the students also increases their
attention on the topic the teacher has been concentrating on. It is a kind of awareness

raising.”
3.2.3. Siiheyla’s Critical Reflection

With 90% variety Siiheyla’s critical reflection constituted 69% of the whole, and
it could be observed in all types of instruments but mostly in interviews and peer
discussions. Statistically, Siiheyla referred to seven critical topics more frequently than
expected, and the top two were much more prevalent than the others. These are given in
descending order in Table 3.6, which reveals that most of her critical reflection (69.8%)
is related to evaluating teaching. However, the teacher never expressed how theories

changed or comments on her language proficiency.

Table 3.6: Critical Topics Siiheyla Mentioned Frequently

Category Topic Frequency (%)
Evaluating teaching Students’ problems 25
Evaluating teaching Positive evaluations of lessons 20.6
Theories of teaching A personal opinion 8.9
Evaluating teaching Alternative ways of presenting lesson 8.5
Evaluating teaching Teacher's problems 8.2
Approaches and methods The learners’ background information 8.2
Evaluating teaching Deciding on a plan of action 6.6

The distribution of her critical reflection among the four types of instruments is
statistically significant according to one-way goodness-of-fit chi-square test results
(x?=214.051, df= 3, p=.000). Moreover, the distribution of her critical reflection among
the topics that she mentioned is statistically significant according to one-way goodness-
of-fit chi-square test results (x?= 490.241, df= 17, p=.000). Table 3.7 presents the

frequency and percentage of the topics mentioned in each instrument:
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Table 3.7: Critical Topics Sitheyla Mentioned in Each Instrument
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Students’ problems 18 4 23 34 79 25
Positive evaluations of lessons 5 17 4 39 65 20.6
A personal opinion 0 2 7 19 28 8.9
Alternative ways of presenting lesson 3 1 8 15 27 8.5
Teacher's problems 0 2 0 24 26 8.2
The learners’ background information 5 2 4 15 26 8.2
Deciding on a plan of action 9 3 4 5 21 6.6
Recognition of personal growth 0 0 1 16 17 5.4
A justification 0 2 0 4 6 1.9
The teacher's knowledge and experience 0 0 0 4 4 1.3
Pedagogical knowledge 0 0 0 3 3 0.9
The relation between teaching and the
school context 0 0 0 3 3 0.9
Her teaching style 0 0 0 3 3 0.9
Contradictions between theory and practice 0 0 0 2 2 0.6
Classroom interaction 0 0 0 2 2 0.6
Setting personal goals 0 0 0 2 2 0.6
Negative evaluations of lessons 0 0 0 1 1 0.3
Asking for reasons 0 0 1 0 1 0.3

3.2.3.1. Students’ Problems

The most recurrent critical topic was students’ problems, which comprised 25%

of the total and appeared in journals on classroom practice and lexical problems, peer

discussions, and interviews. Siiheyla reflected on a variety of problems. Some of her

reflections involved a general description of the problems with reference to their

frequency or similarity to the ones in previous tasks. However, other problems addressed

were related to more specific issues. For instance, in the third interview she shared one of

her observations during an error correction session in class stating “While we were just

correcting them on the board, not every student was active. They were following us but

sometimes they couldn’t create what it would be, so I thought that they need more help

with rewriting the sentence.”
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Besides, Siiheyla explored the three types of lexical problems identified for this
research — meaning, collocations, and word formation. The problems related to meaning
were, according to her, usually confronted as “inappropriate word use”. The teacher also
mentioned her students’ incorrect collocations such as ‘good information’ and “‘extra
wordings such as ‘they effect to the students ”. An example of lexical problems related to
word formation was found in her criticism of lack of “enough adjectives to make their

paragraphs more descriptive”.

The teacher reflected on problems related to lack of some learning strategies, too.
For her, the students needed to discover their own learning style, balance their focus on
grammar and vocabulary, and search for different ways of learning vocabulary rather than
employing “only one direct method — learning Turkish and English version of the word”.
Having observed that her students used “some very simple dictionaries”, the teacher even
maintained that “it’s not enough for them just to say they use it” because “the main
problem is how to use the dictionary”. To be more precise, “they don’t search the correct
form of the word” and thus spend too much time. Siiheyla also noticed that her students
had difficulty putting what they knew into practice. For example, she realized that
although they had learnt the word ‘significant’, they mostly used ‘important’ in their
writing. She also observed that they could correct errors under teacher guidance but not
alone. In the last peer discussion, she gave some details:

When you give feedback to them, they realize that there is a mistake with word
formation, and they correct it, but of course during the timed writings we [give] them time
to revise their writings, but they don’t do anything throughout this period, they just read

and finish, but they don’t know how to search for a mistake.

One further issue that attracted Siiheyla’s attention was some students’ negative
reactions towards peer editing. They liked neither revising somebody else’s text nor being
revised. The students also criticized the language their partners used and their

“discouraging” feedback.

When Siiheyla stated a problem, she did not only describe it but also reflected on
the root of that problem. For instance, during the second peer discussion, upon diagnosing
the collocation mistake, the teacher considered why this happened saying, “They don’t

know any other adjectives that might be used with the word ‘information™. Siiheyla
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referred to mental aspects of her students’ problems, too. For example, in the second peer
discussion she reflected “These problems might have appeared because of that situation
I think, because of their psychology, because these problems are not the problems that
they normally have during the writing.” Moreover, she mentioned “the gap in their
conceptual performance”, writing in English “directly after thinking and planning in L1”,
“resistance” to take risks, and the need to “break their chains”. In the fourth interview she
examined why the students avoided using vocabulary they already knew saying, “They
are afraid of making mistakes, and as you say they feel themselves safe perhaps just using
the words they know, they are sure about it.” The teacher also discussed other reasons
such as “difficulty of the topic”, low levels of students’ motivation at the end of the term,

or their readiness.
3.2.3.2. Positive Evaluations of Lessons

Stiheyla’s positive evaluations of lessons comprised 20.6% of her critical
reflection. They were found in journals on classroom practice and lexical problems, peer
discussions, and interviews. The teacher realized that some of her classroom practices
proved to be effective, contrary to her predictions. For instance, one was “active” rather
than “boring”, and another one “worked” although it was “very traditional”. At the same
time, the teacher managed to remain positive despite some difficulties she faced. For

instance, in the second interview she stated:

Of course, this is not my ideal performance because it was also my first attempt
to use a collocation dictionary in the class so that I can’t also just predict some of the
outcomes during the lesson, so it was not an ideal class, but in any way it’s a beginning

for me too.

Siiheyla’s positive evaluations of her practice involved such phrases as “a good

2% ¢ 2% ¢ 29 ¢

collocation study”, “a good beginning”, “keep their attention”, “useful”, “interesting”,
“motivating”, “very active”, “very effective”, “like an ideal”, “I have managed it”, and
“it worked”. Siiheyla evaluated her practice positively based on criteria such as the
students’ gain, their attitudes, or her own reaction. She mentioned them all in the fourth

interview:
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It was good for me. It was like an ideal because | can motivate my students, they

accepted what | offered because this was something new, and they were happy, and

they tried their best, and it was good, it was an ideal atmosphere.
Siiheyla’s account of students’ gains included success in overcoming lexical problems,
ongoing practice, permanent learning, collaboration, eagerness, self-belief, motivation to
improve their vocabulary and writing, “fun”, and “increased intimacy”. The teacher also
referred to increased awareness of dictionary skills and “word choice” as indicated by
their use of “some extraordinary words at their level such as ‘schedule’, ‘to tackie the
issues’, etc.” The teacher’s reflection on positive attitudes of the students to what had
been done was found in various cases. For instance, in her second journal on classroom
practice she mentioned how she reacted to favorable remarks from students in another

class:

By the way, my other class that | am mainly teaching listening and speaking besides

a few main course hours criticized me in a manner that made me so happy. They said

that they had heard about the collocation dictionary study in my writing class, and

they had felt a bit disappointed with my disregard. They wanted to learn how to use

it too.
The students’ positive attitudes were observed when they commented positively, found
what had been done good, useful, enjoyable, “interesting”, “easy”, or important, “wrote
quite creatively”, productively, or carefully, seemed glad, “enthusiastic”, “relaxed”,
“satisfied”, attentive, interested, or cooperative, or did some further work related to
classroom practice. Siiheyla’s positive evaluation of classroom practice based on her own

reaction was signaled when she stated she “liked the lesson” or felt “surprised” or

GGhappy”.

3.2.3.3. A Personal Opinion

8.9% of Siiheyla’s critical reflection was expression of a personal opinion in
journals on classroom practice, peer discussions, and interviews. The teacher presented
her views on the resources, the effectiveness of her practice, whether she thought an
activity would work, the importance of such issues as self-editing, and motivation,
students’ gains, the value of students’ production, the differences in students’

involvement, students’ mistakes, and how students felt.
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In addition to these, Siiheyla reflected on this research, too. In the last interview, she

maintained her views on the difference between this study and seminars:

You know that in seminars mostly you are not active, you are the receiver, somebody
is there telling you or suggesting you doing something or just conveying a piece of
information, maybe an application, okay, but you are not involved if it is not a
workshop. Still in the workshops you know you may just work in groups, but still
some group members are active, but you are not an active one, so you have things to
say, things to do, but you are a bit, | mean you are not involved much, so there might
be such things. But here in this practice, it is only me and my application and my
ideas and my imagination and me myself as a teacher, so it is the real professional
development because I did it myself. So I mean I realize that I’'m still a learner and
I can learn, | can imagine, | can create, and | can apply, so this is the development |
think.
3.2.3.4. Alternative Ways of Presenting Lesson

Siiheyla mentioned alternative ways of presenting lesson in 8.5% of her critical
reflection in journals on lexical problems, peer discussions, and interviews. The
alternatives included introducing an online collocation dictionary, improving time
management, increasing the number of examples, and organizing them. For instance, in

the third journal on lexical problems, she stated:

So, this gave me the idea that it might be a useful way to write the problem

sentence on the board and ask them to find and correct the mistake in it.
3.2.3.5. Teacher’s Problems

Found in journals on classroom practice and mostly in interviews, Siiheyla’s
reflection on teacher’s problems comprised 8.2% of her critical reflection. Her statements
about these problems involved both “I”” and “we”. The teacher referred to such problems
as “lack of time”, “time management”, keeping up with the “pacing” required by school
management, “the need of preparation”, lack of experience in specific areas, being unable
to guide students well, “the students’ attitude”, the teacher’s mood, lack of autonomy, and
being unable to realize some students’ problems. The teacher also mentioned the

problems she had during this study. For example, she found the schedule intense and had

difficulty writing the journals. In the last interview she added:
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I would like to comment more clearly on my journals and | would like to just do
some more extra applications in terms of vocabulary in my classes but ....we have
lots of things to do. Maybe | can say that | could not apply all the things that came
to my mind.

3.2.3.6. Learners’ Background Information

Reference to learners’ background information comprised 8.2% of Siiheyla’s
critical reflection, and it could be observed in journals on classroom practice and lexical
problems, peer discussions, and interviews. The teacher presented background
information about her students in two ways. The first type of information she provided
was related to her students’ academic background, which mostly involved what they
knew, how they had been learning, and what they could do. For instance, in the third
interview the teacher explained “They can deal with the sentences, they can deal with the
word, I mean let’s say word formation, it’s ‘organize’ but it should be ‘organization’,
they can find it easily.” Other examples included Siiheyla’s reference to the students’
level of awareness and the content of the writing task. The second one involved the
students’ mood. Such reflection was generally based on her observations at the beginning

of classroom practice. In various cases the teacher found them “active”, “energetic”,

“excited”, and “eager”.
3.2.3.7. Deciding on a Plan of Action

Deciding on a plan of action comprised 6.6% of Siiheyla’s critical reflection, and
it could be observed in journals on classroom practice and lexical problems, peer
discussions, and interviews. Her plans included introducing collocation dictionary and
assigning the students to use it, encouraging peer-editing and self-editing, involving smart
boards during classroom practice, creating some situations for the students to practice
vocabulary, creating a blog, using activities effective in one class in others as well,
increasing the amount of “corrective feedback”, focusing on some grammar points,
conferencing with “weak students”, being “more careful”, giving “more clear
instructions”, giving feedback to “praise some good vocabulary use”, or providing
“correcting mistake exercises”. Nevertheless, the teacher sometimes needed to change
her plans as she stated in the third journal on lexical problems “I have changed the idea
of creating a class blog to share students’ texts since one of the other teachers of this class

had already informed them about a blog and asked them to write for this blog.”
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3.2.3.8. Recognition of Personal Growth

Recognition of personal growth was observed in 5.4 % of Siiheyla’s critical
reflection. It appeared in a peer discussion and several interviews. When the teacher was
asked about the whole process, she often found it beneficial because with a greater
“awareness” she “had an aim” which was always in her mind, tried “to create or find out
a teaching method related to the context, related to the needs” exchanging “some ideas

with the friends”, could “learn”, “imagine”, “create”, and “apply”, and could “go deep

into” herself as a teacher. In the third interview, she said:

I became aware of the things while I’'m writing the journal, so it helped me a lot, and
this interview in fact just arises the feeling that there is something valuable in your

class, in your teaching, or you as a teacher, so I’m just thinking about my teaching.

As a result, she became “more tolerant”, “happier”, “more interested”, and “proud” of

herself.
3.2.3.9. A Justification

Justifications comprised 1.9 % of Siiheyla’s critical reflection. She expressed a
justification in her journals on classroom practice and interviews. The teacher usually
referred to her “aim” in what she had done. For instance, in the fourth interview she said,
“They helped each other, and it activates their relationship, it warms their relationship, so

I always prefer things like that.”
3.2.3.10. The Teacher's Knowledge and Experience

Siiheyla’s reference to her knowledge and experience in some interviews
comprised 1.3 % of her critical reflection. The teacher generally shared details of
activities she tried for the first time. Also, in the last interview she reached a conclusion
based on her overall experience in teaching vocabulary saying, “Throughout the years
that I have been teaching I have learned that reducing the students’ vocabulary mistakes

is not an easy task for the students to maintain.”
3.2.3.11. Pedagogical Knowledge

In 0.9 % of her critical reflection Siiheyla addressed her pedagogical knowledge,
and this was observed in some interviews. During her reflection, the teacher not only

explained what she knew about teaching vocabulary, but also revealed what she did not
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know. In the second interview she said, “It (how to teach vocabulary in context) is a big

question Huriye, I can’t answer it”.
3.2.3.12. The Relation between Teaching and the School Context

In some interviews Siiheyla mentioned the relation between teaching and the
school context both positively and negatively, and this comprised 0.9 % of her critical
reflection. The positive effect of the school context was “facilities in terms of technology”
that allowed the teacher to use the internet during classroom practice and thus introduce
online collocation dictionary. However, in the fourth interview she referred to some
restrictions “We don’t have any other chance to check the vocabulary we taught again in
the following lessons because maybe you don’t teach that class again during that week

and the next week is far away” and added:

The main problem is our not being on our own, let me say we don’t have any enough
right and chance to just possess our own class because you know we have the book,
we have the workbook, and we have extra materials to be done, and we have pacing,

we have other partners, so this is the main constraint | think for the teachers.
3.2.3.13. Her Teaching Style

Siiheyla reflected about her teaching style in 0.9 % of her critical reflection. In the
first interview she mentioned the importance of feeling “free” for both the teacher and the

students, and added:

I like doing things which might be useful for my students and might be something
new or maybe something that I forgot to do for years, and so remembering something
that | abandon (?) | mean it makes me happy, | mean OK the monotonous way of
teaching always bores me.

3.2.3.14. Contradictions between Theory and Practice

Contradictions between theory and practice were mentioned in 0.6 % of Siiheyla’s
critical reflection. In the second interview she expressed her disapproval of referring to
students’ inappropriate use of language as “mistakes”. Later, she touched on the role of
autonomy in learning vocabulary and giving “a chance for the students to choose their

own word” but then stated that it would be “very utopic” in her context.
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3.2.3.15. Classroom Interaction

Classroom interaction was another infrequent topic in Siiheyla’s critical
reflection. It was found in 0.6 % of the data and only in the second interview. The teacher
explained how she interacted with the students to “create the correct version of the phrase

on the board” but later questioned “the involvement of every student in the same way”.
3.2.3.16. Setting Personal Goals

Setting personal goals appeared in 0.6 % of Siiheyla’s critical reflection. The goals
she mentioned in two interviews were becoming “more tolerant” towards students’

mistakes and focusing on vocabulary.
3.2.3.17. Negative Evaluations of Lessons

Sitheyla evaluated her classroom practice negatively only once in the second
interview. She said it was not her “ideal performance” because it was her “first attempt”

and she could not “predict some of the outcomes”.
3.2.3.18. Asking for Reasons

Asking for reasons appeared only once in Sitheyla’s critical reflection. In the first
peer discussion she asked her friends “Can we say that this (thinking firstly in Turkish
and then trying to write in English) is the reason of their common mistakes in

inappropriate words?”
3.2.4. Development in Siiheyla’s Sense of Critical Reflectivity

Table 3.8 contrasts the percentages of traits of development in Sitheyla’s critical
reflection in the first and fifth procedures. An increase is observed in discussing theories
of expert and own, variety of traits of critical reflection, being able to evaluate both
positively and negatively, being able to go beyond the classroom to greater context, and

being able to reflect through teaching experience. Nonetheless, there is a decrease in being

a problem solver and asking questions.
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Table 3.8: Development in Siiheyla’s Sense of Critical Reflectivity

Traits of Development in Critical Reflection 1% procedure 5" procedure Difference

(%) (%) (%)
Discussing theories of expert and own 8.5 19.3 +10.8
Variety of traits of critical reflection 55 60 +5
Being able to evaluate both positively and 12.8 15.8 +3
negatively
Being able to go beyond the classroom to 0 1.8 +1.8
greater context
Being able to reflect through teaching 4.3 5.3 +1
experience
Being a problem solver 17.1 8.8 -8.3
Asking questions 2.1 0 -2.1

3.2.4.1. Discussing Theories of Expert and Own

Discussion of theories of expert and own involved expressing a justification, a
personal opinion, and contradictions between theory and practice. Analysis of the first
and fifth procedures indicated that Siiheyla only stated a personal opinion in both
procedures but with a much higher frequency in the fifth. In the first procedure she
generally expressed her opinions about classroom activities. For instance, in the first
interview she said, “It’s a good idea I think because first when you write the Turkish
sentence on the board you create the need for the students so they realize that they need
that word.” On the other hand, in the fifth procedure she focused more on overall
evaluation of the whole study. For example, in the fifth interview the teacher said, “I am
also happy with this study in both ways in terms of the students’ gains and in terms of my

gains.”

3.2.4.2. Variety of Traits of Critical Reflection

Variety of traits of critical reflection was calculated based on the proportion of
number of types of critical topics used by the participant to total number of critical topics.
Comparison of the first and last procedure revealed that Siiheyla used a little wider variety
of critical topics in the last one. The topics that the teacher used at first but later did not
touch on were asking for reasons and her teaching style. On the other hand, the ones she
did not use at the beginning but mentioned later were pedagogical knowledge, the relation

between teaching and the school context, and setting personal goals.
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3.2.4.3. Being Able to Evaluate Both Positively and Negatively

This trait was analyzed based on the teacher’s positive and negative evaluations
of lessons. The evaluations Siiheyla made in the first and last procedure were all positive;
however, there was a small increase in frequency in the fifth. The teacher’s positive
evaluations in the first procedure involved the students — their reactions, awareness, and
improvement. For instance, in the first journal on classroom practice she wrote, “Almost
all of the students are eager to use it (online collocation dictionary)”. On the other hand,
the positive evaluations in the fifth procedure included not only the students’ side but also
the teacher’s side and “the end result”. For example, in the fifth journal on lexical
problems Siiheyla wrote, “My main aim for the feedback sessions is awareness raising of

their mistakes in their production, and I think that I have managed it a bit.”
3.2.4.4. Being Able to Go Beyond the Classroom to Greater Context

Being able to go beyond the classroom to greater context was evaluated according
to the teacher’s reference to the relation between teaching and the school context. Siiheyla
never made such reference in the first procedure, but in the fifth interview she mentioned
the contribution of the school context to her practice, which indicated a small increase.

The teacher said:
Because of the effect of opportunities in terms of technology now in this school we
have some more facilities in terms of technology, and it helped me to apply some
more things related to internet or mobiles or | mean laptops or just online things, so
online collocation dictionary was one of them, and it helped a lot.

3.2.4.5. Being Able to Reflect through Teaching Experience

Analysis of being able to reflect through teaching experience was based on
reference to pedagogical knowledge and expression of knowledge and experience. The
analysis revealed a small increase in this trait. In the first procedure Siiheyla only reflected
about her pedagogical knowledge, specifically “the first time” she did an activity.
Nonetheless, in the last procedure she expressed her knowledge and experience in
vocabulary teaching besides pedagogical knowledge. For instance, in the last interview
the teacher said, “I knew that collocation dictionary was so important for the students to

use, as a person [ use it quite often”.
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3.2.4.6. Being a Problem Solver

Whether Siiheyla was a problem solver was analyzed in terms of her reflection on
alternative ways of presenting lesson and deciding on a plan of action. Comparison of the
first and last procedures revealed that there was a decrease in her reference to these topics.
In the first procedure the teacher mainly reflected on her classroom ahead. For instance,
in the first journal on classroom practice she wrote, “I’m planning to use it (online
collocation dictionary) during my course in the class and outside the class in the following
weeks”. However, in the fifth procedure her reflections were mostly directed towards her

future teaching. For example, in the fifth peer discussion she said:

And one of the implications for the future from my opinion I think I don’t know if
it is correct or not, how it can be done, but maybe we can ask the students at the

practice stage to give them a sentence and find the mistake in it and correct it.

3.2.4.7. Asking Questions

Development of this trait was analyzed based on asking for reasons. In the first
procedure Siiheyla only asked, “Can we say that this (thinking firstly in Turkish and then
they try to write in English) is the reason of their common mistakes in wrong in

inappropriate words?” However, in the fifth procedure there were no such questions.

3.3. The Case of Ayhan
3.3.1. Introducing Ayhan

Ayhan is a teacher born in 1966. He is a native speaker of Turkish and has never
been abroad. He graduated from a reputable university in the capital city in 1990 with a
degree in ELT. He worked in a state school before he started teaching at School of Foreign
Languages in a state university in Central Anatolia in 1997. He has also worked as a
member of testing office and reading, coursebook, and outside reading commissions in
the institution. He also has wide experience in private courses. At the time, he was
teaching A-level (with reference to CEFR) students reading, listening, writing, and

coursebook for 28 hours a week.

A global look at Ayhan’s reflection shows that he referred to 76% of the topics in
Ho and Richards (1993) and Farrell (1999). The distribution of these topics is statistically

significant according to one-way goodness-of-fit chi-square test results (x?= 641.945, df=
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21, p=.000). According to chi-square results, nine topics were mentioned more frequently
than the statistically expected level. The common topics, ranked in order of frequency,
are listed in Table 3.9:

Table 3.9: Common Topics in Ayhan’s Reflection

Type of Category Topic Frequency
reflection (N)
Descriptive  Approaches and methods  An approach or procedure 118
Descriptive  Theories of teaching A belief/conviction 75
Critical Evaluating teaching Positive evaluations of lessons 51
Critical Evaluating teaching Students’ problems 46
Critical Evaluating teaching Teacher's problems 42
Critical Evaluating teaching Alternative ways of presenting 41
lesson
Descriptive  Approaches and methods  The content of the lesson 41
Critical Theories of teaching A personal opinion 40
Critical Approaches and methods ~ The learners’ background 37
information

There are only three descriptive topics in this list —an approach/procedure, a belief
/ conviction, and the content of the lesson. Nevertheless, the first two are more frequent
than all the other topics although the content of the lesson is not so prevalent. Most of the
critical topics, namely positive evaluations of lessons, students’ problems, teacher's
problems, and alternative ways of presenting lesson, are related to evaluating teaching.

Overall analysis of Ayhan’s reflection in Table 3.10 shows quite a high variety of
topics in both his critical reflection (75%) and descriptive reflection (78%). Although
critical reflection (56 %) outnumbered descriptive reflection (44%), their frequencies

were very close.

Table 3.10: Overall Analysis of Ayhan’s Reflection

Type of reflection Frequency (%) Variety (%)

Critical 56 75

Descriptive 44 78

3.3.2. Ayhan’s Descriptive Reflection

Overall, Ayhan’s engagement in descriptive reflection is quite frequent (44%),

and he used it mostly in interviews and peer discussions with a great variety (78%). The
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results reveal that he mentioned three descriptive topics more frequently than statistically
expected. These topics are listed in descending order in Table 3.11, which reveals that
most of his descriptive reflection (60.6%) involved approaches and methods. However,
the teacher never mentioned an expert's view or solutions to problems by seeking

solutions from experts.

Table 3.11: Descriptive Topics Ayhan Mentioned Frequently

Category Topic Frequency (%)
Approaches and methods ~ An approach/procedure 45
Theories of teaching A belief/conviction 28.6
Approaches and methods  The content of the lesson 15.6

The distribution of his descriptive reflection among the four types of instruments
is statistically significant according to one-way goodness-of-fit chi-square test results (x’=
199.649, df= 3, p=.000). Besides, the distribution of his descriptive reflection among the
topics that he mentioned is statistically significant according to one-way goodness-of-fit
chi-square test results (x’= 311.786, df= 6, p=.000). The frequency and percentage of the

topics mentioned in each instrument are listed in Table 3.12:

Table 3.12: Descriptive Topics Ayhan Mentioned in Each Instrument
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An approach/procedure 6 15 18 79 118 45
A belief/conviction 7 0 13 55 75 28.6
The content of the lesson 6 7 7 21 41 15.6
Asking how to do things 1 0 8 1 10 3.8
Asking for information 3 0 0 6 9 34
Questions about what should 5 0 2 1 8 3.1
be done
How a theory was applied 0 0 1 0 1 0.4

3.3.2.1. An Approach/Procedure

An approach/procedure was the most common type of descriptive topic in

Ayhan’s reflection. It comprised 45% of his descriptive reflection. Ayhan described an
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approach/procedure in his journals on lexical problems and classroom practice, peer
discussions, and interviews.

Ayhan used it to refer to the procedures in different phases of the class. For
instance, in his second journal on lexical problems he wrote how he preferred to start a
class “I sometimes use this (asking students some interesting questions) as a way of
teaching vocabulary, grammar and speaking, and before | start a class, | always encourage
my students to talk about something which is not directly related to the lesson.” As for
the input phase, in the second interview the teacher indicated “I usually give the
meanings, maybe sometimes ask the students to make sentences”. When Ayhan focused
on the practice phase, he referred to various activities such as writing a paragraph like the
one in the book, leaving “some parts uncompleted”, and asking the students “to complete
them with the correct word forms”, having the students “write a paragraph”, having the
students “talk among themselves about what they read”, asking the students “to make up
some situations” where the target vocabulary can be used and “let their partners guess”,
or asking the students “to make sentences or to define or redefine a word which they have
seen in the book”. An example that explains how he ended a class can be found in his
second journal on classroom practice. He wrote, “We studied this passage on Tuesday
(11 April), and after highlighting some words in this passage | asked my students to write
a similar paragraph as homework.”

The teacher also explained how he guided his students about learning grammar or
vocabulary. For instance, in the second interview he mentioned his advice about how
learning one rule can help in many ways saying “You can kill not two birds but many
birds with one stone if you know how to add —ing to a verb you can use it in many places”.
Ayhan also indicated that he tried to raise the students’ awareness towards “different

techniques” of learning vocabulary. In the first interview he said:

So sometimes I hear “This teacher said this” or they say that “This teacher said you
can learn in this way or that’s the best way for you.” I tell them that there is no best
way for everybody. Yani each person, yani one technique or one way or my way
might not be the best way for you yani my technique or my technique when learning
words might not be the best one for you. So in time | am saying | tell them that there
are some ways, my technique is this, I'm saying this is my technique but you can use

your own technique. I'm sure that you will find your own technique in time.
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3.3.2.2. A Belief/Conviction

Another recurrent topic in Ayhan’s descriptive reflection was a belief/conviction
comprising 28.6% of the total. He expressed a belief/conviction in his journals on lexical
problems, peer discussions, and interviews. The participant stated his beliefs about

teaching and learning.

An example of his beliefs about teaching vocabulary can be found in the second
interview, in which he declared “To an extent every study, everything that you do, every
strategy, every technique can solve a problem, to an extent yani | believe that all of them

can have a part in solving the problem.” Then he added:

I believe that always there is a better way of teaching something ... if they want to

learn, if we want to teach something we can find a way to teach it ... but within the
techniques that we are used to doing or within our knowledge we are trying to do our

best.

When the teacher talked about learning in the third interview, he emphasized the

importance of motivation saying:

If they don’t want to learn, if they don’t want to memorize something, you know
there is a proverb, I don’t remember it word by word — you can take a horse to water
but you can’t make it drink. So you can show them lots of words, you can expose
them with many words, but if they don’t want to learn it, you can’t teach them.

As for his beliefs related to learning vocabulary, Ayhan usually addressed the issue of

responsibility. In the third peer discussion he said:

Vocabulary is something that students should learn, it is not something teachers
should teach, that’s what I always think about it ... Maybe there are some things or
there are some parts in which teachers can help their students learn something, but
basically it is a burden that students should carry, it’s not a burden I think the teachers
should carry, it is something that students should do, that’s what I think.

The teacher also added his own example:

That’s what we do in our profession or during our university education we always
did this, teachers didn’t teach us vocabulary, we learn vocabulary... Most of us after
we graduated from university, we also learn words, we are still learning words, and

nobody is teaching us these words, we are learning them ourselves.
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In the second interview he compared “learning vocabulary” to “teaching grammar”
stating “When you teach grammar maybe your burden is more, yani you have you need
to share a bigger part of the burden, but in learning vocabulary most of the burden is on
their (students’) shoulders.” The role of practice is another issue that the teacher

considered. For instance, in the fourth journal on lexical problems he wrote:

Learning vocabulary, or rather memorizing a word is one thing, using it correctly
and properly in context is another thing... Not having a good grammar hampers
reading and speaking or using language, so not using a language is another reason of
not learning/teaching vocabulary, which I think has a domino effect.

3.3.2.3. The Content of the Lesson

Ayhan’s descriptive reflection on the content of the lesson was found in 15.6% of
the data. He mentioned the content in his journals on lexical problems and classroom
practice, peer discussions, and interviews. The teacher referred to covering such points as
reading comprehension, speaking practice, listening practice, vocabulary presentation
and practice, and grammar revision. For instance, in the first journal on classroom
practice, he wrote about the content of vocabulary presentation stating “... and we also
talked about word forms and the ways we can see whether a word is a verb, a noun, an
adjective etc.” In addition, Ayhan mentioned such themes as money, love and

relationships, food and cooking, speaking habits, and child minding.
3.3.2.4. Asking How to Do Things

Ayhan asked how to do things in 3.8% of his descriptive reflection. He asked these
questions in the journals on lexical problems, peer discussions, and interviews. The
questions were mostly related to teaching vocabulary. For example, in the first peer
discussion he asked, “Should we have them make sentences to increase vocabulary

practice and production?”
3.3.2.5. Asking for Information

Asking for information appeared in 3.4% of Ayhan’s descriptive reflection in his
journals on lexical problems and interviews. The questions were mostly related to
teaching vocabulary. For example, in his first journal on lexical problems, he wrote,
“Sometimes their Turkish meanings are given without much ado, or some teachers choose

the more difficult maybe the easier way of trying to explain them in the target language,
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but whatever technique we use does it make much difference in terms of putting the words

into their heads?”
3.3.2.6. Questions about What Should Be Done

Although he did not use them very frequently (3.1%), Ayhan asked some
questions about what should be done during his descriptive reflection in the journals on
lexical problems, peer discussions, and in an interview. Most of his questions were related
to identifying his focus as in the one in his first journal on lexical problems, “Should I

teach or should they learn?”
3.3.2.7. How a Theory was Applied

The least frequent descriptive topic in Ayhan’s reflection was how a theory was

applied (0.4%). In the first peer discussion the teacher said:

| read that they need to be exposed to the word that they learnt today, one day later, three
days later, one week later, one month later ... There are some questions I regularly ask in
warm up ... or there are some questions I frequently use to practice previously covered

grammar points.
3.3.3. Ayhan’s Critical Reflection

Ayhan’s critical reflection constituted 56% of the whole with a great variety
(75%), and it could be observed in all types of instruments but mostly in interviews and
peer discussions. Statistically, Ayhan used seven critical topics more frequently than
expected. These are given in descending order in Table 3.13, which reveals that most of
his critical reflection (60.2%) is related to evaluating teaching. However, the teacher
never mentioned a justification, contradictions between theory and practice, how theories

changed, pedagogical knowledge, or classroom interaction.

Table 3.13: Critical Topics Ayhan Mentioned Frequently

Category Topic Frequency (%)
Evaluating teaching Positive evaluations of lessons 15
Evaluating teaching Students’ problems 13.6
Evaluating teaching Teacher's problems 12.4
Evaluating teaching Alternative ways of presenting lesson 12.1
Theories of teaching A personal opinion 11.8
Approaches and methods  The learners’ background information 10.9
Evaluating teaching Deciding on a plan of action 7.1
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The distribution of his critical reflection among the four types of instruments is

and percentage of the topics mentioned in each instrument:

Table 3.14: Critical Topics Ayhan Mentioned in Each Instrument

statistically significant according to one-way goodness-of-fit chi-square test results (x*=
474.416, df= 3, p=.000). Besides, the distribution of his critical reflection among the
topics that he mentioned is statistically significant according to one-way goodness-of-fit
chi-square test results (x’= 213.168, df= 14, p=.000). Table 3.14 presents the frequency
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Positive evaluations of lessons 0 2 6 43 51 15
Student’s problems 10 0 8 28 46 136
Teacher's problems 1 0 8 33 42 124
Alternative ways of presenting lesson 3 0 8 30 41 121
A personal opinion 8 0 9 23 40 118
The learners’ background information 3 2 9 23 37 109
Deciding on a plan of action 2 0 2 20 24 7.1
Recognition of personal growth 0 0 0 22 22 65
Negative evaluations of lessons 0 0 0 11 11 3.2
His teaching style 0 0 0 10 10 29
Setting personal goals 0 0 0 6 6 1.8
Comments on his language proficiency 0 0 1 4 5 1.5
The relation between teaching and the school 0 0 0 5 5 0.6
context
Knowledge and experience 0 0 0 1 1 0.3
Asking for reasons 1 0 0 0 1 0.3

3.3.3.1. Positive Evaluations of Lessons

The most recurrent critical topic found in Ayhan’s reflection was positive
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evaluations of lessons, which comprised 15% of the total and appeared in journals on
classroom practice, peer discussions, and interviews. For instance, in the second interview
he said “Yani I think strong points outweigh the weak points .... Actually, the things that

we got or the outcomes we got were the things we expected”. The positive phrases he



used to evaluate his practice were “totally positive”, “useful”, “not bad”, “clear and 100

% related”, “good”, and “not remote from my ideal performance”.

The teacher evaluated his practice positively based on three criteria. To start with,
Ayhan observed satisfactory outcomes in his students’ performance. For instance, in the
third interview he uttered, “My goal, my intention was there to make them learn the
words, and they learn the words, so I reached my goal”. The teacher also noticed that the
students “still remember”, “will never forget the words”, “work harder”, “had no
difficulty answering most of them (the questions) correctly”, and “made some progress”.
Another criterion for Ayhan’s positive evaluations was the students’ attitudes, which was
indicated when they found the practice “useful” or “a good way of learning vocabulary”
or “gave positive feedbacks”. Finally, the teacher’s positive evaluations included his own
reactions as well. For instance, in the second interview Ayhan said “within my knowledge

or within the strategy I use I like my performance I can say”.
3.3.3.2. Student’s Problems

Another recurrent critical topic was students’ problems, which comprised 13.6%
of the total and appeared in journals on lexical problems, peer discussions, and interviews.
Some of Ayhan’s reflection on his students’ problems involved a general description of
the problems with reference to their frequency or similarity to the ones in previous tasks.
For instance, in the fourth journal on lexical problems, the teacher wrote “It seems that
our students have recurrent and repetitive problems about vocabulary .... Mostly

vocabulary mistakes and grammar mistakes are intertwined.”

However, other problems addressed were related to more specific issues. One type
of specific problems the teacher noticed is a lack of motivation for improvement. For

instance, in the first interview Ayhan said:

The problem starts with the bell, when the bell rings or when they go out, the problem
starts because after class they, as | said, they grudge allocating some time with
learning or to learning English, so the problem starts after class.

He also referred to this problem in the fourth interview when he said:

Maybe they don’t make enough practice. They write only when they are asked to

write something, they read only when they are asked to read something, they don’t
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write, or they don’t read anything at their pleasure or willingly. They just do it as
homework or as classwork, so they don’t make enough practice.
Besides the three types of lexical problems —meaning, collocation, and word form
— he analyzed, Ayhan mentioned some other points related to language use such as
problems with “prepositions”, “phrasal verbs”, “conjunctions and connectors”. He also
noticed that “they usually avoid using new words”. The teacher reflected on the root of

students’ lexical problems, too. He thought they might be related to storing the words in

their “short term memories”.
3.3.3.3. Teacher’s Problems

The teacher’s / teachers’ problems were revealed in statements with the pronouns
“I” or “we” in 12.4% of Ayhan’s critical reflection. He referred to such problems in
journals on lexical problems, peer discussions, and interviews focusing mainly on those

faced while teaching vocabulary.

To start with, Ayhan acknowledged the importance of teaching vocabulary in the
first interview when he said “I am giving some YDS courses, in these courses yani we
teach grammar, we try to teach reading, but I always thought there was something
missing, it was vocabulary” In the first peer discussion, he also indicated “We don’t really
do vocabulary teaching, we present the vocabulary...We don’t test vocabulary, we only

do that in quizzes...We don’t focus on vocabulary.”

Although such limits as “time” and personal “weak points” were accepted, most
of the problems mentioned were related to what the teacher/s do not do. Lack of
preparation and lack of enthusiasm to “improve” professionally and to shoulder an “extra

burden” were among them. In the fourth interview Ayhan provided some details:

Generally, we think what I do in class is enough...I get some salary from this job and my
activities or the things that | do in my class is enough for me to deserve my salary, so we

usually don’t bother to do some other extra activities.

Ayhan also criticized teachers for “act(ing) like a dictionary”, not “check(ing) whether
they have learnt”, and not “do(ing) more research”. The teacher referred to lack of effort
to “mak(e) students learn these words permanently or plac(e) these words into their long

term memory” as well and summarized it in the second peer discussion saying “Yani the
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problem is not what we do in class, but what we can do after class or in the following

classes”.

In addition, Ayhan touched on problems in teacher - student relationship while
teaching vocabulary. For instance, in the first interview he stated, “I always expect them
to learn, that's something which prevents our success”. Similarly, in the second interview
the teacher indicated “We say that’s enough, if they want to learn they should study
more.” Also, in the third interview he said, “Sometimes we spoon-feed them, especially
maybe in class we do this, we give the meanings in Turkish. It is the easiest way, we don’t

want to tire them or we don’t want to tire ourselves.”
3.3.3.4. Alternative Ways of Presenting Lesson

Ayhan reflected about alternative ways of presenting lesson in 12.1% of his
critical reflection. This was observed in journals on lexical problems, peer discussions,
and interviews. The alternatives were generally related to enhancement of vocabulary.
For example, in the first interview the teacher said, “Maybe I could have written
something longer, maybe | should have copied it somewhere and maybe | could have
given them to students in papers prepared before” and later added, “Maybe we can also
ask them to write a short story themselves.” The teacher talked about what could be done,
too. For instance, in the second interview he stated “Maybe we should see the other
techniques, we should be inquisitive, we should try to see what other people are doing, or
maybe on the internet we can search for other people’s techniques. That is something we
never do.” and then added, “Maybe all the teachers taking part in the study should come
together. And maybe we should discuss some things together, not just with my partner,

maybe we can have a group work. It can help us.”
3.3.3.5. A Personal Opinion

11.8% of Ayhan’s critical reflection involved a personal opinion, which was
observed in journals on lexical problems, peer discussions, and interviews. He expressed
his views on students’ mistakes and strengths, classroom activities, importance of regular
practice, teaching vocabulary, the role of productive skills while teaching vocabulary, and
importance of some grammar topics. For example, in the second interview he stated,

“When they write, they can change, or they can change the sentences, or they can see
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their mistakes, and they can fix their mistakes, so when they write, maybe they are more

courageous.”
3.3.3.6. The Learners’ Background Information

Reference to learners’ background information comprised 10.9% of Ayhan’s
critical reflection, and it could be observed in journals on classroom practice and lexical
problems, peer discussions, and interviews. The teacher presented background
information about how his students learnt, what they could do, their mood, and their
attitudes. For instance, in the third interview he said “When you write something about
grammar, no excuse, all excuses are solved. They take notes, they can find a pencil, or

they can see the board.”
3.3.3.7. Deciding on a Plan of Action

Deciding on a plan of action comprised 7.1% of Ayhan’s critical reflection, and it
could be observed in journals on lexical problems, peer discussions, and interviews. His
plans included improving vocabulary practice through written production, finding a way
of teaching vocabulary in private courses, “doing something different” or “authentic” and
“looking for some new ways”, and searching the internet to improve his vocabulary

teaching.
3.3.3.8. Recognition of Personal Growth

Recognition of personal growth was found in 6.5% of Ayhan’s critical reflection
and observed only in interviews. He mentioned trying an activity for the first time and
wishing to continue doing it, accepting both weaknesses and strengths and seeking
improvement, learning from his peer, and his gains. For instance, in the third interview

he stated,

For example, when we always walk, but if you ask me to run 100 meters and in the
shortest time, so | can see my limits, in how many seconds can | run 100 meters.
These kinds of studies sometimes force you to find your limits or to think about what
you can do, what strategies | can develop.

and in the fourth interview added,

When you focus on teaching vocabulary as a part of study, yes sometimes you see

some points that you have overlooked or ignored before. There are things that you
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do in your class as a part of the routine, but when you take part in a study, sometimes
you are more aware of something.

3.3.3.9. Negative Evaluations of Lessons

Ayhan’s negative evaluations of lessons were found in 3.2 % of his critical
reflection in interviews. Most of these evaluations were based on the students’

performance or reactions. For instance, in the second interview he stated

There were some students who said this kind of study was useless. There were a few
students saying that, and their sentences were short, just one sentence saying “I didn’t
find it useful”, and maybe I don’t think that the student was very serious because
writing just one sentence and expressing your remark or idea in one sentence shows
how serious this student is.

Besides, Ayhan was able to see the negative side of an issue that could be evaluated

positively. In the second interview he maintained

It was a strong point but maybe it was also the weak point, | mean giving the words,
asking them to memorize only these words. Maybe when they wrote the
composition, maybe they used the words without memorizing them, maybe they just
looked at their meanings. The strong point maybe was also the weak point.
3.3.3.10. His Teaching Style

Reference to his teaching style was found in 2.9% of Ayhan’s critical reflection in
interviews. When Ayhan reflected on his teaching style, he referred to his personal
qualities. In the first interview, for instance, he indicated “I think I'm a good observer”,
and in the fourth interview he said “I usually like using my time for myself. For example,

when I have some free time, [ want to read something, I want to study vocabulary.”
3.3.3.11. Setting Personal Goals

Ayhan set personal goals 1.8 % of his critical reflection in interviews. They
included both short-term goals as the one in the third interview, “I’m thinking of trying
to find something different for our last study I want find something different maybe
something more effective I hope I will,” and long-term goals as the one in the first

interview, “I would like to be a better teacher”.
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3.3.3.12. Comments on His Language Proficiency

Ayhan’s comments on his language proficiency were found in 1.5 % of his critical
reflection in a peer discussion and an interview. These comments revealed his desire “to
be more fluent”, “to have a better pronunciation”, and “to have better skills”. In the third
peer discussion he also mentioned his ongoing learning saying, “We also learn words, we
are still learning words, and nobody is teaching us these words, we are learning them

ourselves”.
3.3.3.13. The Relation between Teaching and the School Context

Ayhan referred to the relation between teaching and the school context in 0.6 %
of his critical reflection in interviews. His focus in these instances were primarily on
pacing. In the first interview, for instance, he stated, “We usually don’t do extra studies

in class, we usually try to follow the pacing.”
3.3.3.14. The teacher's Knowledge and Experience

The only reference to his own knowledge and experience, which comprised 0.3 %
of Ayhan’s critical reflection, was found in the last interview. He said, “Actually, maybe
it (vocabulary practice) helped me look for some ways of looking for or finding some

ways of teaching vocabulary.”
3.3.3.15. Asking for Reasons

The only question Ayhan directed to ask for a reason, which comprised 0.3 % of
his critical reflection, was found in the first journal on lexical problems. He said, “Why
bother to do activities to have them memorizing words when it is something they can do

with so many materials at hand?”
3.3.4. Development in Ayhan’s Sense of Critical Reflectivity

Table 4.15 presents the percentages of traits of development in Ayhan’s critical
reflection in the first and fourth procedures. An increase is observed in discussing theories
of expert and own and being able to reflect through teaching experience. However, there
is a decrease in variety of traits of critical reflection, being able to go beyond the
classroom to greater context, being able to evaluate both positively and negatively, being

a problem solver, and asking questions.
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Table 3.15: Development in Ayhan’s Sense of Critical Reflectivity

Traits of Development in Critical 1st 4th Difference
Reflection procedure procedure (%)
(%) (%)

Discussing theories of expert and own 7 10 +3
Being able to reflect through teaching 0 1 +1
experience

Variety of traits of critical reflection 70 55 -15
Being able to evaluate both positively and 24 13 -11
negatively

Being a problem solver 21 14 -7
Asking questions 1 0 -1
Being able to go beyond the classroom to 1 0 -1

greater context

3.3.4.1. Discussing Theories of Expert and Own

Discussion of theories of expert and own involved expressing a justification, a
personal opinion, and contradictions between theory and practice. During critical
reflection, Ayhan never mentioned a justification or contradictions between theory and
practice; thus, Ayhan only stated a personal opinion in the first and fourth procedures but
with a little higher frequency in the fourth. In the first procedure he generally expressed
his opinions about teaching vocabulary. For instance, in the first journal on lexical
problems he said, “It is easy for us to give the meanings of the words, it is possible to
have a slight/nodding acquaintance with the words but it is difficult or very hard to make
them put the words in their long term memories.” On the other hand, in the fourth
procedure he focused more on his views related to a classroom activity. For example, in

the last interview he said,

As they wrote more, they made more mistakes. That’s something expected, that was not
a surprise, but I can say that what they wrote was not bad actually ... The writings were

not so bad, the mistakes were the mistakes that we were expecting.
3.3.4.2. Being Able to Reflect through Teaching Experience

Analysis of being able to reflect through teaching experience was based on
reference to pedagogical knowledge and expression of knowledge and experience. Ayhan
experienced a small increase in this trait as he reflected on none of them in the first

procedure and referred to his knowledge and experience only once in the fourth
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procedure. For instance, in the fourth interview he said, “Actually, maybe it (vocabulary
practice) helped me look for some ways of looking for or finding some ways of teaching

vocabulary.”
3.3.4.3. Variety of Traits of Critical Reflection

Variety of traits of critical reflection was calculated based on the proportion of
number of types of critical topics used by the participant to total number of critical topics.
Comparison of the first and last procedure revealed that in the last one Ayhan did not
have as much variety as in the first. The topics that the teacher used at first but later did
not touch on were the relation between teaching and the school context, asking for
reasons, setting personal goals, and comments on his language proficiency.On the other
hand, the one he did not use at the beginning but mentioned later was knowledge and

experience.
3.3.4.4. Being Able to Evaluate Both Positively and Negatively

This trait was analyzed based on the teacher’s positive and negative evaluations
of lessons. Ayhan made both positive and negative evaluations in the first and fourth
procedures but with lower frequencies in the fourth. The first procedure involved positive
evaluations based on satisfactory outcomes in the students’ performance, the students’
attitudes, and the teacher’s own reactions. For instance, in the first interview he said, “I
am sure that they will never forget the words I use there.” The negative evaluations in the
first procedure were mostly based on the students’ attitudes. For example, in the first
interview he said, “Yani they were surprised because they didn’t use to or they were not
used to seeing something like that.” As for the fourth procedure, both positive and
negative evaluations were mostly based on the outcomes in the students’ performance.
For instance, in the fourth interview he said, “Sometimes they make mistakes like this,

but they are learning something .... Sometimes they don’t learn.”
3.3.4.5. Being a Problem Solver

Whether Ayhan was a problem solver was analyzed in terms of his reflection on
alternative ways of presenting lesson and deciding on a plan of action. Comparison of the
first and last procedures revealed that there was a decrease in his overall reference to these
topics despite the increase in his reference to a plan of action in the fourth procedure. In

terms of alternative ways, the teacher’s focus was on way of presentation, opportunities
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for enhancement, and his new experience in the first procedure but only on his new
experience in the last procedure. For instance, in the first interview he said, “The things
or the points that | want to change — or not change, but modify let’s say — maybe try
something longer, to add some extra activities, and to make them join in this activity more
effectively.” As for deciding on a plan of action, in the first procedure the teacher reflected
on what he could do throughout the study, whereas the focus in the last procedure was
more on further implications for his future practice. For example, in the fourth interview
he said, “Maybe the thing that I do, or I have done in my classes with my students can

also be done with my private students too.”
3.3.4.6. Asking Questions

Development of this trait was analyzed based on asking for reasons. In the first
procedure Ayhan only asked, “Why bother to do activities to have them memorizing
words when it is something they can do with so many materials at hand?” However, in

the fourth procedure there were no such questions.
3.3.4.7. Being Able to Go Beyond the Classroom to Greater Context

Being able to go beyond the classroom to greater context was evaluated according
to the teacher’s reference to the relation between teaching and the school context. Ayhan
mentioned one of his limitations as a teacher only in the first interview saying, “We
usually don’t do extra studies in class, we usually try to follow the pacing — you know the

pacing schedule.” Nonetheless, he never made such reference in the fourth procedure.
3.4. The Case of Star
3.4.1. Introducing Star

Star is a female participant who was born in 1966. She is a native speaker of
Turkish and has been to Poland for in-service training on Accelerated Learning and to
Italy, Germany, Switzerland, France, Finland, Sweden, Spain, Austria, Hungary, the
Czech Republic, Georgia, Azerbaijan, and Morocco on holiday. She graduated from a
reputable university in the capital city with a degree in ELT. Before starting to work in
her current institution in 1991, she had taught in a private school for 4 years. She has
worked there as the coordinator, a mentor in in-service training commission, and a

member of the testing office and various commissions. At the time, she was teaching B-
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level (with reference to CEFR) students reading, writing, and coursebook for 20 hours a

week.

A global look at Star’s reflection reveals that she referred to 72% of the topics in
Ho and Richards (1993) and Farrell (1999). The distribution of these topics is statistically
significant according to one-way goodness-of-fit chi-square test results (x?= 463.269, df=
20, p=.000). According to chi-square results, eight topics were mentioned more
frequently than the statistically expected level. The common topics, ranked in order of

frequency, are listed in Table 3.16:

Table 3.16: Common Topics in Star’s Reflection

Type of Category Topic Frequency

reflection (N)

Critical Evaluating teaching Positive evaluations of 69

lessons

Descriptive  Approaches and An approach or procedure 64
methods

Critical Approaches and The learners’ background 57
methods information

Critical Evaluating teaching Students’ problems 45

Descriptive ~ Theories of teaching A belief/conviction 37

Critical Theories of teaching A personal opinion 30

Descriptive ~ Approaches and The content of the lesson 24
methods

Critical Evaluating teaching Teacher's problems 23

Most of the topics in this table are critical, and the most frequent one is related to
evaluating teaching like two others, one related to theories of teaching, and one related to
approaches and methods. There are only three descriptive topics — two about approaches

and methods and one about theories of teaching.

Overall analysis of Star’s reflection in Table 3.17 shows that with a great variety
of topics (80%) her critical reflection (71 %) far outnumbered her descriptive reflection
(29 %). Despite this low frequency, the variety of the topics was just over half (56%) in
her descriptive reflection.

Table 3.17: Overall Analysis of Star’s Reflection

Type of reflection  Frequency (%)  Variety (%)

Critical 71 80
Descriptive 29 56
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3.4.2. Star’s Descriptive Reflection

In general, Star’s descriptive reflection is not very frequent (29 %) but found
mostly in interviews and peer discussions with a good variety (56%). Statistically the two
topics in Table 3.18 were used more frequently than expected, and half of her descriptive
reflection (50.4%) is related to approaches and methods. However, the teacher never
mentioned an expert's view, how a theory was applied, solutions to problems by seeking

solutions from experts, or questions about what should be done.

Table 3.18: Descriptive Topics Star Mentioned Frequently

Category Topic Frequency (%)
Approaches and methods An approach/procedure 50.4
Theories of teaching A belief/conviction 29.1

The distribution of her descriptive reflection among the four types of instruments
is statistically significant according to one-way goodness-of-fit chi-square test results (x’=
127.394, df= 3, p=.000). Moreover, the distribution of her descriptive reflection among
the five topics that she mentioned is statistically significant according to one-way
goodness-of-fit chi-square test results (x?= 110.913, df= 4, p=.000). The frequency and
percentage of the topics mentioned in each instrument are listed in Table 4.19:

Table 3.19: Descriptive Topics Star Mentioned in Each Instrument
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An approach/procedure 0 12 9 43 64 50.4
A belief/conviction 5 1 6 25 37 29.1
The content of the lesson 0 3 4 17 24 18.9
Asking for information 0 0 0 1 1 0.8
Asking how to do things 0 0 1 0 1 0.8

3.4.2.1. An Approach/Procedure

An approach/procedure was the most common type of descriptive topic Star’s
reflection. It comprised 50.4 % of her descriptive reflection. Star described an
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approach/procedure in her journals on classroom practice, peer discussions, and

interviews.

A remarkable example of an approach/procedure in Star’s descriptive reflection
was found when she referred to the contribution of her peer, Ayhan, in the third peer
discussion. She told him, “In our last interview you talked about [the fact that] the matter
was not teaching but learning, it was something in my mind, and | tried to use it — the

thing I got from you.”

The teacher also mentioned an approach/procedure to refer to the procedures in
different phases of the class. Star explained how she prepared the content, for instance, in
the first interview saying, “I have chosen few words, that is, the common mistake.”
Analysis of her reference to the input phase reveals the importance she attaches to

9% ¢¢

“context”, “exposure,” and repetition. For example, in the first peer discussion she said,

I raise an object and ask, “Who does it belong to’, I sometimes write it on the board and
ask them to write a sentence with that, | focus on some words so that they learn them
better, the following day | start with the same word, | remind that word again after warm-
up.

During the practice phase, Star wanted to make sure that the students had “the chance to
use it many times in two hours of reading class”. The teacher sometimes provided variety
with jokes and games as well as asking her students to “close their books to remember
the words”, spell the target word/phrase, complete some sentences with the correct form
of the target word/phrase, “give sample sentences from their daily life, share with class
or with their partners,” “look up their dictionary,” or “discuss.” In the third interview,
Star shared an example to show how “teachers can make situations they can use the

vocabulary [and] make them remember all the time”:

Before the reading quiz | told them a word that could be used in the questions before
the reading quiz, it was “infer”. And one of my students asked me what the word
was in the quiz, of course I did not tell him. I [had] taught it many times in the class.
He could not remember. It was “infer”, the word was “infer”, and whenever I got
into the class | asked Okan, he was Okan, the same word again and again. Of course,

the whole class heard that all the time. “Okan do you remember our word?” Even I
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did not tell the word. “Of course, teacher, it was ‘infer’, [ will never forget it”. The

class repeated it again.
Besides preparation, input, and practice phases the teacher reflected on how she ended a
class. For instance, in the third interview she stated, “Using the information they got from
the reading and using their own ideas and the ones we shared in the class they tried to

write a paragraph.”
3.4.2.2. A Belief/Conviction

Another recurrent descriptive topic found in Star’s reflection was a
belief/conviction comprising 29.1 % of the total. She expressed a belief/conviction in her
journals on lexical problems, journals on classroom practice, peer discussions, and

interviews. The participant mostly stated her beliefs about teaching and learning.

Most of the beliefs/convictions Star mentioned related to teaching vocabulary
stressed the importance of providing “context” and using “attractive reading texts,”
“practical questions,” “discussions,” productive activities, and various “extra materials”.
She also highlighted the value of repetition, as she did in the third interview “It goes in
their brain again and again in a joke, in an activity, in a repeat, in a repetition any way.”
She maintained the teacher’s role when she wrote, “... we should focus on how students

"’

learn!” in the third journal on classroom practice and added, “Maybe we teach, we always
teach, the book teaches, we teach, there are techniques, but following learning is really
very important, [monitoring] if they learn” in the fourth interview. Star provided more

details about this in the third interview saying:

In general, even in our coursebooks we try to teach, we try to give the things, you
know we try to feed the students. Yes, we can prepare the food but let them eat
themselves... We should be ready to help them, but we should teach them how to
eat.

As she stated in the first peer discussion, Star believed that “learning vocabulary
1s students’ responsibility.” For the teacher “exposure” seemed to be one of the key points
while learning. For instance, in the second interview she noted, “If they watch a movie,
if they read something even a short paragraph, if they use the language on the internet or
somewhere in any way, they will learn it.” Another point Star emphasized was “practice”.

In the fourth interview, for example, she asserted, “The more they use, the better they use
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the vocabulary in their spoken English [and] in written English.” The teacher also

expressed the need for “a long period of time” in the third interview.
3.4.2.3. The Content of the Lesson

Star’s reference to the content of the lesson comprised 18.9 % of her descriptive
reflection. She mentioned it in her journals on classroom practice, peer discussions, and
interviews. The teacher referred to covering themes like “money” and “cellphones”. Star
usually reflected on her practice during writing and reading classes with a focus on word
forms of some specific words such as relax, benefit, focus, and infer. In the third interview
she explained how she decided what to focus on “I especially choose the words they

would use in daily life, they would need later and related with the topic.”
3.4.2.4. Asking for Information

Star raised only one question to ask for information, and it formed 0.8 % of her
descriptive reflection. After she reflected on the positive sides of her practice in the first

interview, she asked herself “Has anything irritated me?” but could not find any instances.

3.4.2.5. Asking How to do Things

During her descriptive reflection, Star asked how to do things only once, which
comprised 0.8 % of the whole. In the fourth peer discussion when her peer, Ayhan, told
her about the higher number of mistakes in longer texts, Star asked him, “If they don’t

make mistakes, how can they learn to use it?”
3.4.3. Star’s Critical Reflection

Found in 71% of the whole with a great variety (80%), Star’s critical reflection
could be observed in all types of instruments but mostly in interviews and peer
discussions. Statistically, Star mentioned seven of these topics more frequently than
expected. These are given in descending order in Table 3.20, which reveals that almost
half of her critical reflection (44.5%) is related to evaluating teaching. However, the
teacher never mentioned how theories changed, pedagogical knowledge, asking for

reasons, or comments on her language proficiency.
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Table 3.20: Critical Topics Star Mentioned Frequently

Category

Topic Frequency (%)

Evaluating teaching

Approaches and
methods
Evaluating teaching

Theories of teaching
Evaluating teaching
Self-awareness

Self-awareness

Positive evaluations of lesson
ositive evaluations of lessons 99 4

The learners’ background
information 18.5
Students’ problems

14.6
A personal opinion 9.7
Teacher's problems 75
Recognition of personal growth 6.5
Her teaching style 6.5

The distribution of her critical reflection among the four types of instruments is

statistically significant according to one-way goodness-of-fit chi-square test results (x*=
402.208, df= 3, p=.000). Besides, the distribution of her critical reflection among the

topics that she mentioned is statistically significant according to one-way goodness-of-fit
chi-square test results (x?= 344.675, df= 15, p=.000). Table 4.21 presents the frequency

and percentage of the topics mentioned in each instrument:

Table 3.21: Critical Topics Star Mentioned in Each Instrument
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Positive evaluations of lessons 0 2 8 59 69 224
The learners’ background
information 0 9 9 39 57 18.5
Students’ problems 13 0 16 16 45 14.6
A personal opinion 1 1 3 25 30 9.7
Teacher's problems 5 1 2 15 23 7.5
Recognition of personal growth 0 0 0 20 20 6.5
Her teaching style 0 2 1 17 20 6.5
Negative evaluations of lessons 0 0 0 11 11 3.6
Alternative ways of presenting 0 0 2 6 8 2.6
lesson
The teacher's knowledge and
experience 0 0 1 6 7 2.3
Deciding on a plan of action 0 0 1 5 6 1.9
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The relation between teaching

and the school context 0 0 0 3 3 1.0
Setting personal goals 0 0 0 3 3 1.0
A justification 0 0 1 1 2 0.6
Contradictions between theory

and practice 0 0 2 0 2 0.6
Classroom interaction 0 0 0 2 2 0.6

3.4.3.1. Positive Evaluations of Lessons

As the most frequent topic, positive evaluations of lessons comprised 22.4% of
Star’s critical reflection. They were found in journals on classroom practice, peer
discussions, and interviews and revealed with such phrases as “it worked a lot / well”,

“natural”, “close to ideal”, “useful”, “enjoyable”, “helpful”, “interesting”, “not easy” (in

a positive sense), and not “unexpected”.

The main criterion for Star’s positive evaluations seems to be students’ reactions,
which she could understand from “their faces” and “feedback”. For instance, in the first
interview she stated, ... students said that it was very effective, and they learnt how to
use them.” The students generally “liked” and “enjoyed” the classroom practice and were
“cager”, “happy”, “careful”, “ready to learn” more, “positive”, or “pleased”. Another
important point Star considered while evaluating her lessons was students’ engagement
and improvement. For example, in the second interview she said, “Some of them tried to
remember the first letter of it, some of them tried to make it resemble to another word. It
was the strongest point, so making them think hard.” In the last interview she concluded,
“They have certainly improved. As I see from the beginning of the second term and end
of the second term, their vocabulary and sentences have improved.” During her classroom
practice, most students “didn’t speak any Turkish”, became “aware of their lexical
problems” and “tried to solve” them, “learnt”, “used”, and “practiced” the target
vocabulary, “tried hard to remember” the target vocabulary, and “realized that they
always need to practice”. Star’s positive evaluations were also based on her own
reactions. For instance, in the first interview she said, “It was also beneficial for me. I
focused on something and later it was beneficial for both students and for me.” Most of

the time the teacher “liked” her classroom practice because she felt she had “achieved”

and was “pleased” with this.
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3.4.3.2. The Learners’ Background Information

Observed in 18.5% of Star’s critical reflection in journals on classroom practice,
peer discussions, and interviews, reference to learners’ background information was also
a recurrent topic. One type of background information the teacher presented about her
students is details related to the students’ mood. In the second interview Star stated, “This
class is really very calm, sometimes too calm. They don’t wonder anything, they don’t
even chat, sometimes too silent, they are not active enough.” In the third interview she
indicated, “You know there are few students that always reject learning. There are few of
them.” Nonetheless, in many other cases she noticed positive details saying that the
students “had more attention”, “felt excited”, “care[d] about vocabulary learning”,
“[took] it (the classroom practice) very seriously”, “were ready”, “were interested”, “were
positive”, “were happy”, “were eager”, or “were enthusiastic”’. Another type of
background information is their academic background, which mostly involved what they
already knew, how they had been learning, and what they could do. For instance, in the
third interview the teacher explained “We have nearly twenty students, they are not all
the same. In one class maybe one of them is learning with the communicative way, in the
other one if we use a traditional way of teaching for a difference, maybe some students

can benefit from it.”
3.4.3.3. Students’ Problems

Another frequently mentioned critical topic by Star was students’ problems, which
appeared in 14.6% of her critical reflection in journals on lexical problems, peer
discussions, and interviews. Some of the problems she expressed provided a general
description with reference to their frequency or similarity to the ones in previous tasks.
For instance, in the third journal on lexical problems the teacher wrote, “In this week's
work, I have realized that the same students are still doing the same mistakes despite the
corrections, revisions and different vocabulary teaching techniques.” Star also addressed
some specific issues like the three types of lexical problems identified for this research —

meaning, collocations, and word formation. In the first interview she identified each type

The first word was relax. It was the common mistake in most of the papers. | have

given the forms of them ... They used focus without the preposition or with the
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wrong preposition ... They don’t usually know but they want to use the word
(benefit).

Besides these, using “very limited vocabulary to avoid the mistakes” is also
regarded as a lexical problem. In the second peer discussion, Star stated, “It doesn't reflect
their real usage of the vocabulary.” and added, “Not to make mistakes they keep
themselves safe, use only the ones they know very well.” As she explained in the second
interview, this results in “avoid[ing] using the different vocabulary” they have learnt and
expressing themselves clearly. Nevertheless, in the fourth interview the teacher observed
when the students “tried to give their opinion in longer sentences, in most ideal sentences
.... they still do not know how to use a word in different forms in the nouns, adjectives
or the others, but they try to use new words, or they use richer vocabulary in opinion

essay.”

Star reflected on not only lexical problems themselves but also the roots of these
problems. In the third journal on lexical problems, she listed three of them as “1. lack of
practice and revision, 2. lack of exposure, 3. lack of need of language use.” In the second
journal on lexical problems, she illustrated an important point “Students expect practice
exercises from the teachers, they do not try enough.” The teacher addressed the “time”

limit in classroom tasks and storing the words in “short term memories” as other reasons.
3.4.3.4. A Personal Opinion

Star expressed a personal opinion in 9.7% of her critical reflection. Found
frequently in journals on lexical problems and classroom practice, peer discussions, and
interviews, these opinions were related to “teaching in context”, the importance of
practice, revision, and repetition, using games in the classroom, making mistakes, and
some teaching techniques. As well as opinions on learning and teaching, Star shared those
related to learning to teach. In the fourth interview she said, “(This) study is something

practical. Using is the best way of learning, I think.”
3.4.3.5. Teacher's Problems

In 7.5% of Star’s critical reflection in journals on lexical problems and classroom
practice, peer discussions, and interviews, we can often observe reference to teacher’s
problems with the pronoun “I” or “we”. She mentioned problems related to lack of time,

“course hours”, keeping up with the “pacing” required by school management, lack of
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opportunities for practice, teacher talk time versus student talk time, “making things much
more enjoyable,” especially by “preparing games”, and overcoming recurrent lexical
problems. The teacher referred to emotional problems, too. She mentioned being unable
to feel “free” because of the pacing. In the first interview she remembered feeling
“stressed” at the beginning of the research and added “This is the feeling I was testing
myself or I’'m doing something for a research. This is something different for me.” The
students’ side was also important for Star. In the first interview she stated that when she
had listened to the record of her classroom practice, she had noticed her emphasis on
crucial points and added “I hope students also feel it, I felt it, but I don’t know how they

feel.”
3.4.3.6. Recognition of Personal Growth

As another recurrent topic, recognition of personal growth appeared in 6.5% of
Star’s critical reflection in interviews. The teacher appreciated “recording [and] testing
[her]self”, “asking lots of questions to [her]self” such as “what am [ doing”, “could I have
done it better”, or “why haven’t I practiced the other one”, becoming “aware of”” what she
had been doing, “trying most of the things [she has] already planned in [her] mind”,
“sharing ideas” with her peer, feeling refreshed, “active”, and “motivated”, getting closer
to her “ideal” teaching, and contribution of reflective practice to both learning and

teaching.
3.4.3.7. Her Teaching Style

Found in 6.5% of Star’s critical reflection in journals on classroom practice, peer
discussions, and interviews, reference to her teaching style was also a frequent topic. In
the third interview she expressed her interest in vocabulary teaching, “I am the teacher
who is very eager to teach vocabulary, one of the vocabulary teaching lovers”. This
teacher’s distinctive qualities are “teaching in context”, offering variety, emphasizing
crucial points, asking individual students “lots of questions” in order to use the target
language, “trying to follow the rules” without flexibility in order to “do everything
correctly”, using very few games not “to lose the control of the class and waste time”,

and valuing “awareness” in every way.
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3.4.3.8. Negative Evaluations of Lessons

Star’s negative evaluations of lessons were found only in 3.6% of his critical
reflection in interviews. Some of these evaluations were based on the quality of the
classroom practice. Sometimes it was impractical or unnatural. In the first interview she
stated, “written or spoken practice was missing”. However, the teacher reflected on the
reasons, too, saying, “It’s the first time we have been doing it (audio-recording the
classroom practice). The thing I felt was something like duty.” Some negative evaluations
were related to what the teacher had done. In the first interview she indicated, “Instead of
using it myself, I should have made them use it themselves. | practiced it myself, not the
students.” Additionally, the negative evaluation in the fourth interview was related to the

students. Star said, “In one of the classes I tried to use it (a game) but they refused.”
3.4.3.9. Alternative Ways of Presenting Lesson

Star considered alternative ways of presenting lesson in 2.6% of her critical
reflection in peer discussions and interviews. The alternatives she mentioned were
“prepar[ing] a practice exercise” that involves “writing or speaking” and promotes

production and “prepar[ing] games for each activity”.
3.4.3.10. The Teacher's Knowledge and Experience

Star referred to her own knowledge and experience in 2.3% of her critical
reflection in peer discussions and interviews. Most of these references involved how
many times she had done an activity. For instance, in the third peer discussion she stated,
“I have done it several times before, but for this study (for the) first time I’m trying it in

the class.” In the third interview she explained how she made use of her knowledge

It is not something new, most of them are not something new, somewhere in my
mind, it is in the corner in a small place. | keep it for a long time, | remember |

have already used it, | remember, it was years ago, but it was somewhere there.

In the last interview she referred to “seminars” as a source of knowledge for teachers and
then added, “We are reading something from the internet, or from the books, from our

colleagues, we always get something.”
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3.4.3.11. Deciding on a Plan of Action

Deciding on a plan of action comprised 1.9 % of Star’s critical reflection, and it
could be observed in peer discussions, and interviews. Her plans included asking students
to “write a paragraph” to practice target vocabulary, “involv[ing] games in [her]
teaching”, “chang[ing] the way [she] use[s]” some techniques, “plan[ning]” and
“work[ing] on” her classroom practice in advance, overlooking the students’ mistakes in

their written tasks to “encourage them to use them (the target words)”.
3.4.3.12. The Relation between Teaching and the School Context

Star showed the relation between teaching and the school context in 1% of her
critical reflection in interviews. Her focus was on the course book. For instance, in the
last interview she said, “[In] our coursebooks, our material we are using lots of vocabulary

teaching techniques.”
3.4.3.13. Setting Personal Goals

Setting personal goals appeared in 1 % of Star’s critical reflection in interviews.
The teacher expressed two goals. The first was related to awareness raising and mentioned
in the second interview, “I should make this awareness for the students, they should be
aware what they are doing”. The second was related to “making it (her vocabulary

teaching) enjoyable” by “playing games” and mentioned in the last interview.
3.4.3.14. A Justification

The two justifications Star provided in a peer discussion and in an interview
comprised 0.6% of her critical reflection. In the first peer discussion she expressed the
importance of repetitive exposure, “I read that students learn when they are exposed about
20 times, I support exposure.” In the third interview, she referred to language teaching
techniques, “Although techniques are working, when I was a student the thing our
teachers were saying [was] that there was no one technique to teach and “Use the one you
need in class”. It can be the very old-fashioned or traditional one, it can be the modern

one, communicative one or other one, so it was always in my mind, then I use them all.”
3.4.3.15. Contradictions between Theory and Practice

Star stated contradictions between theory and practice twice in a peer discussion,

which comprised 0.6 % of her critical reflection. In the first peer discussion she said,
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“They (The students) don’t write a paragraph or speak after reading a text and working
on vocabulary, reading vocabulary in context, filling in gaps, speaking about it, doing
extra exercise. This is the ideal way and what we learnt at university.” Then she added,
“We used to spend almost an hour on one word, but now we don’t. We only present the

vocabulary and move on, we use the short methods you mentioned.”
3.4.3.16. Classroom Interaction

Found only in 0.6 % of Star’s critical reflection, classroom interaction was another
infrequent topic. In the third interview she stated, “They (The students) did most of the
things themselves. It was not a teacher-centered class. It was student-centered and [they]
interacted well.” Later she explained how her interaction with one student — aiming to
provide context for repetitive exposure — was actually intended for the others, “Whenever
I got to the class I asked Okan ... the same word again and again. Of course, the whole

class heard that all the time.”
3.4.4. Development in Star’s Sense of Critical Reflectivity

Table 3.22 contrasts the percentages of traits of development in Star’s critical
reflection in the first and fourth procedures. An increase is observed in being able to
reflect through teaching experience, being able to go beyond the classroom to greater
context, and discussing theories of expert and own. Nonetheless, there is a decrease in
being able to evaluate both positively and negatively, variety of traits of critical reflection,
and being a problem solver. In addition, the teacher asked critical questions in neither the

first nor the last procedure.

Table 3.22: Development in Star’s Sense of Critical Reflectivity

Traits of Development in Critical 1% procedure 4" procedure Difference
Reflection (%) (%) (%)
Being able to reflect through teaching 0 7 +7
experience

Being able to go beyond the classroom to 0 1.8 +1.8
greater context

Discussing theories of expert and own 13.5 14 +05
Being able to evaluate both positively and 29.1 22.8 -6.3
negatively

Variety of traits of critical reflection 60 55 -5
Being a problem solver 4.8 1.8 -3
Asking questions 0 0 0
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3.4.4.1. Being Able to Reflect through Teaching Experience

Analysis of being able to reflect through teaching experience was based on
reference to pedagogical knowledge and expression of knowledge and experience. The
analysis revealed the highest increase in this trait. Although Star never reflected about
these in the first procedure, four references to knowledge and experience were detected
in the last procedure. In the fourth interview, for instance, after Star stated that she had
used similar lexical activities over time, she added how seminars “motivated” her,
“During my teaching experiences, I have been in many of the seminars, most of them

were not [about something] new, but they were making me remember some of the things.”
3.4.4.2. Being Able to Go Beyond the Classroom to Greater Context

Being able to go beyond the classroom to greater context was evaluated according
to the teacher’s reference to the relation between teaching and the school context.
Although Star never made such reference in the first procedure, in the last interview she
mentioned the contribution of the course material to her practice, which indicated a small
increase. The teacher said, “[In] our coursebooks, our material we are using lots of

vocabulary teaching techniques.”
3.4.4.3. Discussing Theories of Expert and Own

Discussion of theories of expert and own involved expressing a justification, a
personal opinion, and contradictions between theory and practice. Even though she
mentioned these topics quite frequently both in the first and last procedure, the difference
between them was not big. In the first procedure, Star referred to all these topics. The
only justification she expressed was found in the first peer discussion when she said, “I
read that students learn when they are exposed about 20 times, I support exposure.”
Reference to a personal opinion was the most common critical topic in this procedure.
The teacher generally expressed her opinions about techniques or strategies she found
“useful”, especially “using context” and games. For instance, in the first journal on
classroom practice she wrote, “Real life situations always work!” The two contradictions
between theory and practice that Star indicated were observed in the first peer discussion.
In these cases, she contrasted the theories she studied at university and practice in her
current institution. She complained about being unable to spend appropriate time on

presentation (“They [The students] don’t write a paragraph or speak.”) and to promote
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practice through production (“We used to spend almost an hour on one word.”) mainly
due to lack of time. On the other hand, her critical reflection in the fourth procedure
involved only one topic, a personal opinion, which mainly focused on teaching and
learning to teach. For example, in the last interview she said, “It (whether you can play a

game in a class) depends on the students.”
3.4.4.4. Being Able to Evaluate Both Positively and Negatively

This trait was analyzed based on the teacher’s positive and negative evaluations
of lessons. Star often made both positive and negative evaluations in the first and fourth
procedures but with lower frequencies in the fourth. Positive evaluations in the first and
last procedures were based on satisfactory outcomes in the students’ performance, the
students’ attitudes, and the teacher’s own reactions. For instance, in the first interview the
teacher stated, “I achieved, I felt it from the feedbacks. After the students had written the
feedbacks, I realized that I achieved.” As for the negative evaluations, in the first
procedure they were based on the quality of classroom practice. For example, Star
criticized her practice in the first interview saying, “I was not pleased that it was not
natural.” The rare negative evaluations in the last procedure, however, were related to the
students’ unwillingness. In the fourth interview, for instance, she said, “They (The

students) did not want to play. Then I gave up.”
3.4.4.5. Variety of Traits of Critical Reflection

Variety of traits of critical reflection was calculated based on the proportion of
number of types of critical topics used by the participant to total number of critical topics.
Comparison of the first and last procedure revealed that in the last one Star did not have
as much variety as in the first. The topics that the teacher used at first but later did not
touch on were a justification, contradictions between theory and practice, teacher's
problems, and deciding on a plan of action. On the other hand, the ones she did not use at
the beginning but mentioned later were knowledge and experience, the relation between

teaching and the school context, and setting personal goals.
3.4.4.6. Being a Problem Solver

Whether Star was a problem solver was analyzed in terms of her reflection on
alternative ways of presenting lesson and deciding on a plan of action. Comparison of the
first and last procedures revealed that there was a decrease in her reference to these topics.

89



In the first procedure the teacher reflected on both topics. The only reference to alternative
ways of presenting lesson was found in the first interview when she said, “I would
probably prepare a practice exercise, maybe | can make them write or speak on these. |
think I should have asked them to write a sentence containing three of them.” Her
decisions on a plan of action involved increasing productive activities, games, and
planning in advance. For instance, in the first interview she said, “Maybe before the class
| can plan it in my mind the vocabulary I’m teaching in the reading or in somewhere what
we are studying. Then I can work on it in advance.” In the last procedure, on the other
hand, the only reference was related to alternative ways of presenting lesson. In the fourth

interview she referred to her new experience saying, “I have tried it (playing games).”
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CHAPTER 4
DISCUSSION

4.1. Introduction
The aim of this chapter is to evaluate and interpret the implications of the findings
with respect to the research questions below and the review of theoretical background and

to reach conclusions:

1. What type of reflection (descriptive or critical) do English teachers commonly

use?

2. What kind of descriptive reflection do English teachers employ? What kind of
critical reflection do English teachers employ?

3. Does this process develop the use of critical reflection over time?

For each participant, the findings are evaluated, and insights into their teaching provided

by their reflection are presented.
4.2. Discussion of the Case of Siiheyla
4.2.1. Overall Analysis of Siiheyla’s Reflection

The first research question required a global look at the participant’s reflection:
What type of reflection (critical or descriptive) do English teachers commonly use? The
participant’s reflection was first analyzed based on the ratio of critical reflection to
descriptive reflection, the ratio of the topics she mentioned to the whole, and the topics
she used more frequently. Overall, Siiheyla’s critical reflection (69 %) outnumbered her
descriptive reflection (31 %), which is parallel to Liou (2001) but in contrast with Yang
(2009) and Farrell (2001). Siiheyla referred to most of the topics (83%) with statistically
significant results. Her reflection was mainly critical, but descriptive topics were found
in the list of frequent topics as well. This close connection between descriptive and critical

reflection implies that teachers should not be expected to reflect completely critically.



Thanks to descriptive reflection, the teacher could recall what had happened and then go
beyond that.

4.2.2. Siiheyla’s Descriptive and Critical Reflection

The second research question involved detailed analysis of each type of reflection:
What kind of descriptive reflection do English teachers employ? What kind of critical
reflection do English teachers employ? The participant’s descriptive reflection and
critical reflection were each analyzed based on their frequency, the ratio of the topics she

mentioned to the whole, and the type of tasks she engaged in frequently.

The findings revealed that Siiheyla’s descriptive reflection comprised 31% of her
total reflection involving 67% of the descriptive topics. Despite the low frequency, the
teacher was able to refer to a good variety of topics. This might indicate limitation of
descriptive reflection since elaboration of descriptive topics is not as easy as of critical
topics and there is not much the participant can add after describing certain qualities. Her
descriptive reflection was mostly found in interviews and journals on classroom practice.
She frequently mentioned an approach/procedure and a belief/conviction, which is similar
to the results in Ho and Richards (1993) but different from Korkmazgil (2018). The
teacher also described the content of her lessons and how she applied a theory in addition
to asking what to do and how to do things unlike findings in Korkmazgil (2018). In
contrast to findings in Ho and Richards (1993) and Farrell (1999), however, no reference
to experts was detected. These results lead to the conclusion that she employed descriptive
reflection with various topics to set the scene or to introduce the basics for the listener or
the reader as Jay and Johnson (2002) and Watanabe (2016) indicated. This is what makes
descriptive reflection essential.

Involving 90% of the critical topics, Siiheyla’s critical reflection appeared in 69
% of her whole data. Such high frequency and wide variety might reveal the enormous
potential of critical reflection. Her critical reflection was mostly found in interviews and
peer discussions probably due to the effect of interaction. Siiheyla’s critical reflection was
mainly about evaluating teaching with a focus on students and lessons, which is similar
to the findings in Korkmazgil (2018). Although the teacher mentioned some problems,
she also reflected, with a generally positive attitude, on the rationale behind her practice,

the reasons for specific problems, and the range of possible solutions, which is similar to
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what Korkmazgil (2018) observed. Besides, personal opinions and teaching problems
were among prevalent critical topics as in Farrell (1999) and Korkmazgil (2018) but there
were few entries related to self-awareness as in Ho and Richards (1993), Farrell (1999),
and Korkmazgil (2018). Nonetheless, the teacher never mentioned how theories changed
or perceptions of her language proficiency. Considering the results for frequency and
variety, we might conclude that critical reflection, in contrast to descriptive reflection,

made it possible for the teacher to make more elaborate comments.

An overview of the role of the three instruments for reflective data reveals
differences in frequencies of the topics used in each. The most common instrument during
both descriptive and critical reflection was interviews, and the second was journals during
descriptive reflection and peer discussions during critical reflection. Involving interviews
and discussions as frequent instruments seems parallel to the findings in Farrell (2018).
In addition, prevalence of interviews and discussions might be related to the effect of
interaction on reflection as mentioned in Farrell (2020). As a result, type of instrument

could serve as a variable or a point for consideration in further studies.
4.2.3. Development in Siiheyla’s Use of Critical Reflection

For the last research question, the focus was on traits of development in critical
reflection at the beginning and end of the 12-week reflection process: Does this process
develop the use of critical reflection over time? This was investigated based on the
comparison of the percentage of the following traits of development in critical reflection
(Farrell, 1999) in the first and last procedure: (1) a greater variety of traits of critical
reflection, (2) discussing theories of expert and own, (3) being more able to reflect
through teaching experience, (4) being able to go beyond the classroom to greater context,
(5) being more able to evaluate both positively and negatively, (6) being a better problem

solver, and (7) asking more questions.

According to the results, there was a decrease in being a problem solver and asking
questions. This might come as no surprise since at the end of the process she might have
felt she had found answers to her initial problems and questions and might have felt no
further need to reflect on them. On the other hand, the analysis revealed an increase in
many traits of development in Siiheyla’s critical reflection. This result confirms the

findings of Farrell (2011) and Korkmazgil (2018) but is in contrast with Liou (2001). She
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was able to refer to a wide variety of critical topics, consider both expert opinions and her
own, bring knowledge and experience together, go beyond the classroom to greater

context, and evaluate both positively and negatively.

Furthermore, there are significant implications of these results. For instance,
Siiheyla’s reference to a wider variety of critical topics at the end is notable since it might
indicate her broad perspective. Another significant point in this respect is the diversity of
the topics mentioned. There were certain topics referred to only in the first procedure but
not in the last, and vice versa. To be more specific, the topics that were used only at the
beginning were asking for reasons and her teaching style. She might have reflected on
them at first to set out her aims, but to conclude her experience throughout the study she
might have focused on her pedagogical knowledge, the relation between teaching and the
school context, and personal goals for the future in the last procedure. In conclusion, like
an expert teacher Tsui (2009) defined, Siiheyla seems to be able to link theory and practice
and, as a consequence, to bring knowledge and experience into the classroom.

4.2.4. Insights into Siiheyla’s Teaching

Sitheyla’s reflection during this research provided some insights into her teaching
as mentioned by Bailey (1997) and Richards and Lockhart (1996). For instance, what she
decided to do to enrich the students’ vocabulary and solve common problems was to use
an online collocation dictionary as part of her classroom practice. As well as bringing a
reliable and practical resource with right word combinations to the classroom, this new
activity required meticulous preparation on the teacher’s side. The indications of her
meticulous attitude can also be observed in her detailed descriptions, her reference to
various stages of practice, and her deep-seated beliefs about teaching and learning.

Another noteworthy point about Siiheyla’s teaching is her multi-dimensional
perspective. For example, the teacher’s observations and evaluations focused not only on
the lessons but also on the students and the teacher herself, which is similar to the findings
in Yesilbursa (2008). Even her account of students’ gains included various sides such as
academic (“permanent learning”), individual (“self-belief’), and social gains
(“collaboration”). Besides, when Siiheyla presented learners’ background information,
she did this in two ways — academic background and mood. The teacher’s multi-

dimensional perspective was also evident in her plans of action. The plans were not
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limited to adding new activities — they involved making students more active and
responsible (encouraging peer-editing and self-editing) and shouldering extra load
(conferencing with “weak students”). All these examples lead to the conclusion that

Stiheyla is an observant teacher who can consider a broad context and framework.

Siiheyla’s positive attitude was significant, too. Being a positive teacher, Siiheyla
was good at observing the students’ mood when they were “excited” or “eager”.
Although she faced some difficulties or predicted some negative outcomes during
practice, critical reflection helped her discover a positive detail to focus on. Her solution-
oriented approach was also outstanding because it helped her to shoulder responsibility
and gain autonomy (as mentioned in Richards & Farrell, 2005). For instance, students’
and the teacher’s problems were both frequent topics in her reflection, but Siiheyla did
not just complain when she referred to these problems. Being also aware of background
factors beyond the classroom, she noticed patterns in recurrent problems and identified
their roots so that she could find alternative ways of presentation or decide on a plan of
action. Besides, she presented a justification or rationale when she mentioned a choice or

a decision.

99 (13

As a teacher who became “more tolerant”, “happier”, “more interested”, and
“proud” of herself, Siiheyla seemed to be satisfied with her professional development
journey as an EFL teacher as mentioned in Richards and Lockhart (1996). First of all, this
reflective process changed her perspective. The “aim” she always had in her mind as
mentioned in Bailey (1997) helped to raise her own “awareness” (as found in
Iskenderoglu-Onel, 1998; Yesilbursa, 2008) as well as her students’ (Rodgers, 2002).
Furthermore, she was able to integrate her knowledge and experience with ideas from her
students and peers “to create or find out a teaching method related to the context” as
mentioned in Richards and Lockhart (1996). This led her to informed decisions as
mentioned in Bailey (1997), Farrell (2020), Richards and Lockhart (1996), and
Widdowson (2003). Finally, the process was also beneficial to her self-growth. The
teacher gained autonomy and deliberation by taking action rather than merely
complaining about problems as mentioned in Olgii-Dinger (2022) and Pultorak (1996),
and she noticed the value of her knowledge, beliefs, opinions, experience, style of
teaching, and interaction with her peers and students. These results imply that Siiheyla is

an expert teacher as described in Tsui (2009) who can respond to her context, engage in
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conscious deliberation, and integrate knowledge into the teaching act. She also seems to
have the three important attitudes in reflective practice Dewey (1933 cited in Farrell,

2020) introduced — whole-heartedness, open-mindedness, and responsibility.

The teacher’s interest in academic studies might have had an effect on her
remarkable efforts to uncover the reasons behind what is happening and on her prevalent
use of examples from her own data, that is, phrases from students’ writing tasks, which
seems parallel to what Olgii-Dinger (2022) found. She was also hoping to use the
classroom data she had collected in her future research as mentioned in Bailey (1997).
Also, Siiheyla’s experience in teaching, attitude towards learning and teaching, and
motivation for professional development might have had an impact on the results. These

could be used as a variable in further studies.

Despite her rich academic background, the topics Siitheyla never referred to were
mostly related to experts’ views, and questions were rare. This might be because the
research was not part of a teacher education program as in Ho and Richards (1993) or
because the teacher was in touch with her colleagues rather than teacher trainers or
professors in graduate programs. Besides, the decrease in being a problem solver as a trait
of development in critical reflection might be related to reaching the end of the reflective
process. As Siiheyla approached the final week of the process and thus of the academic

year, she might naturally have found it unessential to make a plan of action.
4.3. Discussion of the Case of Ayhan
4.3.1. Overall Analysis of Ayhan’s Reflection

The first research question required a global look at the participant’s reflection:
What type of reflection (critical or descriptive) do English teachers commonly use? The
participant’s reflection was first analyzed based on the ratio of critical reflection to
descriptive reflection, the ratio of the topics he mentioned to the whole, and the topics he
used more frequently. Although Ayhan’s critical reflection (56 %) was more prevalent
than his descriptive reflection (44 %), the difference between the two was not enormous.
His tendency to use critical reflection more frequently than descriptive reflection is
similar to the findings in Liou (2001) but in contrast with Yang (2009) and Farrell (2001).
The teacher referred to 76% of the topics with statistically significant results. Moreover,

three out of nine common topics in Ayhan’s reflection (including the top two) were
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descriptive. This implies that descriptive reflection goes hand in hand with critical
reflection and, thus, should never be underestimated.

4.3.2. Ayhan’s Descriptive and Critical Reflection

The second research question involved detailed analysis of each type of reflection:
What kind of descriptive reflection do English teachers employ? What kind of critical
reflection do English teachers employ? The participant’s descriptive reflection and
critical reflection were each analyzed based on their frequency, the ratio of the topics she

mentioned to the whole, and the type of tasks engaged in frequently.

The results from Ayhan’s descriptive reflection indicated that it was found in 44
% of his total reflection with reference to 78% of the descriptive topics. The low
frequency of descriptive reflection but wide variety of topics might point to limitation of
descriptive reflection since it does not involve as much elaboration as critical reflection.
His descriptive reflection was mostly observed in interviews and peer discussions, which
indicates the role of description during conversation. The frequent topics were an
approach/procedure and a belief/conviction, which is similar to the findings in Ho and
Richards (1993) but different from Korkmazgil (2018). The teacher also described the
content of his lessons and asked what to do and how to do things unlike findings in
Korkmazgil (2018). Unlike what Ho and Richards (1993) and Farrell (1999) reported,
however, no reference to experts was found in Ayhan’s descriptive reflection. To
conclude, as Jay and Johnson (2002) and Watanabe (2016) indicated, descriptive
reflection helped the teacher to set the scene or to introduce the basics and then to get into

details especially while interacting with another teacher.

Referring to a big majority (75%) of the critical topics, Ayhan’s critical reflection
was observed in 56 % of the whole data. Compared with the teacher’s descriptive
reflection, the frequency of his critical reflection was very close though higher, and the
variety was lower. Ayhan’s critical reflection was mostly found in interviews and peer
discussions. As in Ho and Richards (1993), most of the critical topics found in his
reflection were related to evaluating teaching, and topics related to approaches and
methods were frequently mentioned, which is similar to the findings in Korkmazgil
(2018). Other prevalent critical topics were teaching problems and personal opinions as
in Farrell (1999) and Korkmazgil (2018). Although the teacher referred to topics related
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to self-awareness, they were not very common, which is similar to the findings in Ho and
Richards (1993), Farrell (1999), and Korkmazgil (2018). However, the critical topics
Ayhan never mentioned were justification, contradictions between theory and practice,
how theories changed, pedagogical knowledge, and classroom interaction. According to
the results for frequency and variety, we might conclude that even though descriptive
topics seem more restricted, the teacher found them as attractive as critical topics.

There were remarkable differences in frequencies of the topics used in each of the
three instruments for reflective data. High frequencies of both descriptive and critical
reflection in interviews and peer discussions appears comparable to the findings in Farrell
(2018). High frequency of interviews and discussions might also be related to the effect
of interaction on reflection as mentioned in Farrell (2020). Thus, type of instrument could
serve as a variable or a point for consideration in further studies. What is more, Ayhan’s
experience in teaching, attitude towards learning and teaching, and motivation for
professional development might have also had an impact on the results. These could also

be used as a variable in further studies.
4.3.3. Development in Ayhan’s Use of Critical Reflection

For the last research question, the focus was on traits of development in critical
reflection at the beginning and end of the 12-week reflection process: Does this process
develop the use of critical reflection over time? This was investigated based on the
comparison of the percentage of the following traits of development in critical reflection
(Farrell, 1999) in the first and last procedure: (1) a greater variety of traits of critical
reflection, (2) discussing theories of expert and own, (3) being more able to reflect
through teaching experience, (4) being able to go beyond the classroom to greater context,
(5) being more able to evaluate both positively and negatively, (6) being a better problem

solver, and (7) asking more questions.

Despite the frequency of critical topics in his reflection, Ayhan did not show
substantial development in critical reflectivity, which is similar to what Liou (2001) found
but different from findings in Korkmazgil (2018). According to the findings, the teacher
was more able to discuss theories of expert and own and reflect through teaching
experience in the last procedure. Reflecting on his experience throughout the process, the
teacher might have shaped his ideas related to teaching towards the end.
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Nevertheless, he displayed a decrease in variety of traits of critical reflection,
being able to go beyond the classroom to greater context, being able to evaluate both
positively and negatively, being a problem solver, and asking questions. This might be
related to the teacher’s changing attitudes as he might have needed to interpret and
analyze the context at the beginning but not later. Especially, the decrease in the variety
of traits of critical reflection might be the result of a reduced need to consider a broad

range of topics towards the end.

In addition, there was diversity in the topics used at the beginning and at the end.
To be more specific, he did not refer to his knowledge and experience at the beginning
but mentioned it later. Also, the topics that Ayhan mentioned at first but later did not
touch on were the relation between teaching and the school context, asking for reasons,
setting personal goals, and comments on his language proficiency. He might have thought
that reflecting about these issues while planning his route at the beginning of the process
was more essential, and later he might have preferred to focus more on teaching

experience.
4.3.4. Insights into Ayhan’s Teaching

Insights into Ayhan’s teaching during the reflective process reveal some
distinctive qualities of the teacher as mentioned by Bailey (1997) and Richards and
Lockhart (1996). For instance, the prominent role of productive skills and grammar while
reflecting on teaching or learning vocabulary indicated the importance that he attached to
language use. Ayhan’s positive attitude was also remarkable. Although students’ and the
teacher’s problems were both frequent topics, positive evaluations about both students
and teachers outnumbered them. In addition to discovering details about the students’
mood, performance, and attitudes as “a good observer”, Ayhan frequently reflected on
his own experience in learning vocabulary. This allowed him to make sense of the
students’ side of the story and to generate ideas to bridge the gap between learning and
teaching as mentioned in Richards and Lockhart (1996). Besides, many of his
observations about teaching involved “we” as the subject. This might be related to the
benefits of reflection for professional dialogue as mentioned in Bailey (1997), the feeling
of ownership as indicated in Richards and Farrell (2005), and/or his ability to consider

the big context.
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At the beginning of the study, Ayhan wanted to clarify some concepts. Thus, he
questioned learning vocabulary versus teaching vocabulary by “problematizing the
unproblematic” as mentioned in Tsui (2009, p.437). The teacher made “new sense of the
situations of uncertainty”’ as mentioned in Schon (1983, p. 61) by examining his practice,
reaching a profound understanding of teaching, and searching gaps between teaching and
learning as mentioned in Richards and Lockhart (1996), which might have helped him
reach an answer. In the third peer discussion the answer was expressed as, “Vocabulary
is something that students should learn, it is not something teachers should teach...
Maybe there are some things or there are some parts in which teachers can help their
students learn something”. The details of how teachers can do this were revealed in the
variety of productive tasks he used during the practice phase and the range of lexical
strategies he shared. In this way, the students were able to bear the responsibility of their
own learning as they worked with the target phrases actively, and the teacher acted as a
guide who designed activities to promote “permanent learning” or to activate “long term

memory” rather than “spoon-feeding” them with translations.

Moreover, Ayhan’s attitude to professional development was manifested in his
intention to be “a better teacher”, and it is parallel to Schon (1983). Besides, in line with
the Constructivist ideas in Dewey (1910) he said, “To an extent every study, everything
that you do, every strategy, every technique can solve a problem, to an extent yani |

believe that all of them can have a part in solving the problem” in the second interview.
Then he added:

I believe that always there is a better way of teaching something ... if they want to learn,
if we want to teach something, we can find a way to teach it ... but within the techniques

that we are used to doing or within our knowledge we are trying to do our best.

In this respect, the teacher’s enthusiasm for “experimentation and exploration” as
mentioned in Tsui (2009, p.437) is also noteworthy. He often “look[ed] for some new
ways” or tried an activity for the first time, which might have helped him improve his
confidence in testing new options as Richards and Lockhart (1996) mentioned. Despite
this willingness, there was a lack of reference to experts in the teacher’s reflection, which

might be related to the nature of this study — the process took place within research, not
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as part of a teacher education program conducted by teacher trainers or professors as in
Ho and Richards (1993).

Thanks to his tendency to “be inquisitive”, do research, and share ideas, he asked
some questions to himself, his peer, and the researcher, which seems related to conscious
inquiry in Dewey (1910). Although he did not use them very frequently, Ayhan asked
some thought-provoking questions about teaching. For example, in the second peer
discussion he asked, “I mean how can we make them learn the words or the vocabulary
for a longer period of time, yani how can we make the words permanent in their brains?”
In his first journal on lexical problems, he wrote, “If a colleague explains a word in
English while I choose to give their Turkish meanings as the shortest and surest way of
overcoming the problem of sorting out unknown words, does it make any change in
output?” He also questioned the limitations. In the third interview, for instance, Ayhan
said “To what extent can you do this, to what extent can you give them a candy to study?”
The teacher’s style is also noteworthy as he employed rhetorical (“How can they learn
words without reading them, writing them, uttering them and hearing them?” in the first
journal on lexical problems) and indirect questions (“I wonder whether they still
remember the words they learnt there” in the first interview) besides non-rhetorical ones
(“I mean writing six or seven compositions or let’s say at most ten compositions, to what
extent can they change students’ vocabulary or their ability of production” in the fourth
interview). These questions encourage the teacher to investigate the current situation,
values, and alternatives along with their limitations focusing on the principles rather than

technical skills as Richards and Lockhart (1996) mentioned.

During this professional development journey, the teacher did not see himself
“remote from (his) ideal performance”, and he was “more aware” (as found in
Iskenderoglu-Onel, 1998; Yesilbursa, 2008). This might be because he defined his
responsibilities and limits, noticed his weaknesses, strengths, and gains, and sought
improvement (as mentioned in Schon, 1983). What is more, he seemed to have learnt a
lot from his peer, students, and his own experiences (as mentioned in Richards & Farrell,
2005). These results indicate that Ayhan aimed to improve his teaching and seemed to be
satisfied with his professional development. Based on the findings it seems possible to
conclude that Ayhan is an expert teacher as described in Tsui (2009) who can respond to

his context, engage in conscious deliberation, and integrate knowledge into the teaching
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act. Apparently, the three important attitudes in reflective practice Dewey (1933 cited in
Farrell, 2020) introduced — whole-heartedness, open-mindedness, and responsibility —

seem to be part of Ayhan’s teaching.
4.4. Discussion of the Case of Star
4.4.1. Overall Analysis of Star’s Reflection

The first research question required a global look at the participant’s reflection:
What type of reflection (critical or descriptive) do English teachers commonly use? The
participant’s reflection was first analyzed based on the ratio of critical reflection to
descriptive reflection, the ratio of the topics she mentioned to the whole, and the topics
she used more frequently. Overall, Star’s critical reflection (71 %) far outnumbered her
descriptive reflection (29 %), which is parallel to Liou (2001) but in contrast with Yang
(2009) and Farrell (2001). Star referred to most (72%) of the topics with statistically
significant results. Her reflection was mainly critical; however, three descriptive topics
were also in the list of frequent topics, and one was the second most common topic. Such
close connection between descriptive and critical reflection indicates that teachers should
not be expected to reflect entirely critically. Thanks to descriptive reflection, the teacher

could recall what had happened and then go beyond that.
4.4.2. Star’s Descriptive and Critical Reflection

The second research question involved detailed analysis of each type of reflection:
What kind of descriptive reflection do English teachers employ? What kind of critical
reflection do English teachers employ? The participant’s descriptive reflection and
critical reflection were each analyzed based on their frequency, the ratio of the topics she
mentioned to the whole, and the type of tasks she engaged in frequently.

According to the findings, Star’s descriptive reflection involved 29 % of her total
reflection referring to 56% of the descriptive topics. This indicates that the teacher
considered a variety of topics but without many details probably due to the limited
number of features that can be described. Her descriptive reflection frequently appeared
in interviews and peer discussions. She mostly mentioned an approach/procedure and a
belief/conviction, which is similar to the results in Ho and Richards (1993) but different
from Korkmazgil (2018). The teacher also described the content of her lessons besides
asking what to do and how to do things unlike findings in Korkmazgil (2018). In contrast
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to findings in Ho and Richards (1993) and Farrell (1999), however, there was no reference
to experts. We might conclude that although there are only certain features to describe,
they helped the teacher, especially during conversation, to provide the background before

reflecting critically as Jay and Johnson (2002) and Watanabe (2016) indicated.

Referring to 80% of the critical topics, Star reflected critically in 71 % of the
whole. Prevalent use of critical reflection with a wide variety of topics might indicate the
tremendous opportunities critical reflection provides for elaboration. Her critical
reflection was mostly found in interviews and peer discussions possibly because of the
effect of interaction, and it was mainly about evaluating teaching as in Ho and Richards
(1993), which is similar to the findings in Korkmazgil (2018). Evaluating teaching
involved reflecting on the lessons mostly as well as the students and the teacher. Other
prevalent critical topics were personal opinions as in Farrell (1999) and Korkmazgil
(2018) and learners’ background information. Unlike Ho and Richards (1993), Farrell
(1999), and Korkmazgil (2018), self-awareness was common in Star’s critical reflection.
However, the critical topics Star never mentioned were how theories changed,
pedagogical knowledge, asking for reasons (which is similar to findings in Korkmazgil,
2018), and comments on her language proficiency. Based on the results for frequency and
variety, it seems possible to conclude that unlike descriptive reflection, critical reflection
allowed the teacher to make numerous comments on a variety of topics especially during

conversation.

An analysis of the three instruments for reflective data reveals that both in her
descriptive and critical reflection most of the data appeared in interviews and peer
discussions. Common use of interviews and discussions seems parallel to the findings in
Farrell (2018). In addition, this high frequency might be related to the effect of interaction
on reflection as mentioned in Farrell (2020). As a result, type of instrument could serve

as a variable or a point for consideration in further studies.
4.4.3. Development in Star’s Use of Critical Reflection

For the last research question, the focus was on traits of development in critical
reflection at the beginning and end of the 12-week reflection process: Does this process
develop the use of critical reflection over time? This was investigated based on the
comparison of the percentage of the following traits of development in critical reflection
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(Farrell, 1999) in the first and last procedure: (1) a greater variety of traits of critical
reflection, (2) discussing theories of expert and own, (3) being more able to reflect
through teaching experience, (4) being able to go beyond the classroom to greater context,
(5) being more able to evaluate both positively and negatively, (6) being a better problem

solver, and (7) asking more questions.

The analysis of these traits of development in Star’s critical reflection revealed
there was no change in asking questions as she did not ask any in the first or the last
procedure, which is similar to the findings in Korkmazgil (2018). However, there was
increase in three and decrease in three. At the end of the process, she was more able to
reflect through teaching experience, go beyond the classroom to greater context, and
discuss theories of expert and own, which is similar to the findings in Korkmazgil (2018).
On the other hand, there was a decrease in being able to evaluate both positively and

negatively, variety of traits of critical reflection, and being a problem solver.

These findings indicate that at the end of the process Star reflected more on
knowledge, experience, theories, and the context than evaluation and solutions. A similar
pattern is also found in the diversity in the topics mentioned. To be more precise, among
the topics that Star mentioned at first but later did not touch on were teacher's problems
and contradictions between theory and practice. On the other hand, the ones she only
mentioned in the last procedure included knowledge and experience and the relation
between teaching and the school context. This diversity might imply a change in the
teacher’s attitudes towards the end — she might have started the process with a focus on
negative issues to find ways to overcome them throughout the process and completed it
with a consideration of the big picture of her teaching. Besides, the decrease in the variety
of traits of critical reflection might indicate a reduced need to consider a broad range of

topics towards the end.
4.4.4. Insights into Star’s Teaching

Star’s reflection during this research provided some insights into her teaching as
mentioned by Bailey (1997) and Richards and Lockhart (1996). For instance, as the
teacher valued being “natural” in the classroom, she disliked doing classroom activities

“like a duty”. Star generally prioritized “teaching in a context” in a “natural” flow as well
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as practice of productive skills, especially in an integrated way, and students’ engagement

and improvement.

Another important detail about Star’s teaching is her positive attitude. As a
positive teacher, Star was good at noticing the students’ mood when they were “excited”,
“interested” or “eager”. Even when she made negative evaluations, instead of
complaining she reflected on the reasons to find solutions, which helped her to shoulder

responsibility and gain autonomy (as mentioned in Richards & Farrell, 2005).

Star’s attitude towards professional development is also remarkable. In the first
interview she referred to reflection-in-action, which was introduced in Schon (1983),
saying, “Recording, testing myself, what am I doing, always asking, could I have done it
better, why I haven’t practiced the other one, I ask lots of questions to myself.” Thanks
to this attitude, Star raised her awareness of “most of the things [she had] been doing in
the class” as she had not “realize[d] [she had] been doing them”. This is in line with
Richards and Lockhart (1996), who stated that “much of what happens in teaching is
unknown to the teacher” and reflective practice can “make teaching more visible, through
collecting and examining data on many dimensions of teaching” (pp.3-4). Thus, Star
found the reflective process in the study “helpful” since “trying most of the things [she
had] already planned in [her] mind and [she] really wanted to do” was now possible and
she believed “using is the best way” in learning to teach. During this process she also
acknowledged the contribution of her previous experience, various resources, her peers
and students, and professional development activities in shaping her professional

knowledge.

During this professional development journey, the teacher sought improvement
(as mentioned in Schon, 1983) and seemed to have learnt from her peer, students, and her
own experiences (as mentioned in Richards & Farrell, 2005). This might be because she
became “more aware” (as found in Iskenderoglu-Onel, 1998; Yesilbursa, 2008) due to
informed decisions she reached as mentioned in Bailey (1997), Farrell (2020), Richards
and Lockhart (1996), and Widdowson (2003). Most importantly, she gained autonomy
and deliberation by taking action rather than merely complaining about problems as
mentioned in Olgii-Dinger (2022) and Pultorak (1996). These findings imply that Star
seemed to be satisfied with her professional development. To conclude, she is an expert
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teacher as described in Tsui (2009) who can respond to her context, engage in conscious
deliberation, and integrate knowledge into the teaching act. In addition, it seems that Star
has the three vital attitudes in reflective practice, whole-heartedness, open-mindedness,

and responsibility (as mentioned in Dewey, 1933 cited in Farrell, 2020).
4.5. Conclusion

The findings in this research are remarkable for teacher development. To start
with, the benefits of the bottom-up approach in this study with a focus on teacher learning
instead of teacher training, which is in line with what Sadeghi and Richards (2021)
suggested, have significant implications for professional development programs. To be
more specific, the reflective process promoted the teachers’ self-directed learning,
autonomy, and responsibility (as mentioned in Richards & Farrell, 2005). It was also
advantageous for the stakeholders since it benefited the learners in terms of raised
awareness and engagement and the institution in terms of collaboration and preservation
of inside knowledge (as mentioned in Collins & Giin, 2019). Nonetheless, the expected
development as an outcome of reflective practice should not necessarily be major changes
since professional development is a long journey and reflective practice is not linear in
fashion or a point that could be reached once and kept forever (as indicated in Watanabe,
2016; Olgii-Dinger, 2022). The focus should be more on the process of expansion (as
indicated in Watanabe, 2016), which promotes awareness and provides countless insights.
These insights are valuable not only for the teachers involved but also researchers,
preservice or in-service teachers, or teacher trainers. Thus, data from reflective practice

could be used to inspire new research questions for all.

Reflective practice is a long-term and demanding process with various features
which could be observed in the three participants’ reflections. First, they built their own
versions of reality (Pritchard & Woollard, 2010) through investigation of data from their
own context in a systematic way (Bartlett, 1990; Farrell, 2020; Rodgers, 2002), which led
to informed decisions and convergence of theory and practice (Farrell, 2020; Pultorak,
1996; Richards & Lockhart, 1996; Rodgers, 2002; Tsui, 2009). Second, the teachers
collaborated with others — their students and peers (Farrell, 2020; Rodgers, 2002), so they
were able to examine their role in the classroom, their students’ expectations in this

respect, and differences between these two (Richards & Lockhart, 1996). In the same
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vein, the researcher’s interaction with the three participants and exposure to and analysis
of reflective data contributed to her own professional development as well. This is similar
to the conclusion in Watanabe (2016). Third, the participants displayed “interest in the
problem to be resolved” (Bartlett, 1990, p.207) and “attitudes that value the personal and
intellectual growth of oneself and of others” (Rodgers, 2002, p. 845). In addition, the
participants avoided “nothing-but type of reasoning” (Kelly, 1991, p. 108) when they
faced students’ mistakes. Rather than giving automatically negative responses, the
teachers reflected on them and even discovered how helpful they could be. In addition,
although the instruments in this research involved reflection-on-action, the participants’
accounts of their classroom practices also revealed instances of reflection-in-action
(Schon, 1983). Last but not least, the participants experienced reflective teaching as “a
harmony of doing, thinking, and knowing what to do” (Freeman, 1996 cited in Bailey,
1997). Despite all these common points, there were individual differences between the
participants’ reflections, which leads to the conclusion that “there is no ‘final’ stage of

reflection, only varying ways to reflect” (Watanabe, 2016, p.32).

An overall look at how the three participants used the topics leads to some
conclusions. On the one hand, the topics the participants mentioned above the statistically
expected level are almost the same despite minor differences in orders of frequency.
Further studies could focus more on these common topics. Another similarity among the
participants was the instruments in which they proved to be more productive. All the three
teachers reflected more frequently in interviews and peer discussions thanks to social
interaction, so they might be given priority in further research. In this respect, the data
that were not included in the current analysis, i.e. texts written by students, lists of
mistakes, audio-records of classroom practice, and student feedback, could be considered
in further research. On the other hand, there were differences between the participants in
the topics they used, especially the ones they used at the beginning and at the end of the
process, which is in line with personal distinctions mentioned in Freeman and Johnson
(1998) and Watanabe (2016). This might indicate the importance of considering

differences in both theoretical and practical context in further studies.

The research led to significant conclusions related to descriptive and critical
reflection. To begin with, descriptive reflection helped the participants, especially during

conversation, to provide the background before reflecting critically as Jay and Johnson
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(2002) and Watanabe (2016) suggested. However, descriptive reflection seems more
limited in comparison to critical reflection. Elaboration of descriptive topics is not as easy
as of critical topics and there is not much the participant can add after describing certain
qualities. Thus, high frequency and wide variety of critical reflection might reveal its
enormous potential. In contrast to descriptive reflection, critical reflection allowed the
participants to make more elaborate comments. Nonetheless, these results do not mean
critical reflection is better than descriptive reflection. Descriptive reflection goes hand in
hand with critical reflection and, thus, should never be underestimated. In further studies
it could be more beneficial to focus on how they are used together with a holistic approach
as Jay and Johnson (2002) and Watanabe (2016) suggest rather than a dualistic approach.

Finally, there are some vital issues that require planning ahead in further research
in this field. The obstacles the participants indicated, lack of time, heavy workload,
obligation to cover a specific amount of content within limited time, and lack of flexibility
(as mentioned in Olgii-Dinger, 2022), should be considered while conducting reflective
research. What is more, in spite of all the obstacles, voluntary participation of these three
teachers in such demanding research indicates their whole-heartedness, open-
mindedness, and responsibility (Dewey, 1933 cited in Farrell, 2020). Last but not least,
the participants’ relationship with each other and the researcher seemed to contribute to
this process, which is inevitably a crucial point to consider in further reflective research
(Schon, 1983; Watanabe, 2016).
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YABANCI DiL ()GRETMENLERINiN YANSITICI UYGULAMALARI
UZERINE ALAN CALISMASI

GENISLETILMIS OZET

Giris

Ogretmeyi 6grenmek “uzun vadeli, karmasik, gelisimsel bir siirectir” (Freeman &
Johnson 1998, s. 402). Bu siirecte 6gretmenler bazi olaylardan habersiz olabilir; bununla
birlikte, eylem lizerine diisiinme, kendi baglamlarini arastirarak, teori ve pratigi entegre
ederek ve boylece 0gretmenin 6grenmesini gelistirerek, ne oldugunu ve neden oldugunu
anlamalarina yardimer olabilir. Kesfedici sirali desene sahip bu vaka galismasi, ii¢
Ingilizce 6gretmeninin giinliiklerden, grup tartismalarindan, derslerin ses kayitlarindan,
Ogrenci geri bildirimlerinden ve goriismelerden elde edilen verilere dayali olarak

betimleyici ve elestirel yansitici diistinmelerini aragtirmayi1 amaglamaktadir. Calisma su

arastirma sorularina cevap vermeyi amaglamaktadir:

1. ingilizce 6gretmenleri hangi yansitici diisiinme tiiriinii (betimleyici veya elestirel)

siklikla kullanmaktadir?

2. Ingilizce 6gretmenleri hangi tiir betimleyici yansitici diisiinmeyi kullanmaktadir?

Ingilizce dgretmenleri hangi tiir elestirel yansitic diisiinmeyi kullanmaktadir?
3. Bu siire¢ zaman i¢inde elestirel yansitici diisiinme kullanimini gelistirir mi?
Literatiir Taramasi

Programlarin uygulayicilart olarak, dgretmenler dil egitiminde hayati bir role
sahiptir. Dolayistyla 0gretmen gelisiminin sadece Ogretmene degil, kuruma ve
ogrencilere de faydalar1 vardir. Ilk olarak, dgretmen igin iist diizey pozisyonlar, daha iyi
performans ve gelistirilmis bellek saglar. Kurumun 6grenme ¢iktilarii, basarisini ve
popiilerligini artirir. Son olarak, dgrencinin 6grenme diizeyi gelistirilir (Richards &

Farrell, 2005).

Ogretmen gelistirme programlari, disariya veya igeriye dayali bir yaklasimi
benimseyerek 0gretmenlerin belirli alanlarda gelismelerine yardimer olabilir. Digariya
dayali yaklagimlar, kurum disindaki bilgilere, 6zellikle de uzmanlarin genel teori ve
ilkelere dayali bilgisine deger verir (Richards ve Farrell, 2005). Bu yaklasimlarin igerik

bazli 6nceden belirlenmis programlari, hazir ¢éziimleri ve kisa vadeli sonuglar1 vardir
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(Yaman, 2004). Ote yandan, iceriye dayali yaklagimlar, 6z-ydnetimli 6grenmeyi tesvik
etmek icin kurumsal bilgiye 6ncelik verir. Ogretmenlerin kendi baglamlarini analiz
etmelerini ve siif uygulamalarina iliskin kendi bilgi ve anlayislarini olusturmalarini

saglar (Richards ve Farrell, 2005).

Yansitici diislinme, 6gretmenlerin “teorik bilgiyi pratiklestirme” ve “pratik bilgiyi
teorilestirme” olmak {lizere iki silireci biitlinlestirmelerini sagladigi icin Ogretmen
gelisiminde 6nemli bir role sahiptir (Tsui, 2009, s. 432). Bunu, siiflarindan elde ettikleri
verilerden yola ¢ikarak kendi uygulamalarini arastirarak ve bu arastirmadan yola ¢ikarak
yaptiklar1 degisikliklerle gerceklestirebilirler (Giin, 2010). Bu sekilde ogretmenler
“uygulamalarma iliskin yeni bir anlayis kazanabilirler” (Farrell, 2016, s. 224). Farrell

29 ¢¢

(2011), yeni bir ingilizce 6gretmeninin “betimleyici bir yansitic1 asamadan” “pratiginde
daha elestirel bir durusa” gecmekten nasil yararlandigini, ¢linkii “artik 6gretiminin belirli
yonleri hakkinda bilingli bir karar verebildigini... ve bunun sonucunda inanglari ve sinif

uygulamalari arasinda daha fazla yakinlasma oldugunu” bildirmistir (s. 272).

Yansitict diisiinme farkli sekillerde siniflandirilir. Ho ve Richards (1993) ve
Farrell (1999) elestirel ve betimleyici yansimanin alt kategorilerini sunmus ve bunlart ilki
Ogretmen giinliikklerinde, ikincisi de grup tartismalarinda incelemistir. Betimleyici
yansitic1 diisiinme, dogas1 geregi “Ogretmen olarak ne yapityorum?” yanitini veren usule
dayal1 diistiinmedir (Ho & Richards, 1993, s. 32). Bir dilbilgisi dersinin igeriginin tanimu,
betimleyici yansitict diisiinmenin bir 6rnegidir. Ote yandan, elestirel yansitma
“degerlendirme, kendi kendini analiz etme, teori olusturma ve planlama” anlamina gelir
(Ho & Richards 1993, s. 32). Sinif gézleminin degeri hakkinda bir fikir ifade etmek,
elestirel yansitici diisinmenin bir 6rnegidir. Elestirel yansitict diisiinmede gelisimin

ozellikleri ise Ho ve Richards'ta (1993, s. 35) su sekilde listelenmistir:
o clestirel yansitici diisiinme tiirlerinde daha fazla ¢esitlilik,
e teorilere daha fazla yeni anlayis getirebilme,
e zaman araliklar1 ve tecriibeler arasinda daha fazla yansitici diisiinebilme,
e smifin 6tesinde daha genis baglamlar1 daha fazla goz 6niine alma,
e hem pozitif hem de negatif olarak daha fazla degerlendirme yapabilme,

e Ogretmen kaynakli sorunlar1 daha fazla ¢6zebilme ve
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e “neden” sorularina daha fazla odaklanma.

Bazi bilim insanlarina gore, elestirel yansitici diisiinme betimleyici yansitic
diisiinmeden daha agir basmaz. Ornegin, Watanabe (2016), “bir bireyin bu yansitict
diisiinme seviyelerinde dogrusal bir sekilde hareket etmesinin” (s.32) pek miimkiin
olmadigin1  iddia etmektedir. Ogretmenlerin kariyerlerinin farkli asamalarinda
odaklandiklar1 unsurlar, amaglarina ve baglamlarina gore degisebileceginden, farkli
zamanlardaki yansitict diisiinmenin farkli yonleri (gegmis, i¢ diinya veya dis diinya)
icerebilecegini de ekler ve “yansitici diisinmenin 'nihai' asamasi yoktur, yalnizca farkli
yollar1 vardir” (s.32) sonucuna varir. Ayn sekilde, yansitict 6gretmen olmak her zaman
yansitict olmak anlamma gelmez. Olgii-Dinger (2022), eskiden yansitici olan ancak ulusal
smavlar, miifredat gereklilikleri ve siyasi sistem nedeniyle “pasif teknisyen” haline
gelmek zorunda kalan bazi 6gretmenleri bildirir ve “6gretmen rollerinin konumlandigi”
ve Ogretmenlerin baglamsal ihtiyaglara bagli olarak kendilerini ayarlayabilecekleri

sonucuna varir (s.331).

Ogretmenlerin yansitic1 diisiinmelerini, betimleyici ve elestirel olmak iizere iki alt
kategori agisindan analiz eden ¢ok az calisma vardir. Ornegin, 6gretmen adaylar1 arasinda
yansitict diisiinmeyi tesvik etmek icin bloglar1 kullanan Yang (2009), betimleyici
yansitici dlistinmelerinin elestirel yansitici diisiinmelerinden daha fazla oldugunu bulmus
ve elestirel yansitici diisiinmede kolaylastirict miidahalesinin roliinii vurgulamistir. Bagka
bir arastirma, Farrell (2001) tarafindan yapilan bir Ingilizce 6gretmeninin vaka
calismasidir. Bulgulari, katilimeinin diisiincelerinin ¢ogunlukla betimleyici oldugunu
gostermistir. Farrell'in (1999) kismi bir tekrar1 olan Liou (2001), 6gretmen adaylarinin
elestirel yansitici diisiinmelerinin betimleyici yansitici diistinmelerinden daha fazla
oldugunu ancak elestirel yansitict diisiinmede gelisme gosteremediklerini ortaya koydu.
Bununla birlikte, hicbiri s6z sorunlarina dayali yansitici diislinme arastirmasina
odaklanmamustir. Tirkiye baglaminda sadece yansitict 6gretimin 6gretmen gelisimine
faydalarin1 ortaya koyan arastirmalar (Kuru-Gonen, 2012; Sanal-Erginel, 2006; Sire,
2004) bulunmaktadir. Yesilbursa (2008) ve Yesilbursa (2011) yansitici diisiinme tiirlerini

analiz etmistir, ancak kendi gelistirdigi kategorileri kullanmigtir.

Bu vaka calismast, ii¢ Ingilizce 6gretmeninin mesleki gelisimlerinin bir parcasi

olarak elestirel yansitic1 diisiinmedeki gelisimlerinin yani sira, 6zellikle yazili tiretimdeki
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s0z sorunlari lizerine yaptiklari betimleyici ve elestirel yansitici diistinmelerini arastirarak

literatiire katkida bulunmay1 amaglamaktadir.
Arastirma Deseni

Bu ¢alisma, bes katilimci ile ¢ok aracli bir vaka ¢alismasi olarak tasarlanmistir ve
yalnizca ti¢ katilimemin giinliikkleri, grup tartismalart ve goriismeleri araciliiyla ortaya
koydugu yansitict diisiinme siirecine odaklanmaktadir. Kesfedici sirali karma yontem

deseni, verileri 6nce nitel, sonra nicel olarak analiz etmeye yardimei oldu.

Calisma, biri ana egitim dili Ingilizce olan bdliimlerin dgrencileri ve digeri
derslerinin %30'unu Ingilizce olarak veren gesitli boliimlerin dgrencileri igin olmak iizere
iki hazirlik programi yiiriiten bir devlet liniversitesinde ger¢eklestirilmistir. Bu arastirma

2017 yilinin bahar déneminde yapildiginda, katilimcilar ikincisinde ¢alisiyorlardi.

Katilime1 se¢gme yontemi kolay ulasilabilir durum 6rneklemesidir. Katilimcilarin
mahremiyetini korumak i¢in katilimcilar tarafindan 6nerildigi tizere Siiheyla, Ayhan ve

Star takma adlar1 kullanilmistir.
Yansitic1 Diisiinme Konusu

Bes katilimcinin ayn1 yolda ilerlemelerini saglamak i¢in ortak bir konu iizerinde
distinmeleri istendi. Bu nedenle siire¢ baslamadan 6nce bu katilimcilarla konunun
belirlenmesi i¢in bir toplanti yapilmstir. Katilimeilarin ilk kararlari, gézlemlenmesi sozli
verilere gore daha pratik olacagindan ve hem ders sirasinda, hem de ders sonrasi

etkinliklerle gelistirilebileceginden, 6grencilerin yazili iiretimlerini analiz etmek oldu.

Bu kurumdaki yazma derslerinde, 6grencilere seviyelerine gore diizenli olarak
ortak bir konu verilir ve herhangi bir materyale ya da sozliige basvurmadan yazmalari
istenir. Ogretmenler ogrencilerin metinlerini kontrol eder, diizeltme sembollerini
kullanarak Ingilizce kullanimi, igerik ve organizasyon hakkinda yazili geri bildirimde
bulunur ve ardindan metinleri notlandirir ve geri verir. Sonug olarak 6grencilerden verilen
konular1 ciddiye almalar1 ve igerik agisindan zengin metinler iiretmeleri beklenmektedir.
Bu nedenle katilimcilar bu metinlerden yazili veri elde etmeye karar vermislerdir. Ayrica
fazladan veri toplamak zorunda kalmayacaklari igin bu siirecin katilimcilar igin pratik

olmasi bekleniyordu.
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Toplantinin nihai sonucu analizin odak noktasiydi. Kurumdaki 6grencilere
dilbilgisi konusunda yeterli alistirma verildigine, ancak kelime bilgisinin
pekistirilmedigine inandiklarindan, katilimcilar yazili iiretimde so6z yeterliligine
odaklanma konusunda fikir birligine vardilar. Ayrica s6z sorunlarini anlam, esdizimlilik
ve sozciik olusumu agisindan tanimlamaya karar verdiler. Bu kategoriler, kullandiklari
diizeltme sembollerinde bulunan s6z alanindaki {i¢ tiir geribildirimden tiiretilmistir:

uygunsuz sozciik, eksik sozciik / fazla sdzciik ve sézciik bigimi.
Yansitic1 Diisiinme Siireci

Oncesinde egitim ve pilot uygulama olan 12 haftalik yansitic1 diisiinme siireci, bes
kez tekrarlanan ve ¢esitli yansitic1 diisiinme araglarini igeren iki asamali prosediirleri
iceriyordu. ilk asamada katilimcilar, dgrencilerinin metinlerini analiz ederek soz
sorunlarini teshis ettiler. Her seyden once, ne tiir problemlerin siklikla meydana geldigini
gormek i¢in her bir s6z sorunu tiirii (anlam, esdizimlilik ve kelime olusumu) i¢in bir hata
listesi yaptilar. Daha sonra kaliplar1 gérmek, sonug ¢ikarmak ve dgretimlerini buna gore
sekillendirmek icin listeleri incelediler. Katilimcilardan analizleri dikkate alarak Ingilizce
bir giinliikte ve ardindan grup tartismasinda sorunlarin nedenleri ve olasi ¢oziimleri
iizerinde diisiinmeleri istenmistir. Goriismeleri istedikleri gibi ofislerinde Ingilizce olarak

yaptilar ve ses kaydina aldilar.

Ikinci asamada amag, sinif uygulamalari iizerinde diisiinmekti. Ogretmenlerden
tespit edilen problemlerin iistesinden gelmek i¢in etkinlik yaptiklar1 derslerde ses kaydi
yapmalari istenmistir. Dersleri kaydetmek i¢in cep telefonlarini kullandilar. Ayrica, her
thtimale karsi, siif uygulamasi sirasinda ya da hemen sonrasinda not almalar veya
fazladan kopya almalar1 6nerildi. Her uygulamanin sonunda 6grencilerden kiigiik kartlara
yazarak geri bildirim vermelerini istediler. Ses kayitlarini ve 6grenci geri bildirimlerini
inceledikten sonra, katilimcilar sorunlarin iistesinden gelmek i¢in ne yaptiklarina ve ne
gibi sonuglar beklediklerine odaklanan Ingilizce bir giinliik yazis1 daha yazdilar. Daha
sonra arastirmaci tarafindan ayni konuda birebir goriisme yapildi. Yart yapilandirilmis bir
yaklagimla agiklama ve detaylandirma amagli irdelemeler ile yapilan gorismeler, tanidik
ve rahat bir ortam olarak katilimcinmn ofisinde Ingilizce olarak yapildi ve arastirmact

tarafindan ses kayd1 alindu.
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Veri hem katilimeilar hem de arastirmaci tarafindan saklanmistir. Her islemin
sonunda, Ogretmenler arastirmacitya Ogrenciler tarafindan yazilan metinlerin
fotograflarini, hata listelerini, sinif uygulamalarinin ses kayitlarini, 6grenci geri bildirim
kartlarinin fotograflarini, dijital veya el yazis1 giinliikleri ve grup tartismalarinin ses
kayitlarin1 verdi. Bu sayede arastirmact siireci de izleyebilmistir. Goriismelerin ses

kayitlar1 sadece arastirmaci tarafindan saklanmustir.
Veri Analizi

Ho ve Richards (1993) ve Farrell'de (1999) betimleyici ve elestirel yansitici
diistinme i¢in sunulan siniflandirmalar, giinliikler, grup tartismalar1 ve goriismeler icin
verilen sorularin igerigiyle yakindan ortiismektedir; boylece bu siniflandirmalar bu

arastirma i¢in uyarlanmis ve kodlanmaistir.

Katilimcilarin giinliiklerindeki, grup tartismalarindaki ve goriismelerdeki yansitict
diistinmelerinden elde edilen veriler SPSS 23 veri belgelerine manuel olarak girildi. Ana
odak, katilimcilarin yansitici diisiinmeyi nasil yaptigi oldugundan, yansitici diisiinmenin
temeli (yani 0grenciler tarafindan yazilan metinler, hata listeleri, sinif uygulamalarinin
ses kayitlar1 ve 6grenci geri bildirimleri) analize dahil edilmedi. Daha sonra, Betimleyici

Istatistikler kullamlarak frekans sayilar1 ve yiizdeleri elde edildi.

Arastirmanin nitel kismi i¢in, sonuglar Oriintiileri ve nedenlerini bulmak amaciyla
incelenmistir. Her seyden Once, genel sonuglar, betimleyici ve elestirel yansitici diistinme
acisindan karsilastirilarak sunulmustur. Daha sonra, sonuglar betimleyici ve elestirel
yansitici diislinme konularia gore derinlemesine analiz edilmistir. Son olarak, Farrell'de
(1999) sunulan elestirel yansitici diisiinmede gelisimin yedi 6zelligini aradik ve Ho ve
Richards'm (1993) yaptigi gibi ilk ve son prosediirde her o6zelligin yiizdesini
karsilastirdik.

Nitel verileri bir noktaya kadar genellestirebilmek igin istatistiksel bir test olan tek
yonlii uyum 1yiligi ki-kare kullanilmistir. Test, sonuclarin .05'teki alfa seviyesi i¢in

istatistik agidan anlamli olup olmadigini gosterdi ve bulunan kaliplar1 agikladi.

Verilerin %10'u bagimsiz bir arastirmaci tarafindan kodlanarak veri kodlamanin
giivenilirligi artirildi. Anlagsma sayis1 / toplam anlagsma sayis1 + anlagsmazlik (Miles &
Huberman, 1994, s. 64) seklinde hesaplanan giivenirlik formiilii iki kodlayici arasinda

%92 uyum oldugunu ortaya ¢ikardi.
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Sonuglar

Stiheyla'nin yansitict diisiinmesinin genel bir analizi, Ho ve Richards (1993) ve
Farrell'deki (1999) konularin %83'line atifta bulundugunu ortaya koymaktadir. Bu
konularin dagilimi tek yonlii uyum 1yiligi ki-kare testi sonuglarina gore istatistik agidan
anlamhidir (x?= 734.609, df= 23, p=.000). Ki-kare sonug¢larna gore, istatistik agidan
beklenen diizeyden daha sik dokuz konu dile getirildi. ilk iicii 6grencilerin sorunlari, bir
yaklasim veya prosediir ve derslerin olumlu degerlendirilmesiydi. Elestirel yansitic
diisinmenin, yiiksek konu ¢esitliliginin  (%90) yan1 sira, betimleyici yansitici
diistinmeden (%31) daha yiiksek frekansa (%69) sahip oldugu ortaya ¢ikti. Betimleyici
yansitici diisiinmede gézlemlenen bu diisiik frekanstan bagimsiz olarak, konu ¢esitliligi
yaridan fazlaydi (%67). Katilimei, betimleyici konulara 6zellikle goriismelerde ve sinif
ici uygulamalarla ilgili giinliiklerde degindi. Bir yaklasim/prosediir ve bir inang/kant,
istatistik acidan beklenenden daha sik kullandigi betimleyici konulardir. Sitheyla'nin
elestirel yansitict digiinmesi her tiir aragta, ancak ¢ogunlukla goriismeler ve grup
tartigmalarinda  gozlemlendi. Istatistiksel olarak Siiheyla, yedi elestirel konuya
beklenenden daha sik deginmis ve ilk ikisi (6grencilerin sorunlar1 ve derslere yonelik
olumlu degerlendirmeler) digerlerine gore ¢ok daha yaygin kullanilmistir. Siitheyla'nin
elestirel yansitict diisiinmede gelisimi acisindan, uzman ve kendi kuramlarinin
tartisilmasinda, elestirel yansitici diisiinme 6zelliklerinin ¢esitliliginde, hem olumlu hem
de olumsuz olarak degerlendirebilmede, sinifin Gtesinde daha genis baglamlara
gecebilmede ve 6gretim deneyimi yoluyla yansitict diisiinebilme o6zelliklerinde artig

gozlemlenmistir.

Ayhan'in yansitict digiinmesine genel bir bakis, Ho ve Richards (1993) ve
Farrell'deki (1999) konularin %76'sina atifta bulundugunu gostermektedir. Bu konularin
dagilimi tek yonli uyum iyiligi ki-kare testi sonuglarina gore istatistik agidan anlamlidir
(x?= 641.945, df= 21, p=.000). Ki-kare sonuglarina goére, dokuz konu istatistik agidan
beklenen diizeyden daha sik dile getirildi. En yaygin ii¢ konu, bir yaklasim veya prosediir,
bir inang/kan1 ve derslerin olumlu degerlendirilmesiydi. Sonuglar, hem elestirel yansitici
diisiinmede (%75) hem de betimleyici yansitici diisiinmede (%78) konu cesitliliginin
oldukga fazla oldugunu gostermektedir. Elestirel yansitici diisiinme (%56) betimleyici
yansitict diisiinmeden (%44) daha fazla olmasina ragmen frekanslar1 ¢ok yakindi. Bu

ogretmen, betimleyici yansitict diisiinmeyi en ¢ok goriismelerde ve grup tartismalarinda
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kullanmistir. Istatistiksel olarak beklenenden daha sik bahsettigi ii¢ betimleyici konu, bir
yaklagim/prosediir, bir inang/kant ve dersin icerigi idi. Ayhan'in elestirel yansitici
diistinmesi her tiir aragta, ancak cogunlukla goriismeler ve grup tartismalarinda
gozlemlendi. Ayhan yedi elestirel konuyu istatistik agidan beklenenden daha sik kullandi
ve ilk ikisi derslere iligkin olumlu degerlendirmeler ve 6grenci sorunlari idi. Ayhan'in
elestirel yansitict diistinmedeki gelisimi agisindan, uzman ve kendi kuramlarinin
tartisilmasinda ve 6gretim deneyimi yoluyla yansitict diisiinebilme 6zelliklerinde artis

gbzlenmistir.

Star'm yansitict diisiinmesine genel bir bakis, onun Ho ve Richards (1993) ve
Farrell'daki (1999) konularin %72'sine atifta bulundugunu ortaya koymaktadir. Bu
konularin dagilimi tek yonli uyum iyiligi ki-kare testi sonuglarina gore istatistik agidan
anlamhidir (x?= 463.269, df= 20, p=.000). Ki-kare sonuglarina gore sekiz konu istatistik
acidan beklenen diizeyden daha sik dile getirilmistir. En yaygin ti¢ konu, derslerin olumlu
degerlendirilmesi, bir yaklasim veya prosediir ve dgrencilerin arka plan bilgileriydi.
Katilimcinin elestirel yansitici diisiinmesinin konu ¢esitliliginin (%80) fazla oldugu ve
frekansinin (%71) betimleyici yansitict diisiinmesinin frekansindan (%29) ¢ok daha
yiiksek oldugu bulundu. Bu diisiik sikliga ragmen, betimleyici yansitici diisiinmesinin
konularmin ¢esitliligi yaridan biraz fazlaydi (%56). Star'in betimleyici yansitici
diisiinmesi ¢ogunlukla gériismelerde ve grup tartismalarinda bulundu. Istatistiksel olarak,
beklenenden daha sik kullandigi iki betimleyici konu bir yaklasim/prosediir ve bir
inang/kan1 idi. Star'in elestirel yansitici diisiinmesi her tiir aragta, ancak ¢ogunlukla
goriismeler ve grup tartismalarinda gozlemlendi. Istatistiksel olarak, Star bu konulardan
yedisini beklenenden daha sik dile getirdi. Ik ikisi, derslerin olumlu degerlendirilmesi ve
ogrencilerin arka plan bilgileriydi. Star'in elestirel yansitict diislinmedeki gelisimi
acisindan, 6gretim deneyimi yoluyla yansitict diislinebilme, siifin 6tesinde daha genis

baglamlara gecebilme ve uzman ve kendi kuramlarini tartisabilmede bir artis gozlendi.
Tartisma

Siiheyla'nin bu arastirma sirasindaki yansitict diigiinmesi, onun 6gretmenligi
hakkinda bazi bilgiler verdi. Her seyden oOnce, Ogrencilerin kelime dagarcigim
zenginlestirmek ve yaygin sorunlar1 ¢6zmek i¢in yapmaya karar verdidi sey, ¢evrimici

bir esdizim sozliigiini smif uygulamasinin bir pargasi olarak kullanmakti. Bu yeni
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etkinlik, sinifa dogru kelime kombinasyonlariyla giivenilir ve pratik bir kaynak
getirmenin yan1 sira titiz bir hazirlik siireci gerektirdi. ikinci nokta onun ¢ok boyutlu bakis
agisidir. Ornegin, Yesilbursa'daki (2008) bulgulara benzer sekilde, 6gretmenin gdzlem ve
degerlendirmeleri sadece derslere degil, ayn1 zamanda &grencilere ve Ogretmenin
kendisine de odaklanmistir. Ayrica, Siitheyla Ogrencilerin arka plan bilgilerini
sundugunda bunu akademik gecmis ve ruh hali olmak iizere iki agidan yapt1. Ogretmenin
cok boyutlu bakis agisi eylem planlarinda da kendini gosteriyordu. Ayrica Siiheyla
olumlu bir 6gretmen olarak Ogrencilerin “heyecanli” ya da “istekli” olduklarinda ruh
hallerini gozlemlemede basariliydi. Coziim odakli yaklasimi da benzer sekilde
olagantistiiydii ¢iinkii Richards ve Farrell (2005)'te bahsedildigi gibi sorumluluk almasina
ve Ozerklik kazanmasina yardimci oldu. Sitheyla'nin 6gretimi ile ilgili bir diger dikkat
cekici nokta, sinifin 6tesindeki arka plan faktorlerinin farkinda olmasidir. Daha net olmak
gerekirse, katilimci tekrarlayan sorunlardaki kaliplari fark etti ve alternatif sunum yollari
bulabilmesi veya bir eylem planina karar verebilmesi i¢in sorunlarin koklerini belirledi.
Son olarak, “daha hosgoriilii”, “daha mutlu”, “daha ilgili” ve “gururlu” hale gelen bir
ogretmen olarak Siiheyla Ingilizce 6gretmeni olarak mesleki gelisim yolculugundan
memnun gibi goriinmektedir (Richards & Lockhart, 1996). Bu sonuglar, Siiheyla'nin
uzman bir 6gretmen oldugunu ve yansitici uygulamadaki ii¢ onemli tutuma (i¢tenlik, agik

fikirlilik ve sorumluluk) sahip oldugunu ima etmektedir.

Yansitic1 diisiinme siirecinde Ayhan'in 6gretmenligine iligkin i¢goriiler, baz1 ayirt
edici nitelikleri ortaya koymaktadir. Ilk olarak, kelime dgretimi veya 6grenimi iizerinde
diisiiniirken tiretken becerilerin ve dilbilgisinin 6ne ¢ikan rolii, onun dil kullanimina
verdigi 6nemi gosteriyordu. Ikinci olarak Ayhan'in olumlu tutumu dikkat cekiciydi.
Ogrencilerin ve dgretmenin sorunlart sik karsilasilan konular olmasma ragmen hem
ogrenciler hem de Ogretmenler hakkinda olumlu degerlendirmeler bunlardan daha
fazlaydi. “lyi bir gézlemci” olarak égrencilerin ruh halleri, performanslar1 ve tutumlar
hakkindaki ayrintilar1 kesfetmenin yani sira Ayhan, kelime 6grenme konusundaki kendi
deneyimlerini siklikla yansitti. Ayrica, 6gretimle ilgili gdzlemlerinin bir¢ogunda “biz”
Oznesi yer almigtir. Bu, Bailey'de (1997) belirtildigi gibi yansitici diislinmenin
profesyonel diyaloga faydalari, Richards ve Farrell'de (2005) belirtildigi gibi sahiplenme
duygusu ve/veya biiyiilk baglami1 dikkate alma yetenegi ile ilgili olabilir. Ayhan'in

Ogretimi ile ilgili bir diger dikkat ¢ekici nokta ise, ¢alismanin basinda Ayhan'in kelime
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ogretme-kelime Ogrenme ikilemini sorgulamasidir. Bunun cevabi {igiincii grup
tartismasinda “Kelime bilgisi 6grencilerin 6grenmesi gereken bir sey, 0gretmenlerin
Ogretmesi gereken bir sey degil... Belki Ogretmenlerin Ogrencilerinin bir seyler
O0grenmelerine yardimci olabilecegi bazi seyler ya da bazi kisimlar vardir” seklinde ifade
edilmistir. Ogretmenlerin bunu nasil yapabileceklerinin ayrimtilar;, katilimcinm
uygulama asamasinda kullandigi tiretime dayali gesitli etkinliklerde ve paylastigi s6z
stratejileri yelpazesinde ortaya ¢iktr. Ayrica Ayhan'in mesleki gelisim konusundaki
tutumu, “daha iyi bir Ogretmen” olma niyetinde kendini gdstermistir. Bu acidan
ogretmenin “deneme ve kesfetme” hevesi de dikkat ¢ekicidir. Sik sik “bazi yeni yollar
arad1” veya bir aktiviteyi ilk kez denedi, bu da yeni se¢enekleri test etme konusundaki
giivenini gelistirmesine yardimei olmus olabilir. “Merakli olma”, aragtirma yapma ve
fikir paylasma egilimi sayesinde kendisine, meslektasina ve arastirmaciya bazi sorular
sordu. Cok sik kullanmasa da Ayhan o6gretimle ilgili diistindiiriicii sorular da sordu.
Ayrica, sinirlamalari sorguladi. Bu sorular 6gretmeni, teknik becerilerden ziyade ilkelere
odaklanip mevcut durumu, degerleri ve alternatifleri sinirlamalarin1 g6z Oniinde
bulundurarak arastirmaya tesvik eder. Sonuglar, Ayhan'mn uzman bir 6gretmen oldugunu
ve ictenligin, agik fikirliligin ve sorumlulugun Ayhan'in 6gretmenliginin bir parcasi

oldugunu gosteriyor.

Star'in bu arastirma sirasindaki yansitici diistinmesi, 0gretisine dair bazi bilgiler
verdi. Baslangi¢ olarak, 6gretmen sinifta “dogal” olmaya deger verdigi i¢in sif ici
etkinlikleri “gdrev gibi” yapmaktan hoslanmadigi gériildii. Ogretmenligiyle ilgili bir
diger onemli detay ise, olumlu bir 6gretmen olarak Star'in 6grencilerin “heyecanli”,
“ilgili” veya “istekli” olduklarinda onlarin ruh hallerini fark etmede basarili olmasidir.
Star, mesleki gelisime dair tutumu sayesinde, daha 6nce “farkinda olmadigi” “sinifta
yaptig1 seylerin ¢coguna” farkindaligini artirdi. Bu nedenle Star, ¢alismadaki yansitici
stirect “faydal1” buldu, ¢iinkii “zaten kafasinda planladig1 ve gercekten yapmak istedigi
seylerin ¢ogunu denemek” artik miimkiindii ve Ogretmeyi 6grenmede “en 1yi yol
kullanmaktir” diye diisiinmekteydi. Bu siiregte daha oOnceki deneyimlerinin, gesitli
kaynaklarin, meslektaslarinin, 6grencilerinin ve mesleki gelisim faaliyetlerinin, onun
mesleki bilgisinin sekillenmesinde katkilarini1 da kabul etti. Bu bulgular, Star'in uzman

bir Ogretmen olarak mesleki gelisiminden memnun goriindiiglinii ve yansitici
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uygulamadaki ii¢ hayati tutuma (igtenlik, agik fikirlilik ve sorumluluk) sahip oldugunu

ima etmektedir.
Sonuc¢

Yansitict  uygulama, bu katilmecilarin  yansitici  diisiinmelerinde  de
gbzlemlenebilen gesitli dzelliklere sahip, uzun vadeli ve zorlu bir siirectir. Ilk olarak,
kendi baglamlarindan gelen verileri sistematik bir sekilde arastirarak (Bartlett, 1990;
Farrell, 2020; Rodgers, 2002), gercekligin kendilerine ait versiyonlarmi olusturdular
(Pritchard & Woollard, 2010), bu da bilingli kararlara ve teori ve uygulamanin biraraya
getirilmesine yol acti (Farrell, 2020; Pultorak, 1996; Richards & Lockhart, 1996;
Rodgers, 2002; Tsui, 2009). Ikincisi, Ogretmenler baskalariyla (6grencileri ve
meslektaslariyla) is birligi yapti (Farrell, 2020; Rodgers, 2002), boylece siniftaki rollerini,
ogrencilerinin bu noktadaki beklentilerini ve bu ikisi arasindaki farkliliklar
inceleyebildiler (Richards & Lockhart, 1996). Ugiinciisii, katilimcilar “¢oziilecek soruna
ilgi” (Bartlett, 1990, s.207) ve “kendilerinin ve baskalarmin kisisel ve entelektiiel
gelisimine deger veren tutumlar” (Rodgers, 2002, s. 845) sergilediler. Buna ek olarak,
katilimcilar 6grencilerin hatalariyla karsilastiklarinda “(...) dan bagka bir sey degil”
tiirinde akil yiiriitmeden (Kelly, 1991, s. 108) kagmmuislardir. Ogretmenler otomatik
olarak olumsuz yanitlar vermek yerine, bunlar iizerinde diisiindiiler ve hatta ne kadar
yardimc1 olabileceklerini kesfettiler. Ek olarak, bu aragtirmadaki araclar eylem {izerine
yansitict diisiinmeyi igerse de katilimcilarin sinif uygulamalarina iliskin agiklamalari,
eylem sirasinda yansitict diisiinme (Schon, 1983) orneklerini de ortaya ¢ikardi. Son
olarak, katilimcilar yansitici 6gretimi “yapmanin, diisiinmenin ve ne yapacagini bilmenin
bir uyumu” (Freeman, 1996'dan aktaran Bailey, 1997) olarak deneyimlemislerdir. Tiim
bu ortak noktalara ragmen, katilimcilarin yansitici diislinmeleri arasinda bireysel
farkliliklar vardi ve bu da “yansitici diisiinmede ‘son’ asama olmadigi, yalnizca yansitici

diistinmenin farkli yollar1 oldugu” (Watanabe, 2016, s.32) sonucuna gétiirdii.
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A CASE STUDY OF REFLECTIVE PRACTICES OF FOREIGN
LANGUAGE TEACHERS

EXTENDED ABSTRACT

Introduction

Learning to teach is “a long-term, complex, developmental process” (Freeman &
Johnson 1998, p. 402). During this process teachers might be unaware of some incidents;
however, reflection-on-action can help them realize what is happening and why by
investigating their own context, integrating theory and practice, and thus enhancing
teacher learning. With a sequential exploratory mixed methods design, this case study
aims to investigate descriptive and critical reflection of three EFL teachers based on data
from journals, peer discussions, audio records of lessons, student feedback, and

interviews. The study aims to answer these research questions:

1. What type of reflection (descriptive or critical) do English teachers commonly

use?

2. What kind of descriptive reflection do English teachers employ? What kind of

critical reflection do English teachers employ?
3. Does this process develop the use of critical reflection over time?
Literature Review

Teachers have a vital role in language education as practitioners of programs.
Thus, teacher development has benefits not only for the teacher but also for the institution
and the students. Firstly, it brings senior positions, better performance, and enhanced
retention for the teacher. In the institution, it improves learning outcomes and its success
and popularity. Finally, the level of student learning is enhanced (Richards & Farrell,
2005).

Adopting either an outsider or insider approach, teacher development programs
can help teachers to improve in specific areas. Outsider approaches value knowledge
outside the institution, especially knowledge of experts based on general theories and
principles (Richards & Farrell, 2005). These approaches have content-based pre-
determined programs, ready-made solutions, and short-term results (Yaman, 2004). On
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the other hand, insider approaches prioritize institutional knowledge in order to promote
self-directed learning. They enable teachers to analyze their own contexts and construct
their own knowledge and understanding of their classroom practices (Richards & Farrell,
2005).

Reflection has a significant role in teacher development as it enables teachers to
“integrate the two processes, ‘practicalizing theoretical knowledge’ and ‘theorizing
practical knowledge’” (Tsui, 2009, p. 432). They can do this through investigation of their
own practice based on data from their classrooms and the changes they make based on
this investigation (Giin, 2010). In this way, teachers “can gain new insight of their
practice” (Farrell, 2016, p. 224). Farrell (2011) reported how a novice ESL teacher
benefited from moving from a “descriptive reflective phase” to “a more critical stance on
her practice” since “she could now make an informed decision about certain aspects of
her teaching ... and as a result there is more of a convergence of her beliefs and classroom

practices” (p. 272).

Reflection is classified in different ways. Ho and Richards (1993) and Farrell
(1999) presented subcategories of critical and descriptive reflection and explored them in
teachers’ journals and group discussions respectively. Descriptive reflection is procedural
in nature answering, ‘What do I do as a teacher?” (Ho & Richards, 1993, p. 32).
Description of the content of a grammar lesson is an example of descriptive reflection.
On the other hand, critical reflection refers to “evaluation, self-analysis, theory building,
and planning” (Ho & Richards 1993, p. 32). Expressing an opinion about the value of
classroom observation is an example of critical reflection. Traits of development in
critical reflectivity are also listed in Ho and Richards (1993) as (1) “a greater variety of
types of critical reflectivity”, (2) “being more able to come up with new understanding of
theories”, (3) “being more able to reflect across time span and experiences”, (4) “being
more able to go beyond the classroom to broader contexts”, (5) “being more able to
evaluate both positively and negatively”, (6) “being more able to solve problems by the
teacher”, and (7) “being more focused on "why" questions” (p. 35). They found no great
change in the participants’ degree of critical reflectivity, and they suggested training

teachers in reflective writing.
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For some scholars, critical reflection does not outweigh descriptive reflection. For
instance, Watanabe (2016) claims it is unlikely “for an individual to move in the linear
fashion through these levels of reflectivity” (p.32). She adds that because the elements
teachers focus on at different stages of their career might vary based on their goals and
context, reflection at different times might involve different directions — the past, inner
world, or outer world. As she concludes, “there is no ‘final’ stage of reflection, only
varying ways to reflect” (p.32). In the same vein, being a reflective teacher does not mean
being reflective all the time. Olgii-Dinger (2022) reports some teachers who used to be
reflective but had to turn into a “passive technician” because of national exams, curricular
requirements, and the political system. She concludes that “teacher roles are situated”,

and teachers can adjust themselves depending on the contextual needs (p.331).

There are very few studies that analyze teachers’ reflection in terms of the two
subcategories — descriptive and critical. For instance, using blogs to promote reflection
among pre-service teachers, Yang (2009) found their descriptive reflection outnumbered
their critical reflection and emphasized the role of facilitator intervention in critical
reflection. Another research is a case study by Farrell (2001) of an EFL teacher. His
findings showed that the participant’s reflections were mostly descriptive. A partial
replication of Farrell’s (1999), Liou (2001) revealed that pre-service teachers were able
to do more critical than descriptive reflection but failed to show development in critical
reflection. However, none focused on investigation of reflection based on lexical
problems. In Turkish context there are only studies that revealed the benefits of reflective
teaching (Kuru-Gonen, 2012; Sanal-Erginel, 2006; Sire, 2004) for teacher development.
Yesilbursa (2008) and Yesilbursa (2011) analyzed types of reflection but using categories

she developed herself.

This case study aims to contribute to literature by investigating three EFL
teachers’ descriptive and critical reflection, specifically on lexical problems in written
production, besides their development in critical reflectivity as part of their professional

development.
Research Design

This study is designed as a multiple instrumental case study that focuses on three

participants’ reflection process revealed through their journals, peer discussions and
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interviews. A sequential exploratory mixed methods design helped to analyze the data
first qualitatively and then quantitatively.

The study took place at a state university which runs two EFL preparatory
programs: one for students of departments whose main medium of instruction is English,
and another for students of various departments which provide 30 % of their courses in
English. When this research was conducted in spring semester in 2017, the participants

were working in the latter.

The method of participant selection was convenience sampling. In order to protect
participants’ privacy, we used pseudonyms, Siiheyla, Ayhan, and Star, suggested by the

participants.
The Reflection Topic

The participants were required to reflect on a common topic in order to keep them
on the same track. For this reason, before the process started a meeting was held with
these participants to specify the topic. Their first decision was to analyze students’ written
production as it would be more practical for the participants to observe than spoken data

and could be improved through activities both during and after class.

During writing classes in the institution, the students are regularly given a
common task according to their level and asked to write without consulting any materials
or dictionaries. The teachers check students’ texts, give written feedback on use of
English, content, and organization using correction symbols, and then they grade the texts
and return them. As a result, the students are supposed to take the tasks seriously and
produce texts rich in content. This is why the participants decided to obtain written data
from these texts. Moreover, this process was expected to be practical for the participants

as they would not have to do extra work to collect data.

The final outcome of the meeting was the focus of analysis. As they believe the
students in the institution are provided with sufficient practice on grammar but not
vocabulary, the participants agreed to focus on lexical competence in written production.
They also decided to define lexical problems as those related to meaning, collocations,
and word formation. These categories were derived from the three types of lexical
feedback included in the correction symbols they use — inappropriate word, missing word

/ redundant word and word form.
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The Reflection Process

Preceded by training and piloting, the 12-week reflection process included two-
phase procedures repeated five times and involved a variety of reflective tools. In the first
phase, the participants diagnosed their students’ lexical problems by analyzing their texts.
First of all, they made a list of errors for each type of lexical problem (meaning,
collocations, and word formation) to see what kind of problems occurred frequently.
Then, they examined the lists to see the patterns, draw conclusions, and shape their
teaching accordingly. Considering their analyses, the participants were asked to reflect
on the causes of the problems and possible solutions in a journal in English and then in a
peer discussion. They held the discussions in their offices, as they preferred, in English

and audio recorded them.

In the second phase the aim was to reflect on classroom practice. The teachers
were asked to audio-record classes in which they did an activity to overcome the
diagnosed problems. They used their mobile phones to record the lessons. They were also
recommended to take notes or extra copies while/immediately after the classroom
practice just in case. At the end of each practice, they asked the students to give feedback
on small cards. After examining the audio-records and the student feedback, the
participants wrote another journal entry in English focusing on what they had done to
overcome the problems and what outcomes they had expected. Then, they were
interviewed one-on-one by the researcher on the same topic. With a semi-structured
approach and relevant probes for clarification and elaboration, the interviews were
conducted in English in the participant’s office as a familiar comfortable setting and audio

recorded by the researcher.

The data were stored both by the participants and the researcher. At the end of
each procedure, the teachers gave the researcher photos of the texts written by students,
lists of mistakes, audio-records of classroom practice, photos of student feedback cards,
digital or handwritten journals, and audio-records of peer discussions. In this way, the
researcher was also able to monitor the process. The audio-records of the interviews were

only stored by the researcher.
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Data Analysis

The taxonomies for descriptive and critical reflection presented in Ho and
Richards (1993) and Farrell (1999) coincide closely with the content of the questions
provided for the journals, peer discussions, and interviews; thus, they were adapted and

coded for this research.

The data from the participants’ reflections in the journals, peer discussions, and
interviews were entered manually on SPSS 23 data sets. As the main focus was how the
participants reflect, the basis for reflection (i.e., texts written by students, lists of mistakes,
audio-records of classroom practice, and student feedback) was not included in the
analysis. Next, frequency counts and percentages were obtained using Descriptive

Statistics.

For the qualitative part of the study, the results were examined to find out the
patterns and reasons for them. First of all, the overall results were presented contrasting
descriptive and critical reflection. Next, the results were analyzed in depth according to
the topics for descriptive and critical reflection. Finally, we searched for the seven traits
of development in critical reflection presented in Farrell (1999) and compared the

percentage of each trait in the first and last procedure as Ho and Richards (1993) did.

To be able to generalize the qualitative data, to a certain extent, a statistical test,
one-way goodness-of-fit chi-square, was used. The test showed if the results were

statistically significant for the alpha level at .05, and explained the patterns found.

Reliability of data coding was improved by having 10% of the data coded by an
independent researcher. The result of the reliability formula, number of agreements / total
number of agreements + disagreements (Miles & Huberman, 1994, p. 64), revealed 92%

concurrence between the two coders.
Results

An overall analysis of Sitheyla’s reflection reveals that she referred to 83% of the
topics in Ho and Richards (1993) and Farrell (1999). The distribution of these topics is
statistically significant according to one-way goodness-of-fit chi-square test results (x?=
734.609, df= 23, p=.000). According to chi-square results, nine topics were mentioned

more frequently than the statistically expected level. The top three were students’
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problems, an approach or procedure, and positive evaluations of lessons. Besides a great
variety of topics (90%) her critical reflection (69%) far outnumbered her descriptive
reflection (31%). Regardless of this low frequency, the variety of the topics was over half
(67%) in her descriptive reflection. She referred to descriptive topics especially in
interviews and journals on classroom practice. An approach/procedure and a
belief/conviction are the descriptive topics she used more frequently than statistically
expected. Siiheyla’s critical reflection could be observed in all types of instruments but
mostly in interviews and peer discussions. Statistically, Siiheyla referred to seven critical
topics more frequently than expected, and the top two, students’ problems and positive
evaluations of lessons, were much more prevalent than the others. In terms of Siiheyla’s
development in critical reflection, an increase was observed in discussing theories of
expert and own, variety of traits of critical reflection, being able to evaluate both
positively and negatively, being able to go beyond the classroom to greater context, and
being able to reflect through teaching experience.

A global look at Ayhan’s reflection shows that he referred to 76% of the topics in
Ho and Richards (1993) and Farrell (1999). The distribution of these topics is statistically
significant according to one-way goodness-of-fit chi-square test results (x>= 641.945, df=
21, p=.000). According to chi-square results, nine topics were mentioned more frequently
than the statistically expected level. The three most common topics were an approach or
procedure, a belief/conviction, and positive evaluations of lessons. Results show quite a
high variety of topics in both her critical reflection (75%) and descriptive reflection
(78%). Although critical reflection (56 %) outnumbered descriptive reflection (44%),
their frequencies were very close. The teacher used descriptive reflection mostly in
interviews and peer discussions. The three descriptive topics he mentioned more
frequently than statistically expected were an approach/procedure, a belief/conviction,
and the content of the lesson. Ayhan’s critical reflection could be observed in all types of
instruments but mostly in interviews and peer discussions. Statistically, Ayhan used seven
critical topics more frequently than expected, and the top two were positive evaluations
of lessons and students’ problems. In terms of Ayhan’s development in critical reflection,
an increase was observed in discussing theories of expert and own and being able to

reflect through teaching experience.
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A global look at Star’s reflection reveals that she referred to 72% of the topics in
Ho and Richards (1993) and Farrell (1999). The distribution of these topics is statistically
significant according to one-way goodness-of-fit chi-square test results (x>=463.269, df=
20, p=.000). According to chi-square results, eight topics were mentioned more
frequently than the statistically expected level. Three most common topics were positive
evaluations of lessons, an approach or procedure, and the learners’ background
information. With a great variety of topics (80%) her critical reflection (71 %) far
outnumbered her descriptive reflection (29 %). Despite this low frequency, the variety of
the topics was just over half (56%) in her descriptive reflection. Star’s descriptive
reflection was found mostly in interviews and peer discussions. Statistically the two
descriptive topics that she wused more frequently than expected were an
approach/procedure and a belief/conviction. Star’s critical reflection could be observed
in all types of instruments but mostly in interviews and peer discussions. Statistically,
Star mentioned seven of these topics more frequently than expected. The top two were
positive evaluations of lessons and the learners’ background information. In terms of
Star’s development in critical reflection, an increase was observed in being able to reflect
through teaching experience, being able to go beyond the classroom to greater context,
and discussing theories of expert and own.

Discussion

Siiheyla’s reflection during this research provided some insights into her teaching.
First of all, what she decided to do to enrich the students’ vocabulary and solve common
problems was to use an online collocation dictionary as part of her classroom practice. As
well as bringing a reliable and practical resource with right word combinations to the
classroom, this new activity required meticulous preparation on the teacher’s side. The
second point is her multi-dimensional perspective. For example, the teacher’s
observations and evaluations focused not only on the lessons but also on the students and
the teacher herself, which is similar to the findings in Yesilbursa (2008). Besides, when
Siiheyla presented learners’ background information, she did this in two ways — academic
background and mood. The teacher’s multi-dimensional perspective was also evident in
her plans of action. Moreover, as a teacher with a positive attitude, Siiheyla was good at
observing the students’ mood when they were “excited” or “eager”. Her solution-oriented

approach was similarly outstanding because it helped her to shoulder responsibility and
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gain autonomy (as mentioned in Richards & Farrell, 2005). Another noteworthy point
about Siiheyla’s teaching is her awareness of background factors beyond the classroom.
To be more specific, she noticed patterns in recurrent problems and identified their roots
so that she could find alternative ways of presentation or decide on a plan of action.
Finally, as a teacher who became “more tolerant”, “happier”, “more interested”, and
“proud” of herself, Siiheyla seemed to be satisfied with her professional development
journey as an EFL teacher as mentioned in (Richards & Lockhart, 1996). These results

imply that Siiheyla is an expert teacher and has the three important attitudes in reflective

practice — whole-heartedness, open-mindedness, and responsibility.

Insights into Ayhan’s teaching during the reflective process reveal some
distinctive qualities. To begin with, the prominent role of productive skills and grammar
while reflecting on teaching or learning vocabulary indicated the importance that he
attached to language use. Secondly, Ayhan’s positive attitude was remarkable. Although
students’ and the teacher’s problems were both frequent topics, positive evaluations about
both students and teachers outnumbered them. In addition to discovering details about the
students’ mood, performance, and attitudes as “a good observer”, Ayhan frequently
reflected on his own experience in learning vocabulary. Besides, many of his observations
about teaching involved “we” as the subject. This might be related to the benefits of
reflection for professional dialogue as mentioned in Bailey (1997), the feeling of
ownership as indicated in Richards and Farrell (2005), and/or his ability to consider the
big context. Another noteworthy point about his teaching is that at the beginning of the
study, Ayhan questioned learning vocabulary versus teaching vocabulary. In the third
peer discussion the answer was expressed as, “Vocabulary is something that students
should learn, it is not something teachers should teach... Maybe there are some things or
there are some parts in which teachers can help their students learn something”. The
details of how teachers can do this were revealed in the variety of productive tasks he
used during the practice phase and the range of lexical strategies he shared. Moreover,
Ayhan’s attitude to professional development was manifested in his intention to be “a
better teacher”. In this respect, the teacher’s enthusiasm for “experimentation and
exploration” is also noteworthy. He often “look[ed] for some new ways” or tried an
activity for the first time, which might have helped him improve his confidence in testing

new options. Thanks to his tendency to “be inquisitive”, do research, and share ideas, he
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asked some questions to himself, his peer, and the researcher. Although he did not use
them very frequently, Ayhan asked some thought-provoking questions about teaching.
Furthermore, he questioned the limitations. These questions encourage the teacher to
investigate the current situation, values, and alternatives along with their limitations
focusing on the principles rather than technical skills. The results imply that Ayhan is an
expert teacher, and whole-heartedness, open-mindedness, and responsibility seem to be

part of Ayhan’s teaching.

Star’s reflection during this research provided some insights into her teaching. To
start with, as the teacher valued being “natural” in the classroom, she seemed to dislike
doing classroom activities “like a duty”. Another important detail about her teaching is
that as a positive teacher, Star was good at noticing the students’ mood when they were
“excited”, “interested” or “eager”. Thanks to her attitude towards professional
development, Star raised her awareness of “most of the things [she had] been doing in the
class” as she had not “realize[d] [she had] been doing them”. Thus, Star found the
reflective process in the study “helpful” since “trying most of the things [she had] already
planned in [her] mind and [she] really wanted to do” was now possible and she believed
“using is the best way” in learning to teach. During this process she also acknowledged
the contribution of her previous experience, various resources, her peers and students, and
professional development activities in shaping her professional knowledge. These
findings imply that Star seemed to be satisfied with her professional development as an
expert teacher and that she has the three vital attitudes in reflective practice — whole-

heartedness, open-mindedness, and responsibility.
Conclusion

Reflective practice is a long-term and demanding process with various features
which could be observed in the participants’ reflections. First, they built their own
versions of reality (Pritchard & Woollard, 2010) through investigation of data from their
own context in a systematic way (Bartlett, 1990; Farrell, 2020; Rodgers, 2002), which led
to informed decisions and convergence of theory and practice (Farrell, 2020; Pultorak,
1996; Richards & Lockhart, 1996; Rodgers, 2002; Tsui, 2009). Second, the teachers
collaborated with others — their students and peers (Farrell, 2020; Rodgers, 2002), so they

were able to examine their role in the classroom, their students’ expectations in this
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respect, and differences between these two (Richards & Lockhart, 1996). Third, the
participants displayed “interest in the problem to be resolved” (Bartlett, 1990, p.207) and
“attitudes that value the personal and intellectual growth of oneself and of others”
(Rodgers, 2002, p. 845). In addition, the participants avoided “nothing-but type of
reasoning” (Kelly, 1991, p. 108) when they faced students’ mistakes. Rather than giving
automatically negative responses, the teachers reflected on them and even discovered how
helpful they could be. In addition, although the instruments in this research involved
reflection-on-action, the participants’ accounts of their classroom practices also revealed
instances of reflection-in-action (Schon, 1983). Last but not least, the participants
experienced reflective teaching as “a harmony of doing, thinking, and knowing what to
do” (Freeman, 1996 cited in Bailey, 1997). Despite all these common points, there were
individual differences between the participants’ reflections, which leads to the conclusion

that “there is no ‘final’ stage of reflection, only varying ways to reflect” (Watanabe, 2016,
p.32).
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APPENDICES

APPENDIX A
CORRECTION SYMBOLS
CORRECTION SYMBOLS
SYMBOL TYPE OF ERROR EXAMPLE
Cap Capitalization he is a Student at Erciyes
ap cap
L Shp e
Pun Punctuation T've got books cassettes and CDs.
1 1
pun pun
i Sp Spelling The maneger is a woman.
_Sp__
Ord Word order 1 like very much skiing.
ord
- Wi Word form He learns quick. He is
= wi
interest in books. I have
wi
forgot. It is unpossible.
Wi Wi I
sing/pl Singular-plural forms | There are three man in the P
i ol
S#V Subject-verb agreement
¢ Tense
1 Missing-verb (v),
preposition (prep),
article (art), adverb
(adv), adjective(ad;),
pronoun (pron),
connector (con), etc
() Redundant word,
preposition, article,
inapp. Inappropriate word k
Rw Rewrite
P Start a new pai
2
Y2 3
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APPENDIX B SAMPLE JOURNAL ENTRY

A JOURNAL ON CLASSROOM PRACTICE FROM STAR




APPENDIX C SAMPLE PEER DISCUSSION

TRANSCRIPTION OF A PEER DISCUSSION AMONG SUHEYLA AND HER

OFFICEMATES - JOLLY AND FERIDE

S: This is the group discussion for the 2nd timed writing and we are going to talk about the common errors
and what kind of improvements can we make by extra activities or what’s our plan for the following classes
in my writing lesson the topic of the writing task is a bit problematic because they asked about the definition
of a perfect teacher but the students in fact were not ready to write it so we had some problems but still
when | read their papers they were not very bad but some extra or extraordinary common mistakes appeared
in my students’ writings, I just grouped them into four, I think, one of them is the extra wording, they add
double verbs or they add prep to a lot, e.g. they say affect to somebody, affect somebody is acceptable (?),
or they like to perfect teacher . this is something really extraordinary for me because they know how to use
the verb like but this time they used like to a person and sometimes they double the verb who is help e.g.,
in an adj clause so it’s a bit surprising for me because such kind of mistakes were not so frequent in the
previous writings and as in the other in the 1% timed writing there are still inappropriate usages and word

formation in the students’ writings as a mistake group

F: Our writing topic was quite easy for the students because it was about an enjoyable day they had, so B
group students had this topic and in their speaking classes or in their coursebook classes they met with this
topic many times, so in terms of gram. they didn’t have a lot of mistakes but in vocabulary they have some
mistakes with the forms of the words e.g. they had some problems again with adjectives -ed adjectives and
—ing adjectives some students had mistake, and also some students had mistake about using gerund inf
forms and they didn’t have many mistakes with collocation or meaning I think it was because of the topic,

they didn’t have much difficulties many difficulties

J: For A group students our topic is the same with the B class students and there was much fewer mistakes
this time esp. in meaning there is only one mistake with the usage of after and when | talked to the student
she said that by mistake, because of the excitement of the class or exam she made a mistake and she knew
that how to use after or after that, and some collocation problems there were and like childly friends or
together was beautiful they were thinking in their mother tongue, and the word form there were only two
mistakes | spend beautiful time, beautiful colours flower, and in the class | make a correction or | taught
them how to use the nouns with —ed form and coloured flowers and we made some more examples the same
in the same way, and | want them again to write two sentences with the difference between after and after

that and we ended the class in that way that’s it

F: T haven’t made the practice but I’'m planning to do in our writing classes about the wrong use of the word

forms

S: What are you going to do, do you have any plans
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F: Yes basically related to their problems in on their papers
S: Just checking showing the correct use

F: ha ha

S: I forgot to say one more thing, the problem that appeared in my students’ writings a bit different from
the previous one, It might be related to the difficulty of the topic because at the very beginning when we
announced the topic the students they were shocked because we haven’t finished the unit yet and they were
a bit shocked and | mean puzzled, actually 1 took out them by just letting them to use an online dictionary
just for a while because they needed a definition to write there as a beginning as a topic sentence, it took 3
or 4 minutes for a short time, | tried to relax them down but still their affective side during the writing was
not very | mean active let me say positive, these problems might have appeared because of that situation |
think because of their psychology because these problems are not the problems that they normally have
during the writing I don’t know, my plan is for all of these mistakes my plan is to go on with the prev.
activity that I started after the 15t writing, | introduced them how to use a collocation dictionary, we chose
a collocation dictionary. Everybody is using the same one, an online dictionary you know they like just
using their mobiles and I’1l probably ask them to check their mistakes by using online dictionary collocation
dictionary, and what’s more I’ll also ask them to improve their writings by adding some adverbs and
adjectives into their writings because the collocation dictionary help them to do that, in one of the students’
writings good information was used, good information but it’s not appropriate. OK but they don’t know
any other adjectives that might be used with the word information. I’1l introduce them that it will be a good
way if you check the word introduction or sorry information. You can see maybe crucial information,
valuable information, or other adjectives related to information. So I’m planning to use the collocation

dictionary for all of these mistakes.
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APPENDIX D SAMPLE TEACHER-RESEARCHER INTERVIEW

TRANSCRIPTION OF AN INTERVIEW WITH AYHAN

R: What did you do during your classroom practice

Teacher: Last week in our coursebook we had some reading passages, one of them was about the habits
of men and women talking, their talking habits, how many words they use in a day, who speaks more —
men or women, there was a passage about that, | wrote on the board the key words and | asked the
students to write a composition a paragraph about it for the following day and likewise we had another
reading passage, it was about baby minding or child minding and again | wrote some key words on the
board and | did the same thing yani | asked them to write a paragraph maybe a short story because this
time | gave the beginning of the 1% sentence you can see the sentence in the journal and then | asked
them to write a paragraph, then | asked for their comments, and recommendations or comments, remarks
and | read their feedbacks and comments and | usu. Saw positive things, there were some students who
said this kind of study was useless there were a few students saying that and their sentences were short
just one sentence saying “I didn’t find it useful” and maybe | don’t think that the student was very serious
because writing just one sentence and expressing your remark or idea in one sentence shows how serious
this student is but most of them gave + feedbacks so that’s what | did. For the next week I’'m thinking of

doing something different in class

R: And what do you think were the strong points of your classroom practice

Teacher: | gave the keywords so maybe for each subject, each topic | gave 15 keywords so maybe it wasn’t
difficult for the students to memorize them so and | think they used well, they used them well in their
compositions, so the strong point was maybe giving the words before the assignment and but | wonder
whether they will remember the words next week and as | said before the point is making them remember
or keep the words in their long term memory yani they can do it for the short term they can do it, but the
problem is making them keep these things in their minds for a longer time. These were the strong points
I mean giving the key words, asking them to write something using these words, it was a strong point but

maybe it was also the weak point, | mean giving the words, asking them to memorize only these words
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maybe when they wrote the composition maybe they used the words without memorizing them, maybe

they just looked at their meanings, the strong point maybe was also the weak point

R: So which do you think outweigh

Teacher: outweigh outweighs | think the strong yani if they have learnt just one word that shows that the
study was useful, so maybe | gave 10 or 15 words so yani if this study has made them learn only one word

that shows that it’s a good study, yani | think strong points outweigh the weak points

R: If you needed to repeat the same practice would you change anything

Teacher: | should think about it yani of course there might be some points some parts which should be
changed or modified, now nothing comes to my mind but maybe | can give half of the sentences one part
of the sentence and | can ask them to complete it, but you know it can be a good work | mean giving one
part of a sentence and asking them to complete the 2™ half of the sentence using a certain word it might

be a thing which can be added later

R: Do you think your practice could solve lexical problems

Teacher: To an extent every study, everything that you do, every strategy, every technique can solve a

problem. To an extent yani | believe that all of them can have a part in solving the problem.

R: And what do you think about students’ lexical mistakes in their writing? Sometimes in for example |

think students tended to make fewer mistakes in the 2" writing. What does this mean for you?

Teacher: Yani when they want to use more complex words when they want to use make longer sentences
or when they want to use coll. Maybe they make more mistakes, yani if they use just one word in a short
sentence, a word which they are used to seeing or a word which they always see always face they don’t
make many mistakes, but when they are asked to use a new word a collocation. they can make more
mistakes and maybe sometimes when they want to use the words in a new gram. Grammatical structure

maybe they make more mistakes

R: And do you think students sometimes avoid making mistakes by using basic phrases or
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Teacher: Sure | think yani when they don’t do it just only when writing maybe when speaking they always
do it as you know they are afraid of making mistakes so they avoid making sentences when they speak, |
think when they write they do the same thing but when they write they can change or they can change
the sentences or they can see their mistakes and they can fix their mistakes so when they write maybe

they are more courageous but when they speak | think they fear more

R: Did you have any unplanned outcomes

Teacher: No actually the things that we got or the outcomes we got were the things we expected | can’t
say we have much improvement in their vocabulary but as | said they can do well when we ask them to
use some certain words when writing esp. if they are asked to do this one day later or 2 days later they

can use it

R: What can you say when you compare your ideal performance and actual performance

Teacher: Actually it is not about my performance I think yani as | said | have this idea | believe in vocabulary
learning not vocabulary teaching so the problem is more about the students’ performance or the students’
wish to learn something yani about my performance | can’t say that I’'m frustrated with my performance
because |, some of my students said the same thing in their comments yani when | asked them to give
their feedbacks some students wrote the same thing saying that vocabulary learning yani students should
learn it so yani when you teach grammar maybe your burden is more yani you have you need to share a
bigger part of the burden but in learning vocabulary most of the burden is on their shoulders so | don’t

think that a problem with my performance but always

141



APPENDIX E LISTS FOR WRITING TASKS

HOW TO PREPARE LISTS FOR WRITING TASKS

% lexical problems: meaning, collocation, word form

Document (mean, coll, form)

++ task number/student number/sentence/type of problem

% repetition of a problem can be marked with *

MANUAL

4/3/Because car and bike drive/coll
4/3/Because go to travel/coll

4/5/1 was afraid of and excited/mean
4/6/After,* we danced and sang song/mean

4/6/1 remember my most exciting day is my graduate day/form
4/4/\We loser match/form

MICROSOFT WORD DOCUMENT

+« manual (three different pages for each type of problem) or Microsoft Word

task number/student sentence type of problem
number
4/3 Because car and bike drive coll
4/3 Because go to travel coll
4/4 We loser match form
4/5 I was afraid of and excited mean
4/6 After,* we danced and sang mean
song
4/6 | remember my most exciting form
day is my graduate day
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SAMPLE LIST FROM SUHEYLA

ﬂ Otomatik Kaydet '(. j' appendix F suheyla mistakes 1 - Salt Okunur ¥ £ Ara (

Dosya Giris Ekle Sayfa Dlzeni Formiller Veri Gozden Gegir Goériinim  Yardim

B40 v fx travelling crowded
A B C D E F

1 Task-St. Sentence Type of mistake
2 |Taskl-1 | wantto visiting wf

3 |Task1-2 | !

4 |Taskl-3 wantto travelling wf

5 |Taskl-3 they travelling with crowded wf

6 |Taskl-3 they love spend time wf

7 |Taskl-4 have to think of money col

8 |Taskl-5 You go to holiday col

9 |Taskl-5 Each human wantto inapp
10 Task1l-6 is better idea instead of travelling alone inapp
11 Task1l-7 .. Should travelling wf
12 Task1l-7 alone people wf
13 Task1-8 | |
14 Taskl-9 we learn important something for inapp
15 Taskl-9 important something about travel inapp
16 Task1-10 ! !
17 Task1l-11 ..is worse than go with a person wf
18 Taskl-11 see too much place inapp
19 Task1l-11 in my point of view col
20 |Task1l-12 sleep easily much time inapp
21 Task1l-12 you can sleep very much inapp
22 |Task1-12 listen to music at travel inapp
23 |Task1-13 travelling isnt exciting wf

Sayfal | Sayfa2 | Sayfa3 O]

Hazir ﬁ;( Erisilebilirlik: Onerilere g6z atin
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APPENDIX F HANDOUT FOR TRAINING

A CASE STUDY OF REFLECTIVE PRACTICES OF FOREIGN LANGUAGE

TEACHERS

REFLECTIVE PRACTICE

reflective thought is not a random string of ideas, but rather an organized sequence of
thoughts; each thought acting as a starting point for the consequent one

Weekly Plan for the Tasks

Date

Procedure

27 February - 3 March 2017

Writing task

10-15 March 2017

15-17 March 2017

20-24 March 2017

10-14 April 2017

24-28 April 2017

2-5 May 2017

8-12 May 2017

15-18 May 2017

Journal on Lexical Problems
Peer Discussion

Classroom Practice

Student feedback on cards

Journal on Classroom Practice
Teacher-researcher interview

Writing task
Journal on Lexical Problems
Peer Discussion

Classroom Practice

Student feedback on cards
Journal on Classroom Practice
Teacher-researcher interview

Writing task
Journal on Lexical Problems
Peer Discussion

Classroom Practice

Student feedback on cards
Journal on Classroom Practice
Teacher-researcher interview

Writing task
Journal on Lexical Problems
Peer Discussion

Classroom Practice

Student feedback on cards
Journal on Classroom Practice
Teacher-researcher interview
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JOURNALS

¢+ Please be careful with accuracy and relevance.

¢+ Collaboration among peers is acceptable, they may help you see things in a different
way. However, please avoid copying somebody else’s journal.

% Please keep your journals as Microsoft Word Documents.

< If you feel short of time to write your journal entry, you can audio-record it and then
transcribe.

¢+ The questions are given to guide you for what to reflect on. Please use relevant ones
as the starting point for reflecting on your experiences.

% Please avoid responding in a question-answer format. Your analysis should be

narrative.

JOURNAL ON LEXICAL PROBLEMS & PEER DISCUSSION

¢+ Peer discussions are going to be audio-recorded.

¢+ The questions for journal on lexical problems and peer discussion:
e  Why do the students make such mistakes?
e  What should be emphasized during vocabulary presentation to prevent
these mistakes?
e What kind of practice do the students need? How can you provide
opportunities for such practice?

e Do you need to prepare extra materials?

CLASSROOM PRACTICE

¢+ Itis going to be audio-recorded (video-recorded if possible). I am not going to analyze
or listen to your records; they are only for your reflection.

¢+ The aim of this practice is not to give students individual or group feedback on the
mistakes found in the writing task; rather, you need to use the data from the task and
your reflections in the journal and peer discussion to plan what to do. Please focus on
types of problems instead of specific problems.

+» Please take notes or extra copies while/immediately after classroom practice just in

case.
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STUDENT FEEDBACK ON CARDS

% Student feedback is going to be obtained in Turkish at the end of the class.

/7

¢ They are going to use these titles:

o Kelime 6gretimi agisindan memnun oldugum noktalar
o Kelime 6gretimi agisindan degistirilmesi/gikarilmas: gereken noktalar
e Kelime 6grenmek i¢in pratik yapmam gereken noktalar

JOURNAL ON CLASSROOM PRACTICE & TEACHER-RESEARCHER
INTERVIEW
+ It is a good idea to listen to/watch your practice once without taking notes. This will
help you become accustomed to examining yourself.
%+ The questions for journal on classroom practice:
¢ What were the essential strengths of the lesson?
e What, if anything, would you change about the lesson?
¢ Do you think the lesson was successful in terms of solving lexical problems? Why?
e How is your vocabulary teaching in this lesson different from what you did previously?
¢ Think about the product of the lesson, if any. What are the conditions that have an effect
on this outcome? You can consider teaching techniques, feedback, error correction, and
questioning techniques.
¢ Do you think that there were unplanned outcomes in this lesson? If so, what are they?
Why do you think so?
¢ What did you think about student behaviors?
¢ Can you think of another way you might have taught this lesson?
e Do you think that if you teach this lesson with a different approach, the students’
learning would be better? If yes, what approach?
¢ Do you think that the content of this lesson was of interest for students? If you were to
explain the relevance and importance of the content, what would you tell to an
administrator and/or student to prove that the content was right?
¢ Also compare and discuss how you view yourself ideally and your actual performance.
o Ask yourself “What have I learned about myself as a teacher through this practice?’
and ‘How will I apply to what I have learned to my future teaching experiences?’
¢ What do you think about this research as a whole? Do you think that it contributed to

your learning and development? How?
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SAMPLE JOURNALS FROM SANAL-ERGINEL (2006)
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