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“We shall not cease from exploration 

And the end of all our exploring 

Will be to arrive where we started 

And know the place for the first time.” 
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Abstract 

This research explores the professional learning (PL) of English Language teaching (ELT) 

teachers working in different contexts in Turkey, specifically how reflection and collaborative 

activity facilitate ELT teachers` learning and what factors affect ELT teachers` pursuit of PL.  

 

This research adopted a qualitative multiple case study design using a triangulation of life 

history interviews, critical incidents and semi-structured interviews. Life histories provided an 

overview of the ELT teachers` backgrounds and their careers to date, critical incidents 

captured specific learning experiences and provided details about those incidents, and semi-

structured interviews helped to learn more about the teachers` perspectives of PL, their 

motivations and aspirations. An urban and a rural area were selected for the collection of the 

data because the available PL opportunities may vary between urban and rural settings, and 

the data collection tools were piloted before the main study took place. Thirteen ELT teachers 

formed the sources of the data. The teachers varied with regards to their teaching experience 

(four to eleven years), their educational background (nine from ELT departments four from 

English-related departments; and four of them pursued further education after Bachelor`s 

degree), their responsibilities within their schools and the years they were teaching (public 

primary, secondary and high schools). A mixture of deductive and inductive analysis was 

carried out for thirty-nine transcripts (thirteen data sets) and a constant comparative method 

was used to understand the similarities and differences among the teachers and to modify 

the emerging codes by making them applicable to all data sets. 

 

The findings revealed that the teachers were engaged in both reflective practice and 

collaborative working; however, the degree of collaboration the teachers were engaged in 

was lower than their engagement in reflective practice. Whilst certain models of reflective 

practice and collaborative working helped some of the teachers to achieve sustained change, 

not many teachers were able to engage in these activities effectively. Several individual and 

contextual factors influenced the teachers` reflective and collaborative experiences. The 

teachers differed from each other with regards to their motivation, self-efficacy and beliefs, 

and the emerging contextual factors were related to the teachers` external, material and 

situated contexts. Five phrases stood out which encapsulated the teachers` attitudes towards 
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PL, which were guided by the level of their proactivity: “I try no matter what”, “I am trying 

because”, “I try if”, “I am done with trying” and “I will never try”.  

 

By bringing reflective practice and collaborative working together, this research provides 

insights about the factors affecting each practice and how they feed into each other in relation 

to teachers` PL.  Moreover, it sheds light on the existing problems in the Turkish context, and 

offers suggestions for teachers, schools, pre-service teacher training programmes and 

authorities to improve the quality of English teaching and learning outcomes.   
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CHAPTER 1 INTRODUCTION 

In an era of neo-liberal policies and growing emphasis on a knowledge economy, 

education is now viewed as a driver for countries` economic growth and further development 

(Peters, 2012). This has increased the value given to education as it is believed to enhance 

human capital; countries need to stay competitive in the global arena (Fiona, 2013). Achieving 

this human capital power is only possible through competent teachers, which highlights the 

importance and necessity of teacher education for educating future generations (OECD, 

2009). By prioritising steps to improve teachers` performance, countries expect to see 

improvements in students` learning outcomes as well (Hodkinson & Hodkinson, 2005).  

Looking at Turkish students` performance in national and international exams can 

provide insights about teachers` competency in Turkey as the quality of a school education 

depends on the quality of its teachers (McKinsey & Company, 2007). For example, Turkey was 

ranked 44th out of 65 countries in the Programme for International Student Assessment (PISA) 

2012 (OECD, 2014), and was ranked 52nd out of 70 countries in PISA 2015 (OECD, 2016). In 

addition, Turkey was ranked 47th out of 51 countries in relation to 15-year-old students` 

collaborative problem-solving skills (OECD, 2017), and was ranked last by the United Nations 

Children`s Fund (UNICEF) in terms of providing a good quality of education (UNICEF, 2017). 

The 15-year-olds were assessed with regards to their basic competency in reading, 

mathematics and science literacy, and the results showed that only 40.7% of the 15-year-olds 

in Turkey achieved basic competency in those areas (UNICEF, 2017). The report argues that a 

failure in achieving basic skills in core subjects leads to lower productivity and wages, higher 

unemployment rates and inactivity (UNICEF, 2017). This appears to pinpoint the current 

unemployment rate in Turkey. According to recent Organisation for Economic Co-operation 

and Development (OECD) statistics, the current unemployment rate of the young population 

(15-24) was 21.5% for men and 31.4% for women in Turkey, which are higher than the average 

rates among the OECD countries (17.1% for men, 18.5% for women) (OECD, 2020). The 

statistical findings of the national exams which students sit to enter a university department 

in Turkey, unfortunately, do not seem to be very different than the international findings. In 

2017, around 2,150,000 students sat for the first phase of the university exam (YGS) and 30% 
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of them were not able to get even the minimum score (180 out of 500) to sit for the second 

phase (OSYM, 2017).  

In order to improve the quality of national education, Turkey has implemented several 

significant educational changes across time, and the most recent reform was carried out in 

2012 by applying a 4+4+4 approach which divides the education system into three main tiers 

as primary, secondary and high school (Koc, 2016). With this reform, the length of compulsory 

education was increased from eight years to twelve years in order to meet the requirements 

of the European Union (EU) by achieving a higher quality education (Gursoy & Celik Korkmaz, 

2013). However, as the international and national findings indicate, the quality of the 12-year 

compulsory education in Turkey may not be at the `desired` level yet. This, according to 

Abazaoglu, Yildirim and Yildizhan (2016), is linked to the quality of teaching practice as the 

researchers argue that a certain level of quality should be achieved by teachers in order to 

achieve better learning outcomes at students` level. To achieve this, three ways to ensure the 

quality of teaching force may be pursued: having high entry requirements for teacher 

candidates, having a thorough pre-service teacher education programme and/or providing 

good quality in-service teacher support (Gomleksiz, 1999). Compared to the top-ranking 

education systems (see Section 2.2.1.), the teacher education system in Turkey appears to 

have weaknesses in all three areas (Odabasi, Cimer & Cimer, 2012).  

This research focuses on English language teaching (ELT) teachers` in-service 

professional learning (PL) activities. More specifically, it looks at the concepts of reflective 

practice and collaborative working as two key aspects of PL and highlights the factors 

hindering or supporting teachers` reflective and collaborative PL experiences. With this in 

mind, this research aims to address the following main research questions: 

1. How do ELT teachers working in different contexts experience reflective practice in 

their PL? 

2. How do ELT teachers working in different contexts experience collaboration with their 

colleagues in their PL? 

3. What are the factors that affect ELT teachers` engagement in reflective and 

collaborative PL activities? 

In this chapter, I set out my personal reasons for carrying out this research, then 

introduce the Turkish context by first focusing on ELT teaching then examining the entry 
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process and pre-service and in-service phases. This will be followed by the discussion of the 

rationale and significance of the research. This chapter concludes in Section 1.5. with an 

explanation of the structure of the thesis.  

 

1.1. Personal Reasons for Doing the Research 

I became personally interested in the field of teachers` PL after a course I took during 

my Master`s degree in TESOL (Teaching English to the Speakers of Other Languages). Before 

I came to the UK to study for a Master`s degree, I had taught English in different institutions 

in Turkey such as a public primary school, a public secondary school, a public education centre 

(teaching adults) and a state university. Even though they were located in different areas and 

working in universities is viewed as more prestigious, my feelings about teaching and my 

experiences within my workplaces did not change much across my workplaces.  

I felt constantly lonely and frequently lost throughout my teaching career. As an ELT 

teacher, the only opportunity I could find to talk to my colleagues about students and teaching 

was the obligatory meetings which were held in order to discuss administrative issues. The 

lack of interaction with colleagues led me to believe that I was the only one experiencing 

difficulties and therefore I felt constantly inadequate in my teaching. In each institution I 

worked, the first day I went was the first day of my teaching as well. I received no formal or 

informal orientation to be informed about the classes or the broader school context, on the 

contrary I felt that I was expected to behave as a teacher who knew it all. Therefore, I had to 

survive on my own and the feeling of inadequacy and desperation led me to make many 

mistakes.   

When I graduated from university, I had this utopian belief that I would not encounter 

any big problems in my classes, all students would be motivated to learn English and they 

would not have any difficulty in understanding the content just like what I experienced in 

microteaching presentations. Therefore, when I started teaching, I followed the techniques I 

had learned previously. Yet, I soon noticed that teaching in real classrooms was different from 

doing microteachings and this forced me to experiment. For some extreme situations, when 

I attempted to ask for guidance and help, I was reminded that my classes were my 

responsibility and I should have had the skills to deal with the problems on my own. I was like 

a ‘fish out of water’ and I continued feeling like this until the very last day of my teaching 

career.  
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As a student and teacher candidate who went through the Turkish education system, 

I found it very challenging to write a reflective assignment during my master`s degree, and 

that was the first time I started to question the teacher education system in Turkey. As I read 

articles for the courses and wrote reflective and critical assignments, and as I became engaged 

in activities such as group discussions, workshops, pair work, microteachings, all of which 

provided me with limitless opportunities to receive and give feedback, I felt enlightened and 

realised how unaware I was as an ELT teacher of the trends and issues in teacher education. 

To learn more about teacher education, I wrote my master`s dissertation about the teacher 

supervision process in Turkey and I collected the data by interviewing public school head 

teachers and ELT teachers. Talking to those teachers helped me understand that I was not the 

only one who experienced difficulties and I realised they also felt lonely in teaching no matter 

how experienced they were. And I also saw, even though some of us might survive on our 

own, some others may need support to avoid feeling suffocated, detached or trapped. This is 

where my motivation lies for doing this research, and at the end, I hope to contribute back to 

my ELT colleagues by making suggestions about how to better things for them and how to 

promote their PL. 

 

1.2. Context 

The learning of English in Turkey is important as it is the lingua franca of international 

politics, science, technology and business. As such, it is vital for ensuring that non-English 

speaking countries, like Turkey, are able to engage with international developments in these 

fields (Kirkgoz 2007). Therefore, after English was introduced in the Turkish education system 

in 1893, there has been a drive for reforms in ELT to respond to economic and political 

developments (Kirkgoz 2007). And, with the educational changes carried out in 2012, the 

starting age for learning English in schools was lowered to year two (7-8-year-old students), 

which was previously year 4 (10-11-year-old students) (Gursoy & Celik Korkmaz, 2013). This 

is a positive improvement as earlier and longer exposure to the target language might help to 

achieve language acquisition (Nunan, 2003).  

Yet, despite the amendments made in the policies and the efforts invested in ELT in 

Turkey, students` learning outcomes are still unsatisfactory (Oktay, 2015). For example, in 

Turkey the average English test scores for the `Test of English as a Foreign Language` (TOEFL) 

was 78 out of 120 (ETS, 2016). And, the statistical findings of a national exam for entering 
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public high schools (LGS) in 2019 showed that 9.73% of the students were not able to achieve 

correct answers on the English language test, and the average score among the students was 

4.65 out of 10 (MEB, 2019). This may result from the gap between the idealised English 

teaching approach and teachers` actual classroom practices (Kirkgoz, 2009). And even though 

the importance of integrating form (grammar) and meaning (communication) is 

acknowledged in the field of language teaching, the quality of ELT classrooms in Turkey tends 

to be more didactic and `traditional` as Haznedar (2010) claims. Haznedar’s (2010) work, 

based on quantitative surveys with 530 ELT teachers working in 39 different areas in Turkey, 

examines the extent to which ELT teachers adapted to the educational changes and how their 

classroom practices reflected these changes. The findings showed that even though the 

teachers knew about communicative language teaching techniques (skills-based teaching 

which includes integrating the teaching of reading, speaking, listening and writing), they 

preferred `traditional` language teaching techniques in their classes and they typically used 

repetition, memorisation, dialogues, question and answering, pair work and translation from 

English to Turkish (Haznedar, 2010). Overcoming such problems, according to Kirkgoz (2009) 

is only possible through professionally competent and qualified ELT teachers. And a better 

quality in the teaching force can be achieved through setting high entry requirements and 

providing a good pre-service and in-service teacher education as was discussed earlier in this 

chapter. The remaining of this section will look at the issues related to these areas in the 

Turkish teacher education system.  

 

1.2.1. Entry process 

Students enter higher education institutions in Turkey based on a totality of their 

Grade Point Average (GPA) scores and the scores from a two-fold national exam, with a 

greater percentage of the latter (Cubukcu & Cubukcu, 2009). This applies to ELT departments 

as well and there are currently 54 (39 public and 15 private) universities offering ELT pre-

service training. Students can enter some of the ELT departments even with very low scores, 

e.g. in 2017 Okan University (a private university) accepted students who scored 343 (out of 

500) by doing 43 correct answers (out of 160) from the sections of Turkish language, 

Mathematics, Social Sciences and Sciences and doing 20 correct answers (out of 80) from the 

English language test (“YOK,” n.d.). As the entry process focuses on academic success only, 

students` backgrounds, motivations for teaching, their characteristics, their knowledge of 
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pedagogy or general culture are overlooked (Gomleksiz, 1999), and this may set a barrier to 

achieving an effective teacher education system (Aksu, Engin Demir, Daloglu, Yildirim, & Kiraz, 

2010).  

Eret Orhan`s (2017) findings seem to support the indicated problems regarding the 

entry process. The researcher interviewed 43 teacher candidates from different programmes 

(mathematics teaching, science teaching, primary school teaching, social sciences teaching, 

Turkish language teaching, English language teaching and computer education and 

instructional technologies teaching) from seven public universities in order to investigate 

what they think about the pre-service stage (Eret Orhan, 2017). The participants reported that 

the entry process was problematic, that it should be multi-layered, and a more selective 

system should be established (Eret Orhan, 2017). And, some of the participants stated they 

entered these programmes not because they wanted to become teachers but because their 

scores were not high enough for the degrees they wanted to study. Based on the findings, the 

researcher suggests that students should be monitored regularly throughout their 

educational lives regarding their academic, social and psychological developments so that the 

ones who have an aptitude to become teachers can be detected and guided at earlier stages 

(Eret Orhan, 2017). By setting up a well-planned multi-layered entry process, teacher 

candidates` beliefs and attitudes towards teaching and their background characteristics can 

be taken at the very central of the process (Eret Orhan, 2017). This problem has been 

acknowledged by the minister of national education as well. He indicated that the entry 

process to education faculties was not selective enough and it focused on the numerical 

scores but not on teacher candidates` attitudes towards teaching or their motivations to 

become teachers (MEB, 2016). He further explained “students who devote themselves to 

teaching should be selected as teacher candidates so that they can be good teachers. … not 

other ones who think like `I will write teaching as my last choice just in case I do not get a high 

enough score for my primary preferences` since, with these candidates, we cannot achieve a 

good level of teaching as we aim to” (MEB, 2016). 

 

1.2.2. Pre-service phase 

Turkey has developed and implemented various teacher training programmes over 

the last 170 years ever since the time of the Ottoman Empire (Ustuner, 2004). The history of 

teacher training programmes goes back to the 19th century when the first teacher training 
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institution, i.e. Darulmuallimin, was established (Bilir, 2011). Reforms have been made since 

then, still there seems to be issues regarding the quality of teacher training and this directly 

affects the quality of national education (Bilir, 2011).  

In order to provide a standardised teacher education across the country and centralise 

the education in Turkey, the teacher education curricula for the ELT programme (see Table 1) 

is established by the Higher Education Institute (YOK) (Grossman, Sands, & Brittingham, 

2010). Therefore, YOK determines the length of the programme, the title of courses, how 

many credits to give to each course and the content of courses together with the qualification 

the programme leads to (Grossman et al., 2010).  

 

Table 1 

Pre-service ELT Programme 
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T*: Theory-based, P*: Practice-based, C*: Credits  

A: Subject-based, GK: General culture, MB: Pedagogy and teaching 

Total  Theory-based Practice-based Credits Hours 

143 32 159 175 

          (YOK, 2007)  

 As Table 1 shows, the purpose of the first year is to support teacher candidates to 

improve their language skills by helping them to adjust to the programme (Karakas, 2012). As 

they progress towards senior levels, the courses they are required to take are varied and more 

professionally oriented to equip them with both general and pedagogical knowledge in 

addition to the linguistic support they get (Karakas, 2012). In the final years of their 

programme, teacher candidates are required to observe classes in prearranged schools. 

Afterwards, they teach in those schools, and are required to plan lessons and teach weekly 

under the continuous guidance of their school mentor teachers (Karakas, 2012). 

Even though the pre-service phase is critical with regards to helping teacher 

candidates to build a strong teaching background (Eret Orhan, Ok, & Capa Aydin, 2018), there 

seems to be issues regarding the quality of it. Karakas (2012), after analysing the current ELT 

programme in the light of the related theories, models and previous empirical research, 

concluded that the current ELT programme is not grounded in a carefully considered strategy. 

Even though it may be strong in terms of combining both pedagogical and theoretical 

components, it fails in being out of date (Karakas, 2012). The ELT programme was last updated 

in 2006 and, according to Karakas (2012), it should be updated regularly to be able to catch 

up with advances happening around the world and the trends and research in the field of 

language teacher education. Not updating the programme impacts on teacher candidates` 

knowledge base and, for example, they may not be aware of the varieties of English or the 

new status of English as a global language may not be conveyed to them (Karakas, 2012). 

Karakas (2012) further adds that the ELT programme should be more practical-oriented and 

microteaching activities and classroom observations should be given more place to provide 

more opportunities to put theories into practice (Karakas, 2012). Also, Tezgiden Cakcak`s 

(2015) qualitative study found that there was little attempt on ELT pre-service programmes 

to foster reflective practitioners. These issues may derive from the lack of a strong 

accountability system. Celik and Atik (2020) highlight that there are no criteria with regards 

to the standards to be acquired as a result of the current teacher training programmes and 
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no system of external evaluation is established to ensure the success of these programmes. 

According to Ozturk and Aydin (2019), the lack of common expectations around teacher 

competencies is the likely reason why many teachers fail to acquire skills such as openness 

for PD, problem solving skills and being creative and innovative in teaching. These issues can 

be overcome by establishing accountability measures and a well-designed pre-service training 

which can offer teacher candidates invaluable opportunities to develop their teaching skills 

and understand their dispositions towards the profession (Eret Orhan et al., 2018; Celik & 

Atik, 2020).  

 In addition to these issues, there seems to be problems regarding collaboration 

among stakeholders and incorporating reflective component in the programme, and these 

areas will be explained next.  

 

Lack of collaboration among stakeholders 

There is a lack of collaboration between ELT departments and practice schools, which, 

according to Ustuner (2004), directly affects the quality of teaching practicum. Even though 

teacher candidates are provided with the opportunity to practise in their last years, university 

departments do not really track their progress, which limits building a feedback loop between 

teacher candidates and ELT departments (Ustuner, 2004). This brings out questions about the 

quality of practicum in Turkey, which was investigated by Eret Orhan et al. (2018) through a 

survey study with 1856 senior year pre-service teacher candidates from seven state 

universities. The findings showed the participants ranked teaching practicum as the least 

adequate component of their training, which, according to the researchers, might have 

resulted from the lack of collaboration between practice schools and university departments 

and therefore a lack of good mentorship and support (Eret Orhan et al., 2018). Not having 

collaboration between these two stakeholders can even result in teacher candidates` 

experiencing unfriendly attitudes within practice schools as Eret Orhan (2017) found in her 

study. 

Additionally, YOK and universities do not seem to work in collaboration either, which 

may be the reason why the ELT programme falls short in preparing teacher candidates for 

teaching (Coskun & Daloglu, 2010). The findings of a study carried out with 27 university 

lecturers working in different universities align with this claim. The data was collected through 

open-ended questionnaires and five of the lecturers were interviewed, and the findings 
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showed that the participants believed they were not involved in the process of changing the 

curriculum in 2006 (Uztosun & Troudi, 2015). They explained that they were not asked for 

their opinions or they were not informed about the plan, and after the changes made in the 

curriculum they did not receive any training or professional support regarding how to 

implement them, all of which, according to Uztosun and Troudi (2015), highlights a salient 

lack of collaboration/communication between authorities and university teacher trainers. 

This resulted in those lecturers` designing the courses according to their interpretations of 

the general guidelines, which, as Uztosun and Troudi (2015) argue, can turn into a threat to 

the standardisation of the teacher education across the country. 

To avoid such problems, Coskun and Daloglu (2010) suggest that a feedback loop 

should be established among the stakeholders so that an indirect communication between 

individual teacher candidates and YOK can be achieved. Eret Orhan (2017) adds that a more 

careful selection process should be implemented for practice schools and school mentor 

teachers, which can increase the quality of the practicum. Additionally, university 

departments need to ensure having follow-up sessions for the practicum by offering 

opportunities for teacher candidates to gain the habits of reflecting on their experiences, 

making self-evaluations and future plans, and learning from their experiences (Eret Orhan, 

2017).  

 

Reflection as a missing component 

In addition to the lack of collaboration among the stakeholders, a lack of reflective 

activities can be another reason why the ELT programme falls short of being effective. 

Reflecting (see Chapter 2 for the definition) on their experiences can help teacher candidates 

to transform their actions (Oner & Adadan, 2011) and develop a critical eye toward their 

professional growth (Gungor, 2016). By engaging in reflective activities, teacher candidates 

become able to connect relevant theories with their practices and learn from them (Oner & 

Adadan, 2011). Therefore, even though teaching practicum is a crucial part of pre-service 

training, simply increasing the length of the practicum may not suffice as without reflection 

teacher candidates likely to fail in making sense of their experiences and therefore end up 

repeating themselves (Oner & Adadan, 2011). The findings in Eret Orhan et al. (2018) support 

this claim. Their findings pointed out that teacher candidates did not think their pre-service 
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training helped them to develop skills to deal with diverse students or to determine students` 

needs and plan lessons accordingly (Eret Orhan et al., 2018). This, according to the 

researchers, was because of insufficiencies in the feedback and support system, pre-service 

learning activities and practicum (Eret Orhan et al., 2018). 

Coskun and Daloglu`s (2010) findings prove the necessity of reflective component in 

the pre-service stage as well. In order to understand what fourth-year ELT students and 

university lecturers think about the ELT programme, the researchers employed 

questionnaires with 55 teacher candidates, carried out focus groups with 10 of them and they 

interviewed 3 university lecturers (Coskun & Daloglu, 2010). The teacher candidates reported 

that they should be provided with opportunities to talk about their practicum experiences, 

discuss different scenarios they might later come across with and get feedback from their 

peers (Coskun & Daloglu, 2010). In order to understand how reflective practice contributes to 

teacher candidates` professional development (PD), Gungor (2016) conducted an action 

research study with 20 3rd-year ELT students as a part of Teaching English to Young Learners 

course (Gungor, 2016). The researcher collected the data through 40 video-recorded 

presentations, 80 reflective journals and 40 negotiated lesson plans and the findings showed 

that the participants started to develop positive feelings towards such reflective activities 

(Gungor, 2016). Even though they expressed feeling uncomfortable and intimidated to 

receive and give feedback initially and feeling embarrassed while watching their 

presentations together with their peers, they started to perceive this as a routine later on and 

became more engaged in observing their peers and providing constructive feedback (Gungor, 

2016). The findings also showed that the established feedback loop helped them to develop 

the ability of self-critique and they started detecting the difficulties they experienced and 

made plans to overcome them (Gungor, 2016). In the light of these findings, Gungor (2016) 

claims that teacher candidates in Turkey should be encouraged to develop reflective skills 

such as critical thinking, self-directing, problem-solving and self-awareness through self- and 

peer-reflection activities (Gungor, 2016).  

According to Oner and Adadan (2011), helping teacher candidates to develop 

reflective skills does not have to be face-to-face as web-based tasks can be implemented as 

well especially in contexts like Turkey where teacher candidates have very limited reflective 

opportunities (Oner & Adadan, 2011). With the purpose of examining the impact of web-

based portfolios on teacher candidates` reflective skills, the researchers analysed 19 4th-year 
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science teacher candidates` reflective journals, biographies and reflective essays which the 

participants did as a part of their practicum (Oner & Adadan, 2011). After carrying out a 

quantitative and qualitative data analysis, the researchers concluded that the teacher 

candidates demonstrated both low- and high-levels of reflective skills, and they found a 

statistically significant increase in the frequency of high-level indicators between the first and 

the second reflective tasks (Oner & Adadan, 2011). Having the opportunities of accessing each 

other`s web-based portfolio, giving feedback on each other`s posts and reconsidering their 

practicum from multiple viewpoints, according to Oner and Adadan (2011), might have 

helped the participants become more reflective.  

Even though empirical research carried out in Turkey has shown that teacher 

candidates should be encouraged to become reflective, the concepts of reflection and 

reflective practice are relatively new in the Turkish education system (Odabasi Cimer & Cimer, 

2012). Therefore, incorporating reflection in the pre-service stage may not be very 

straightforward (Odabasi Cimer & Cimer, 2012). And, in countries like Turkey where teachers 

generally overwork, they may not have time or energy in order to constantly monitor, 

improve and change their teaching practices (Odabasi Cimer & Cimer, 2012).  

 

1.2.3. In-service phase 

Upon getting their qualifications, ELT teachers can be employed by both private and 

public institutions in Turkey and they are eligible to teach at all levels from kindergarten to 

university (Saban, 2003). Yet, the graduates of non-ELT but English-related departments 

(Linguistics, English language and literature, American culture and literature, Translation) are 

first required to turn their bachelor`s degrees into an ELT licensure by fulfilling pedagogical 

requirements of education faculties (Cepik & Polat, 2014). In public schools, ELT teachers have 

a minimum of 15-hours of weekly teaching and the maximum hours they can teach differs 

between the school levels (up to 30 hours in primary and secondary schools and 40 hours in 

high schools) (MEB, 1998).  

Given that the requirements for becoming an ELT teacher are not high and the pre-

service training has weaknesses, ELT teachers need to take part in in-service PL activities to 

compensate for the insufficiencies of their backgrounds (Bayar, 2013). However, the lack of 

the integration of reflective and collaborative elements in the pre-service phase seems to 

continue into the in-service phase as well, and the available PL opportunities tend to be more 
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`traditional` in focus and style (Aksoy, 2008). In addition, it seems that teachers are not held 

accountable for pursuing PL. Even though MEB has attempted to determine generic teacher 

competencies and has recently published a strategy document (MEB, 2017, p.14) expecting 

teachers to engage in “personal and professional development activities”, the impact of this 

is hard to discern (Ozturk & Aydin, 2019). This is because the policy document, ‘General 

Competencies for Teaching Profession’ (MEB, 2017), provides a series of recommendations, 

and lacks clarity about how teachers` performance is to be evaluated based on their 

competencies and qualifications. Nor does it mention a model to track how teachers develop 

themselves in the teaching profession. Therefore, engagement in teacher development 

activity is largely voluntary, with little incentive or compulsion for teachers in such activity. 

This, according to Ozdemir, Bulbul and Acar (2010), is because MEB has failed to establish the 

necessary regulations and policies which would help to set high performance and stronger 

accountability standards, which results in many teachers` reaching the retirement stage 

without participating in any PL activity (Tezgiden Cakcak, 2015). The remainder of this section 

will look at the issues regarding the available in-service opportunities in Turkey. 

 

PL opportunities for teachers 

The ministry of national education (MEB) has been regulating in-service support for 

public school teachers since 1998 (Tokoz Goktepe, 2015). These are formed of training 

courses and seminars and led by MEB instructors who determine what to convey and how to 

do that (Koc, 2016). Even though MEB tries to improve its provision of teacher training 

(Kirkgoz, 2009), the offered training courses and seminars are grounded on the idea of “one 

size fits all” with a purpose of transmission rather than transformation (Nergis, 2011). 

Moreover, those activities are neither based on a well-thought approach nor meet teachers` 

needs, all of which indicates PD is, unfortunately, viewed in a traditional way in Turkey 

(Nergis, 2011). In addition to the MEB in-service activities, ELT teachers, regardless of the level 

they teach, can access professional qualifications in the form of Certificate in English Language 

Teaching to Adults (CELTA), In-Service Certificate in English Language Teaching (ICELT) and 

Diploma in Teaching English to Speakers of Other Languages (DELTA) as offered by the 

University of Cambridge, and they can take courses in organizations such as the English 

Language Teachers` Association, the British Council and the United States Information Agency 

(Kirkgoz, 2009). These tend to be formed as one-day courses, seminars, symposiums or online 
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workshops focusing on issues such as process writing and learning styles (British Council, 

2017). Although these courses may help ELT teachers to improve teaching competence to an 

extent (Freeman, 1989), they aim to convey pre-determined information to the targeted 

audience (Richards, 2008).  

Apart from the above-mentioned options, opportunities are very limited for teachers 

in Turkey (Bellibas & Gumus, 2016; Mitton-Kukner & Akyuz, 2012). And this seems to lead 

teachers to feel stressed (e.g. Cephe, 2010). In a mixed-methods study with 37 English 

instructors, Cephe (2010) found high levels of burnout. The feeling of not developing and the 

lack of in-service support and guidance were found to be the macro factors which had a 

serious impact on the degree of the participants` burnout (Cephe, 2010). In addition, the 

participants reported a lack of collaboration and communication in their workplaces, which 

seemed to feed into feeling negatively about the profession as well (Cephe, 2010). Sagir 

(2014), agreeing on the importance of collaboration within workplaces, claims that teachers 

favour individual efforts and collaborative opportunities over available in-service activities. 

By promoting collaboration among teachers, schools as teachers` workplaces can promote 

teachers` PL in Turkey (Yalcin Arslan, Cinkara, Bagceci, & Kervancioglu, 2016). 

In addition to the amount of PL opportunities, the effectiveness of the already 

available PL activities has been investigated as well. Koc (2016), after analysing evaluation 

forms from 32 ELT teachers all of whom participated in various in-service training courses, 

found that the participants did not think those courses were helpful or met their needs. The 

findings also showed that the courses did not promote active learning methods and what was 

conveyed to the teachers was not easily linked to their classes (Koc, 2016). The most useful 

side of those courses, according to the participants, was the opportunity they had to meet 

other ELT teachers (Koc, 2016). Gungor`s (2016) study aligns with Koc (2016) in terms of the 

emphasis on the necessity of promoting collaboration and interaction among teachers in their 

school contexts. Gungor (2016) collected the data through autobiographies and two interview 

sessions with two ELT teachers, and found that the teachers felt inhibited by their workplaces 

in terms of their PD. The researcher suggests that establishing PL communities (including a 

well-tailored in school mentoring system) can enable teachers to reflect on their teaching and 

facilitate their professional growth (Gungor, 2016). Doing this, as Gungor (2016) argues, can 

contribute to the quality of teaching in Turkey more than in-service trainings do. 



 
 
15 
 

Without such development opportunities, novice teachers may end up replicating the 

techniques that they learn at the pre-service stage and more experienced teachers are likely 

to go through a form of plateauing in their teaching career (Farrell, 2014). To avoid that and 

to stay competitive in the global arena in terms of its educational system (Bayar, 2013), 

Kirkgoz (2009) indicates that Turkey needs to invest in teachers` PL and a collegial 

environment should be created in workplaces to encourage teachers to be innovative. 

 

1.3. Rationale and Significance of the Research  

Given that there are issues at the pre-service stage in terms of the lack of collaboration 

among the stakeholders and the absence of the integration of reflection into pre-service 

programmes and these affect the quality of the practicum, this research will focus on in-

service ELT teachers to explore the issues regarding reflection and collaboration at the in-

service stage. The Turkish literature shows that ELT teachers tend to use `traditional` 

approaches in their classes and the pre-service and in-service trainings seem to lack quality 

to address such problems. As reflection and collaboration are two PL activities that can 

improve the quality of teaching and learning outcomes, this research aims to find out more 

about in-service ELT teachers` experiences of these activities. Even though there has been 

research highlighting the problems regarding the reflective and collaborative components at 

the pre-service stage (Eret Orhan, 2007; Eret Orhan et al., 2018; Gungor, 2016), less seems to 

be known about the in-service stage. By doing this research, I aim to find out how in-service 

ELT teachers experience reflection and collaboration in relation to their PL, whether or not 

these activities help them grow professionally and why. 

This research attempts to fill several research gaps in the literature. Even though there 

are numerous international studies focusing on teachers` PL and some investigate this 

phenomenon under either collaboration or reflection; there is not any empirical research, to 

the best of my knowledge, that looks at the concepts of reflective teaching and collaborative 

working in relation to PL. By bringing them together, I will be able to see if there is a 

relationship between these two concepts in terms of how ELT teachers develop. Additionally, 

although these concepts are given place in other countries` agendas and they are 

systematically integrated in teachers` daily routines, it does not seem to be the case in Turkey. 

A thorough review of the relevant Turkish literature yielded no empirical research examining 
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in-service teachers` engagement in reflective practice and collaborative working, which will 

enable me to pioneer a new way of looking at teachers` PL in Turkey.   

According to the Teaching and Learning International Survey (TALIS), Turkey was 

ranked last in terms of teachers` participation in PD activities which ranged from seminars 

and conferences to doing field-related reading or engaging in informal dialogues with peers 

(OECD, 2009). This suggests, teachers in Turkey do not participate in structured or 

unstructured development activities as much as teachers in other OECD countries. And this 

level can be even lower for teachers working in rural areas as resources are scarce (World 

Bank, 2005), and teachers have fewer opportunities, if any, to take part in development 

activities (Taneri & Engin Demir, 2011). Training qualified teachers for schools is one of the 

major problems in Turkey regardless of the school location (Aksoy, 2008) and, for rural 

settings particularly, teachers need to be equipped with skills to effectively deal with the 

needs of their students (Kizilaslan, 2012). Despite discrepancies between schools in urbanised 

and rural settings in Turkey, the literature focuses mostly on teachers in urban settings with 

less focus on teachers in rural settings. And, to the best of my knowledge, there is no empirical 

research in the literature which looks at ELT teachers` PD experiences across different 

settings. To this end, this research will allow me to understand how the adequacy of resources 

impacts on ELT teachers` pursuit of PL and to make suggestions about what ELT teachers can 

do themselves to compensate for the insufficiency of resources.  

Last but not least, this research will offer rich and illuminating data by employing life 

histories, critical incidents and semi-structured interviews. Although there are many empirical 

studies investigating reflective practice or collaborative working through semi-structured 

interviews, this research aims to bring more through life histories and critical incidents. As 

such, the data will provide information about how ELT teachers have transformed over time, 

what particular incidents have facilitated their learning and what had inhibited or supported 

their PL, all of which will give a richer insight into the existing issues.  

Overall, this research will allow an understanding of ELT teachers` experiences of 

reflective practice and collaborative working, as the literature shows (Chapter 2), they help 

teachers to increase the quality of instruction yet occur only when required individual traits 

are in place together with a supportive environment. The findings of this research will serve 

as a database for future actions in Turkey by informing authorities and researchers about ELT 
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teachers` needs, shedding light on the existing problems and suggesting ideas about how 

things can be improved.  

 

1.4. Structure of the Thesis 

This chapter has introduced the research and set out the research questions. A brief 

overview of the context has been provided together with the rationale and significance of the 

research. Chapter 2 reviews the literature of PL, conceptualises reflective practice and 

collaborative working as two aspects of teachers` PL and proposes a theoretical framework 

to examine the created model for the research. Chapter 3 sets out the philosophical ideas 

underpinning the research and presents the research design. In addition, the data collection 

and coding procedures are explained in detail. Chapter 4, 5 and 6 present the findings in 

relation to three research questions. Chapter 7 discusses the findings in relation with the 

relevant literature and the theoretical ideas that underpin the research. Chapter 8 

summarises and concludes the research. The research questions are answered, and the 

contributions made by the research are discussed. Implications and limitations of the research 

are presented, and recommendations are made for future research.  
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CHAPTER 2 LITERATURE REVIEW 

2.1. Introduction 

The previous chapter provided an overview of the Turkish teacher education system 

in relation to the entry process and pre-service and in-service phases. This chapter briefly 

looks at the differences between top-ranking education systems and Turkey, then reviews the 

literature on teachers` PL and conceptualises reflective practice and collaborative working as 

two key forms of PL. It, later, introduces a relationship between PL and teacher change, links 

teacher change to their capacity to act, and addresses different interpretations of Agency 

Theory as the theoretical ideas underpinning this research. Whilst this chapter is devoted to 

understanding how teacher learning occurs in general without differentiating ELT teachers, 

some sections narrows it down to ELT teachers to examine the impact of PL on ELT specific 

areas.  

This chapter of the thesis developed as a result of the data analysis. Even though the 

initial literature review included the ideas regarding when and how to reflect and workplace 

collaborative learning communities, the sections about Habermas`s (1972) knowledge types, 

Weiner`s (1972) theory regarding the locus of dimensions of causality (Section 2.4.1.), 

Johnson and Johnson`s (2005) proposal of interaction patterns among individuals (Section 

2.4.2.) and Braun, Ball, Maguire and Hoskins`s (2011) four contextual dimensions were 

introduced following the data analysis based on the emerging themes. Additionally, as the 

research unfolded and new themes emerged through the data analysis section, section 2.9.2. 

was introduced. The previous version of the literature review provided a link between agency 

and self-efficacy but did not explain in depth regarding self-efficacy and motivation and the 

proposed relationship between these two concepts. Therefore, it can be claimed that the 

literature review led the research first by providing initial ideas and these were expanded 

later by the data analysis.  

 

2.2. Pre-Service Teacher Education 

2.2.1. Commonalities in top-raking education systems 

Common practices among countries which seem to achieve better than Turkey in 

international exams (PISA, 2016) and provide a relatively better quality of education (UNICEF, 

2017) can indicate how pre-service programmes should be established.  
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Finland and Singapore, for example, appear to be similar with regards to requirements 

they set for entering pre-service programmes. In order to understand if candidates are 

suitable for the teaching profession and to provide them with an opportunity to see what 

teaching is like, the entry process is structured in a multi-layered way (Lim, 2013; Tucker, 

2012). In Finland, teacher candidates are required to take a national test known as “VAKAVA” 

(Malinen, Vaisanen, & Savolainen, 2012), which is based on a two-stage process (Tucker, 

2012). The exam consists of reading academic articles and answering a multiple-choice test 

which is prepared based on the articles, and it aims at measuring teacher candidates` 

memorisation and comprehension together with their ability to apply what they learn from 

the articles (Malinen et al., 2012). Once they obtain a high enough score from the first stage, 

they proceed to the second stage which requires them to get a passing score on a written 

exam on teaching and a demonstration of effective communication skills (Hani, 2014). In 

addition to this standardised procedure, each university interviews three to four times more 

applicants than their vacancies by using an aptitude test which evaluates applicants` 

suitability, motivation and commitment to PD and classroom teaching (Malinen et al., 2012). 

As this suggests, Finland selects the bests among the candidates (Hani, 2014; Malinen et al., 

2012), which may be the reason why students in pre-service programmes represent the top 

percent of high school graduates in Finland (Hancock, 2011). And, after entering the pre-

service programmes, they need to complete a 5-year master`s degree to start teaching 

(Hancock, 2011).  

Similarly, in Singapore, the entry process consists of two stages (Lim, 2013). Once 

candidates are shortlisted based on the set criteria, they are invited to a face-to-face 

interview with authorities from the Ministry of Education (MoE) in order to be assessed in 

terms of their communication skills, interests in teaching, goals, aspirations and their 

openness for PD (Lim, 2013). The inclusion of MoE at this stage is related to the teacher 

employment system in Singapore as all teachers are recruited centrally by MoE before 

enrolling in pre-service programmes and sent to the national institute of education for their 

pre-service training (Low, Lim, Ch`ng, & Goh, 2011). If candidates obtain a good enough score 

from the first stage, they pass to the second stage which requires them to complete a teaching 

stint in arranged schools as untrained teachers (Lim, 2013).  

In contrast to these countries, the entry process in Turkey consists of only one stage 

(see Chapter 1) without taking into consideration teacher candidates` aptitude for teaching 
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(Aksu et al., 2010). Moreover, while countries like Singapore and Finland have high entry 

requirements for pre-service programmes and they select teacher candidates very carefully, 

YOK does not set high requirements for pre-service programmes in Turkey and therefore low-

achieving students may enter these programmes or students who do not have high enough 

scores for other departments may tend to choose teaching as a profession (see Section 1.2.1.) 

(Eret Orhan, 2017). Additionally, while, for example MoE and pre-service programmes work 

in cooperation in Singapore in order to train and to recruit teachers (Low et al., 2011), there 

seems to be a lack of cooperation in Turkey between YOK and MEB which results in having a 

high number of unemployed teachers.  

In addition to being very selective with teacher candidates, these countries design pre-

service programmes by integrating theoretical and practical components rather than 

prioritising theory over practice or vice versa (Hogan & Gopinathan, 2008). The post-graduate 

certificate in education (PGCE) offered by universities in UK, for example, seems to be 

grounded on this idea by requiring teacher candidates to spend two thirds of their programme 

in schools (Smith & Hodson, 2010), which means spending 24 weeks (out of 36) in a variety of 

schools (Maguire, 2014). Finland, similarly, encourages teacher candidates to start teaching 

practicum as early as possible, and throughout the practicum teacher candidates are 

supervised by their university lecturers, university mentor teachers or practicum school 

mentor teachers depending on the phase and the location of their practicum (Malinen et al., 

2012). Moreover, these education systems provide teacher candidates with opportunities 

such as portfolios, reflective logs, pair works and discussion groups to encourage them to 

reflect on their practicum experiences and to make sense of their teaching (Malinen et al., 

2012). They also make sure that teacher candidates receive enough school-based support by 

establishing collaboration between universities and practice schools, and between teacher 

candidates and mentor teachers, all of which helps to build a feedback loop enabling teacher 

candidates to learn to become life-long learners (Hogan & Gopinathan, 2008; Malinen at al., 

2012). 

Overall, having a stringent entry process and establishing collaboration among the 

stakeholders in the pre-service stage seem to be the commonalities among the top-ranking 

education systems, and Turkey differs from them by having weaknesses in these areas. The 

next section will show the role of the reflective component in linking theories with teaching 

practice.  
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2.2.2. The importance of the reflective component in pre-service teacher education  

The integration of theoretical and practical elements in pre-service teacher education 

has been the focus of much debate; e.g. whether practice should precede theory or vice versa, 

or whether they exist in a dialectic relationship (Smagorinsky, Cook, & Johnson, 2003; Ellis, 

2010).  And, scholars propose different approaches.  

Some see teaching as a craft which is “… best learnt as an apprentice observing a 

master craftsman or woman. Watching others, and being rigorously observed yourself as you 

develop, is the best route to acquiring mastery in the classroom” as the former British 

Secretary of State for Education expressed in 2010 at the National College Annual Conference 

(Gove, 2010). The idea underpinning programmes such as Teach for America, Teach First and 

School Direct (implemented in USA and UK) is that school settings are the best places for 

teacher candidates to learn teaching as they provide teacher candidates with opportunities 

to observe more experienced others and to practise. After selecting students among the elite 

graduates, Teach for America and Teach First offer students a six-week intensive training and 

a follow up classroom teaching (Stanfield & Cremlin, 2013). Yet, according to Schneider 

(2014), the quality of such training is questionable as it may fall short in developing skills 

related to teaching pedagogy and providing consistent instruction, sufficient materials and 

training. This may result in teacher candidates` being less effective than the ones who 

complete a college or university training that leads to a certification (Darling-Hammond, 

Holtzman, Gatlin, & Heilig, 2005).  

Even though scholars agree that schools have a key role in pre-service teacher 

education as they provide opportunities to practise teaching and doing observation (Darling-

Hammond, 2003; Maguire, 2014; Stanfield & Cremin, 2013), the quality of practicum seems 

more important (Hogan & Gopinathan, 2008). It is acknowledged that trying things out may 

work to some extent (Smith & Hodson, 2010); however, practice only may not suffice to help 

teacher candidates to modify their teaching across different settings (Ellis, 2010). This is why, 

rather than focusing on only one aspect, the integration of theory and practice should be seen 

at the heart of pre-service teacher education (Shulman, 1986). Darling-Hammond (2003) 

summarises this by stating that teacher training cannot occur at universities divorced from 

practice or in schools divorced from theoretical knowledge which is necessary for interpreting 

practice. And, both settings provide different opportunities for teacher candidates for trying 

and testing ideas, talking about their experiences and evaluating results (Darling-Hammond, 
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2003). All these seem to support the idea that universities` role in pre-service teacher 

education should be acknowledged and theoretical knowledge should not be undervalued 

(Darling-Hammond et al., 2005). 

Yet, even if pre-service teacher education is grounded in the integration of theory and 

practice, teacher candidates may still have difficulty in transforming their practice (Smith & 

Hodson, 2010) and dealing with classroom complexities (Ellis, 2010) as in Turkey. This brings 

out the importance of reflective components, which is highly promoted in Hagger and 

Mclntyre`s (2006) school-based teacher education model. Their model prioritises the 

inclusion of both the theoretical part (valued by universities) and the practical part (valued by 

schools) to help teacher candidates to learn practical theorising (Hagger & Mclntyre, 2006). 

For them, practical theorising is what other scholars call reflective teaching, and they define 

it as “… both looking for attractive ideas for practice and subjecting these ideas to critical 

examination” (Hagger & Mclntyre, 2006, p.58). As this implies, no matter how much teacher 

candidates practise teaching in real classrooms as in Teach for America, School Direct or Teach 

First, the practical part itself may not be sufficient for them to learn from their teaching 

(Hagger & Mclntyre, 2006). And they may not receive enough guidance and support, which 

points to the importance of establishing a good mentoring and feedback system as it helps 

teacher candidates to critique the quality of their teaching and make further plans about how 

to develop themselves (Hagger & Mclntyre, 2006). The abovementioned school-based 

programmes, however, seem to lack in providing such reflective and collaborative 

opportunities (Schneider, 2014). As such, teacher candidates may not be able to track their 

progress or not know in what aspects they can improve themselves (Hagger & Mclntyre, 

2006). Although mentorship has a crucial role in these programmes as accessing mentors` 

professional craft knowledge is believed to enable teacher candidates to develop their 

personal thinking and practice (Smith & McLay, 2007), mentors should be qualified and 

competent enough to work as `learning partners` with teacher candidates and teacher 

educators (Hagger & Mclntyre, 2006, p.154). Moreover, what is observed may not be the best 

practice but on the contrary it may be a weak practice or the observation itself may not be 

critical and reflective enough, all of which makes the practice untransferable to other contexts 

(Harris, 2011). 

Researchers (Ellis, 2010; Hani, 2014; Smith & Hodson, 2010) agree on the necessity of 

teaching teacher candidates how to become reflective practitioners because only then can 
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they accumulate knowledge as they accumulate experience and therefore achieve 

transformation in their teaching. Through reflective inquiry which is defined as an “active, 

persistent and careful consideration…” (Dewey, 1933, p16), teacher candidates can think 

about their own work (Swain, 2014) and reconstruct their knowledge as they practise (Ellis, 

2010). This helps them to interpret theory through their practice, to connect and reconstruct 

their knowledge, and to retry it in their schools (Smith & Hodson, 2010). Smith and Hodson`s 

(2010) findings show teacher candidates prefer more opportunities to practise and to reflect. 

The researchers did a qualitative study to investigate teacher trainees` experiences of a 

school-based programme, i.e. the graduate teacher programme, with regard to how they see 

theory and practice in their training process, and collected the data from seven trainees all of 

whom had academic study experience and working experience in teaching and other fields 

(Smith & Hodson, 2010). All trainees reported that theories they learnt throughout their 

university training was useful and one of them suggested that they should be provided with 

more opportunities to share their experiences through group discussions or individual 

tutorials with their mentors (Smith & Hodson, 2010). The trainees also emphasised that trying 

things out was not enough on its own to transform their teaching and that their teaching 

experience would be more meaningful by making time to reflect on it (Smith & Hodson, 2010). 

The researchers, based on the findings, conclude that pre-service programmes should offer 

supportive learning environments and encourage teacher candidates both to interact with 

their peers, mentors, other teacher educators and other experienced colleagues and to 

engage in self-studies, discussions, observations and reviews (Smith & Hodson, 2010). Such 

opportunities at the pre-service stage help teacher candidates to understand what their 

teaching is like and how else it can be, and to engage in self-dialogues to shape their future 

experiences based on their past experiences and to expand their understandings of further 

actions they need to take (Ellis, 2010). This, if supported by in-service activities, can facilitate 

PL in the long-term (Ellis, 2010). 

To conclude, this section has indicated that it is not “simply the amount of practice 

but its appropriateness for promoting learning” is what makes it meaningful (Hagger & 

Mclntyre, 2006, p.53), and reflective practice can help to achieve this as it enhances teaching 

and learning. The next section will present a comparison of the approaches adopted for 

teacher education and introduce the idea of PL which is grounded in a reflective model. 
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2.3. From Teacher Training to Professional Learning 

The origins of teacher education can be traced back to the concept of teacher training 

which, in time, has shifted to PD and that to PL (Easton, 2008). Traditionally, language 

teachers` knowledge base has been separated into two main components; namely, language 

and teaching (Graves, 2009). And, the knowledge of the target language has been given more 

importance, therefore language teachers have been expected to be proficient in the target 

language, to have the knowledge about the structure, phonology and the like of that language 

(Graves, 2009). In order to help these teachers to teach the content knowledge, training 

courses have been offered (Graves, 2009). However, the underlying idea behind these courses 

is to transmit the knowledge to teachers to help them to get better at teaching (Graves, 2009).  

Even though these practices may be helpful for teachers to improve their professional 

expertise to an extent, they exemplify the craft model or the applied science model both of 

which, according to Wallace (1991), results in little learning if at all. The craft model focuses 

on the expertise of a more experienced practitioner and argues that novice teachers or 

teacher candidates can learn how to teach better by imitating what they observe (Wallace, 

1991). The applied science model is more research-based as it aims at proposing scientific 

knowledge or empirically proven methods to teachers as guidelines to get better at teaching 

(Wallace, 1991). In both models, either a more experienced practitioner or an expert in a 

particular field is viewed as the source of knowledge which needs to be conveyed to teachers 

or teacher candidates (Wallace, 1991). Therefore, the idea behind teacher training seems to 

be that teachers are `empty vessels` and they should be filled with relevant content and 

pedagogical knowledge (Graves, 2009).  

This may be the reason why training has shifted to PD; however, a change in concepts 

does not necessarily mean a change in the practice (Easton, 2008), as training workshops, 

which are grounded in a top-down approach without taking teachers` needs and contexts into 

consideration (Graves, 2009), still exist under the name of PD. Nevertheless, PD in essence is 

based on the idea of improving learning outcomes by encouraging teachers to improve their 

teaching (Whitworth & Chiu, 2015). Workshops, courses and various programmes can be 

given as main PD examples and they aim at providing teachers with new and innovative ideas, 

skills and competencies that teachers may need for improving their classroom practice 

(Fullan, 2007). Yet, PD programmes, even if carefully designed and implemented to be 

effective, are not always powerful or specific enough to transform teachers, classrooms or 
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schools (Fullan, 2007). PD is grounded on a top-down approach by empowering directors or 

other authorities to make decisions on what teachers need to learn and by not including 

teachers in the whole process (Easton, 2008). This approach renders teachers as “technicians 

carrying out someone else`s policy” (Priestley, Miller, Barrett, & Wallace, 2011, p.269) by 

offering them little or no power on their own development process (Easton, 2008). These 

imply, PD, though can be more innovative compared to training, still puts teachers in a passive 

position rather than viewing them as main agents of professional growth (O`Brien & Jones, 

2014). Therefore, even if teachers value certain practices during a PD activity, they unlikely 

make any significant changes afterwards (Opfer & Pedder, 2011a). 

Teachers need to accommodate themselves in a way that helps them to stay updated 

and this involves continuous change which is only possible through learning (Frost, 2012). 

Therefore, it is not the PD activity but the action of learning that leads to change (Easton, 

2008). With the recognition of this, there has been a shift from PD to PL the latter of which 

views teachers as active learners (Easton, 2008; King, 2016; Luka, 2015). To achieve that, 

teachers ought to move from the idea of being trained and being developed to becoming life-

long learners (Easton, 2008) and change agents who own their learning process (Graves, 

2009). The change in the perception of teachers echoes on teachers` learning process as well 

since the purpose now is to help teachers to transform their knowledge and skills rather than  

to transmit them particular pre-defined knowledge and skills (King, 2016). Furthermore, 

unlike PD, PL is based on a bottom-up approach starting within schools with teachers as 

decision makers (Easton, 2008). By deciding what to learn and how to learn and by being more 

autonomous, teachers can more likely achieve change as their learning process becomes 

more relevant to their needs and beliefs (Attard, 2007). 

Given that teacher training and PD typify the craft model and the applied science 

model, PL seems to typify Wallace`s (1991) third model, i.e. the reflective model. Wallace 

(1991) states that PL is only possible through reflection. In order to achieve that, teachers 

need to engage in reflective practice which is a cyclical process feeding back into both the 

experiential knowledge (which relates to the professionals` ongoing experience) and received 

knowledge (which includes the necessary and valuable elements of scientific knowledge) 

(Wallace, 1991). By doing so, teachers can transform into being independent learners 

(Bleicher, 2014). 
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The ideas that have been reviewed so far suggest that teachers need to be seen as 

autonomous and self-directed learners, and they should be allowed to pursue their 

professional growth by being at the centre of identifying, planning, actualising and evaluating 

their own learning (Knowles, 1980). This brings out the importance of the activities teachers 

are engaged in as a part of their daily basis routine, which will be elaborated in the next 

section. 

 

2.4. Teachers` Professional Learning 

Thus far in this chapter, pre-service teacher education has been defined as the first 

stage of teachers` formation on which the foundation of career-long learning is established 

(Hagger, Burn, Mutton, & Brindley, 2008). From this point forward, in-service stage will be 

examined, and reflective practice and collaborative working will be discussed in relation to 

teachers` PL. 

Teachers` PL has gained importance to meet the needs of education systems (Burn, 

Mutton, & Hagger, 2010; Hagger et al., 2008). Therefore, teachers should be seen as life-long 

learners who not only improve their practice throughout their career but also model for their 

students the process of continuing learning by enabling them to `learn how to learn` (Hagger 

et al., 2008). By prioritising improvement in teachers` performance, countries expect 

improvements in students` learning outcomes as well which ultimately can improve their 

education systems (Hodkinson & Hodkinson, 2005). To achieve this, a highly selective 

admission stage should be established (McKinsey, 2007), and pre-service programmes should 

be implemented in a way that provides teacher candidates with a clear understanding of PL 

and with skills for being proactive in their learning (Hagger, Mutton, & Burn, 2011). However, 

no matter how well-designed and well-implemented a pre-service programme can be, 

teachers need in-service support to learn more about the contexts in which they work and to 

continue learning how to be more effective (Hagger et al., 2011). 

Hagger and Mclntyre (2006) indicate that schools as teachers` workplaces can 

facilitate meaningful learning which may happen both incidentally and deliberately. It may 

occur incidentally as the primary reason for teachers to be in these settings is to work 

therefore benefits such as learning is incidental, and it may happen deliberatively as well 

through structured and planned activities with the purpose of learning (Hagger & Mclntyre, 

2006). Similarly, according to Senge (2006), schools can serve as learning organizations “… 
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where people continually expand their capacity to create the results they truly desire, where 

new and expansive patterns of thinking are nurtured, where collective aspiration is set free 

and where people are continually learning how to learn together” (p.7). To establish such a 

culture, positive relationships and trust should be promoted among teachers in schools as the 

kind of relationship among practitioners is believed to be the corner stone that forms 

educative environments (Hargreaves, 1997). Once a climate of trust is built, teachers can pool 

their experiences, ideas and resources, they feel less intimidated to take risks and to deal with 

complicated issues, and they provide support for others in the face of obstacles (Hargreaves, 

1997). Furthermore, since such environments enable teachers to blend the differences and 

bring about new ideas and challenges (Kwakman, 2003), individual learning can turn into 

shared learning, which, in turn, increases the individual capacity (Hargreaves, 1997). 

Hodkinson and Hodkinson (2005) suggest that schools should be designed as 

`expansive` learning environments which “presents wide-ranging and diverse opportunities 

to learn, in a culture that values and supports learning” (p.123). By offering wide-ranging and 

diverse opportunities, schools can build a culture where teachers feel encouraged for 

learning, valued and congruent (Hodkinson & Hodkinson, 2005). This requires schools to 

combine collaborative and individual initiatives together so that teachers can utilize them 

according to their preferences (Hodkinson & Hodkinson, 2005). Hodkinson and Hodkinson 

(2005) investigated whether schools can be rich learning environments through a three-year 

longitudinal case study with two departments of two English secondary schools, and they 

collected data through document analysis, up to three interviews with 25 teachers and over 

50 days observation. The findings suggest that each teacher learns differently, therefore 

learning opportunities, incentives and support should be maximised in schools (Hodkinson & 

Hodkinson, 2005). And, they also found that teachers could learn both collectively and 

individually, and while individual learning occurred through trial and error or through learning 

from teachers` own teaching, collective learning occurred through discussions, observations 

and joint activities (Hodkinson & Hodkinson, 2005). That is because, through reflection 

teachers can analyse and change their practice (Graves, 2009), and consistent and non-

judgemental involvement of peers facilitates reflection (Johnston, 2009). These two concepts 

will be addressed next.  
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2.4.1. PL and reflective practice 

Reflection receives considerable attention in the literature as it is a core element for 

learning and teaching (Dewey, 1933; Kolb, 1984; Schön, 1987). Dewey (1933) defines 

reflective thinking as “the kind of thinking that consists in turning a subject over in the mind 

and giving it serious and consecutive consideration” (p.3). This makes reflection more than 

thinking about one`s actions as it is a purposeful act starting with a problem, defining the 

problem, seeking possible solutions, implementing them and evaluating the results (Murray, 

2015). Bailey (2009) defines reflective teaching as teachers` thinking about what happens in 

their classes and thinking about alternative means of achieving goals or aims. The ones who 

do reflective teaching, i.e. reflective practitioners, plan before practising, look back over their 

practice to consider alternative options and reconsider a course of action while practising 

(Schön, 1983). Reflective teaching is a process enabling teachers to construct and reconstruct 

their knowledge (Schön, 1987), and as it includes going back to experiences and continuously 

shaping future actions, it has an iterative structure with loopbacks (Prilla, Degeling, & 

Heremann, 2012). 

One day a young girl was watching her mother cooking a roast of beef. Just before the 

mother put the roast in the pot, she cut a slice off the end. The ever-observant 

daughter asked her mother why she had done that, and the mother responded that 

her grandmother had always done it. Later that same afternoon, the mother was 

curious, so she called her mother and asked her the same question. Her mother, the 

child's grandmother, said that in her day she had to trim the roasts because they were 

usually too big for a regular pot (Farrell, 1998, p.10). 

After telling this story, Farrell (1998) underlines that “teaching without reflection can 

lead to `cutting the slice off the roast`” (p.10). By engaging in reflection, then, teachers can 

understand why they do what they do, and reconsider what they learn from their practice 

(Loughran, 2002). Through reflection, teachers can critique their practice (Burton, 2009) and 

connect their experiences with possible meanings they make based on their experiences 

(Denton, 2011), which is a critical process to link theory with practice (Schön, 1983). 

Additionally, teachers can distance themselves from their practice (Bengtsson, 2003) and this 

helps them to become more aware of their beliefs, put these beliefs under analysis and 

restructure them (Korthagen, 2001). Without reflection, according to Dewey (1938), 

experiences may fail in being educative.  
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The belief that all genuine education comes about through experience does not mean 

that all experiences are genuinely educative… for some experiences are mis-

educative. Any experience is mis-educative that has the effect of arresting or 

distorting the growth of further experience (pp. 25-26). 

Schön (1983) draws a distinction between reflection-in-action and reflection-on-

action according to when they occur. Reflection-in-action refers to “… a period of time, …, 

during which we can still make a difference to the situation at hand – our thinking serves to 

reshape what we are doing while we are doing it” (Schön, 1987, p.26). Reflection-on-action, 

on the other hand, refers to “…thinking back what we have done in order to discover how our 

knowing-in-action contributed to an unexpected outcome” (Schön, 1987, p.26). Schön`s 

distinction, though helpful, has been criticised for not providing a clear explanation for the 

relationship between reflection and learning (Burton, 2009), for not taking into consideration 

contextual and personal factors affecting reflection (Bailey, 2009), for not showing where 

exactly and when reflection occurs and for not clearly differentiating between reflection-in-

action and reflection-on-action (Moon, 2005). Additionally, Moon (2005) questions the 

achievability of reflection-in-action, because, as Schön (1987) himself acknowledges, there 

can be some cases when reflection interferes with action which “… may limit the scope and 

depth of reflection” (p.275). 

Kolb`s experiential learning cycle encompasses Schön`s reflection-on-action and 

explains how reflective learning occurs (Moon, 2005).  Experiential learning consists of four 

learning modes; namely, experiencing, reflecting, thinking and acting (Kolb & Kolb, 2005), and 

learning occurs through a process of reflective observation which enables individuals to bring 

concrete experiences to the state of abstract conceptualisation (Moon, 2005). Experiential 

learning is grounded on a constructivist theory of learning, which Kolb (1984) explains through 

six propositions; learning is a process, not an outcome; all learning is relearning; learning 

occurs as a result of a conflict between the already known and the new; learning concerns 

adaptation to the world; learning occurs as a result of interaction between the person and 

the environment; and learning is a process of creating knowledge.  

Even though Schön`s (1983) and Kolb`s (1984) theories help to understand when and 

how reflection occurs, they seem to fall short of explaining the quality of reflection, which, 

according to Moon (2005), plays a decisive role in whether reflection leads to learning. For 

this to happen, teachers need to reflect at a critical level by analysing their beliefs, values and 
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assumptions which underlie their classroom practice (Shabeeb & Akkary, 2014). The forms of 

reflection Carr and Kemmis (1986) propose based on Habermas`s (1972) knowledge types, 

i.e. technical knowledge, practical knowledge and emancipatory knowledge, explain which 

type of reflection can help to achieve change. At the technical level, teachers are concerned 

with what works in their classes without much consideration of their values, beliefs and 

assumptions, and they focus on applying instrumental knowledge (in the forms of methods 

and strategies) in their classes to achieve predetermined goals (Larrivee, 2008). At the 

practical level, teachers go beyond technical rationality and make an effort to understand and 

interpret the conditions for better judgement (Carr & Kemmis, 1986). Practical reflection 

helps teachers to think about theories underlying their teaching, then to make connections 

between those theories and their practices and achieve consistency between what they say 

they believe and what they actually do in classes (Larrivee, 2008). As this implies, technical 

and practical forms of reflection are concerned with classroom teaching. On the other hand, 

teachers who engage in emancipatory reflection realise their classes cannot be separated 

from the larger social, political and educational realities, therefore they reflect on the broader 

context where education takes place (Larrivee, 2008) and strive for more rational, just and 

fulfilling forms of education (Carr & Kemmis, 1986). Emancipatory reflection involves 

teachers` examining personal and professional beliefs (Larrivee, 2008) and going beyond the 

limitations surrounding them, and this provides them with means by which they can organise 

themselves as enquirers and achieve their own enlightenment (Carr & Kemmis, 1986). 

Teachers` judgement of why a particular incident happens in their classes, the way 

they interpret the situations and their allocation of responsibility (Weiner, 1972) may 

influence the quality of their reflection. Weiner (2019) defines this as the locus of dimensions 

of causality, which can be internal and external. According to Weiner`s (1972) Attribution 

Theory, individuals can be classified based on their level of achievement motivation, and while 

the ones high in this motive ascribe success or failure to internal factors (the amount of effort 

they invest), the ones low in achievement motivation ascribe the outcome to external factors. 

This guides whether they believe they have a control over the situation, whether they take 

future actions, the intensity of their work, the extent to which they resist in the face of 

difficulties and the difficulty of tasks they choose to do (Weiner, 1972). As teachers become 

more reflective, according to Dewey (1933), they tend to take responsibility for the outcomes 

and become more open-minded to the alternative solutions.  
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Though highly promoted, reflective teaching is not an easy practice as there are 

elements that can positively or negatively influence teachers` reflection, such as being open-

minded, wholehearted (Dewey, 1933), being ready, willing and able and being a member of 

a professional community (Shulman & Shulman, 2004). Bishop, Brownell, Klingner, Leko and 

Galman (2010) argue that a lack of skills and experience, teachers` personal characteristics, 

limitations of the profession and school environments can serve as major obstacles for 

reflection in addition to `time constraint and fear of being judged`. Additionally, engaging in 

reflection, as Schon (1988) points out, can cause tension as it “opens a teacher to confusion, 

to not-knowing, hence to vulnerability, to anxiety provoked by vulnerability, and to defensive 

strategies (often automatically) to protect against vulnerability” (p.23). Therefore, teachers  ̀

personal characteristics play a determining role for choosing the way to deal with such issues, 

either by embracing reflection or by avoiding it (Jaeger, 2013).  

There are factors related to the nature of teaching profession that may inhibit 

reflection as well, for example overcrowded and busy classrooms may not allow teachers to 

think what is going on, or due to work overload and time limitation teachers may find little or 

no chance for reflection (Fullan, 2007). Such factors, directly, set a barrier to learning as well 

since without reflection, teachers do what they have always done and they will get what they 

have always got (Timperley, 2008). And, although teaching is believed to be intersubjective in 

nature and teachers learn more about themselves through other people (Bengtsson, 2003), 

school cultures may inhibit that by not encouraging teachers for reflection or by alienating 

them when they tend to think and talk in a reflective way (Shulman & Shulman, 2004). As can 

be inferred, reflective teaching is a quite complex issue and it is under the impact of several 

factors (Shulman & Shulman, 2004). Therefore, for example, teachers who are ready to 

engage in reflection but lack other requisite characteristics may fail in constructing their 

practice, or teachers who possess all individual capacities but do not have a supportive school 

environment may end up with less efficient forms of reflection (Shulman & Shulman, 2004). 

Reflection can be initiated at the individual level by teachers` doing trial and error and 

learning from their experiences (Hodkinson & Hodkinson, 2005), or at the multiple level by 

teachers` asking for feedback, sharing their knowledge and experimentation and opening 

their beliefs to critique (Prilla et al., 2012). Collaborative reflection, which involves making 

sense of the collective work through communication and coordination, helps teachers to 

learn more about themselves through other people, to craft new knowledge from shared 
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experiences (Prilla et al., 2012), and to cultivate reflection as a skill (Fazio 2009). In 

collaborative environments, therefore, teachers can see multiple perspectives on how things 

can be done differently and may feel challenged to make changes (Choi & Morrison, 2014).  

The relationship between collaboration and reflection in teachers` practice has been 

investigated by Fazio (2009). The researcher conducted a qualitative study in the USA, and 

worked with four science teachers and a facilitator to understand how a collaborative action 

research affects reflection. The project lasted for one year, and the participants were engaged 

in discussions and reflections during the meetings which were held every two weeks, and they 

critiqued their current practices, revised action research questions and evaluated students` 

activities (Fazio, 2009). The data from the meetings showed that collaborative and communal 

reflection helped the teachers to develop problem-solving and dialogical thinking skills, by 

also changing teachers` views about their local schools (Fazio, 2009). Although personal 

tensions occurred during the meetings since each teacher`s perspective of ideal teaching was 

different, the supportive characteristic of the learning community helped them to overcome 

those tensions (Fazio, 2009). Fazio (2009), based on the findings, concludes that collaborative 

and interactive activities such as verbal analysis of lessons, peer discussions, group meetings 

and reflective talks promote reflection (Fazio, 2009). And, as teachers become more 

reflective, they start to acknowledge others` and colleagues` expertise to enhance their own 

teaching and become more able and willing to collaborate with them (van der Heijden, 

Geldens, Beijaard, & Popeijus, 2015). All these suggest a link between reflection and 

collaboration in relation to teachers` learning.  

This section has conceptualised reflective practice as a way of individual learning for 

teachers and defined when (during or after) and how (following the reflective cycle) teachers 

reflect. It, then, has looked at the types of knowledge teachers can gain through reflection, 

and categorised emancipatory reflection as the most effective form of reflection as it 

enhances learning. Afterwards, it has discussed the internal and external factors that can 

affect teachers` reflective practice and suggested a link between collaboration reflection in 

relation to teachers` PL. 

 

2.4.2. PL and collaborative working 

Reflection is a cognitive activity linked to human capacity in terms of teachers` ability 

to derive meanings from their experiences (Denton, 2011); however, collaboration and 
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interaction can feed into it as other people`s involvement in the process and their 

intervention can facilitate reflection as in Fazio (2009). With the recognition of collaboration 

as a key factor in learning, learning to teach is no longer seen as an individual pursuit 

(Murugaiah, Azman, Thang, & Krish, 2012), or a private struggle (Berry, 2004). That is, 

according to Eraut (2000), because there may be certain things that one does not know but 

others know, which requires individuals` relying on each other to contribute to the current 

situation. 

Teachers are now regarded as learners and schools as learning communities (Clarke & 

Hollingsworth, 2002), as a result of which collaborative models have gained attention to 

enhance staff learning in workplaces. These models, proposed by different scholars, are 

grounded in common core beliefs: staff development is crucial for improved student learning, 

collaboration is a crucial element for PD to be effective, and collaborative work should involve 

inquiries and problem solving in the actual contexts where daily teaching happens (Servage, 

2008). As is implied, collaborative communities can help teachers to voice their ideas and 

expectations and provide teachers with support from their colleagues who share similar 

experiences (Burbank & Kauchak, 2003).  

 

Workplace collaborative learning communities 

PL communities (PLCs) are workplace learning methods for teachers that shifts away 

from traditional teacher development approach directed by “experts” to continuing PL in a 

community where teachers are encouraged to share their experience and expertise (Wenger, 

1998). This approach to teacher change is concerned with teachers` improvement, growth, 

socialization, experimentation of different or new ideas, cognitive and affective change and 

self-study (Richardson & Placier, 2001).  

The normal procedure of PLC is to bring teachers together regularly so that they can 

engage in planning, curriculum study and learning assessment (Servage, 2008). The expected 

result of this procedure is teachers` gaining the habit of “… sharing their work and critically 

examining practice with others as trusted members of the school community and always 

against the standards of excellence defined by the shared vision” (Zmuda, Kuklis, & Klein, 

2003, p.179). Through such a procedure grounded in collegiality and collaboration, teachers` 

beliefs and practices can be altered by moving teachers from isolation to where they can 

openly examine their beliefs and practices (Tam, 2015). In a four-year longitudinal study with 
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12 teachers in Hong Kong, Tam (2015) collected the data through interviews, observations 

and document analysis. The findings showed that PLC could facilitate teacher learning and 

provided the teachers with opportunities of interacting with colleagues, getting familiar with 

different perspectives, sharing their experiences and acquiring new perspectives on teaching 

practices and school-based curriculum, all of which led the teachers to challenge their beliefs 

and practices (Tam, 2015). The researcher concludes that establishing such collaborative 

communities in schools can be more effective than educators` or authorities` top-down 

intervention to achieve change (Tam, 2015). 

Another workplace collaborative learning community is community of practice (CoP) 

which is defined as a group of people who “share a concern, a set of problems, or a passion 

about a topic, who deepen their knowledge and expertise in this area by interacting on an 

ongoing basis” (Wenger, McDermott, & Snyder, 2002, p.4). As this implies, CoP is a socially 

situated and practice based approach to teacher learning (Omidvar & Kislov, 2014), and, in 

essence, it is based on the idea that learning takes place among members of the community 

rather than in the mind of individuals (Lave & Wenger, 1991). Therefore, the interaction 

between individuals and social learning systems, i.e. the interaction between personal 

experience and social competence, is viewed as the key element for learning to occur 

(Wenger, 2000). In order to be regarded as socially competent, individuals need to have a 

sense of joint expertise, mutual engagement and shared repertoire (Wenger, 1998). 

However, in some cases, learning may still not occur even if CoP is implemented as in 

Murugaiah et al. (2012). In a project carried out in Malaysia, the researchers designed and 

implemented an online CoP portal for 20 teachers from five schools, and the findings showed 

very limited learning and one-way interaction among the teachers. For this study, CoP 

obviously failed in achieving the expected level of teacher learning, which might be because 

of a lack of trust among the teachers and a lack of shared physical context (Murugaiah et al., 

2012). This indicates there may be certain requirements to achieve effective CoP, and, 

according to Wenger et al. (2002), these are the `very qualities that make a community and 

ideal structure for learning- a shared perspectives on a domain, trust, a communal identity, 

long-standing relationships, an established practice- are the same qualities that can hold it 

hostage to its history and its achievements` (p.141). At their core, PLC and CoP appear to be 

similar to each other; therefore, factors that are believed to affect both will be elaborated 

next without making any distinct differentiation between the models. 



 
 
35 
 

To achieve effective forms of collaboration, it is a prerequisite for individuals to know 

each other well (Wenger, 2000), which underlines the importance of situated learning 

(Murugaiah et al., 2012). By sharing the same workplace, teachers can gain a sense of 

belonging to a group in which they share and develop ideas (Murugaiah et al., 2012). In 

addition, the workplace should be grounded in trust and mutual respect as emphasised by 

several scholars (Murugaiah et al., 2012; Servage, 2008; Wenger, 2000). Wenger (2000) claims 

that trust must exist in two forms, i.e. personal trust and professional trust, so that teachers 

do not feel intimidated to speak truthfully and they can depend on each other`s ability to 

contribute to the group. In a workplace lacking in trust, teachers are very likely to avoid 

sharing their expertise and experience (Wenger et al., 2002), which may result in insufficient 

learning outcomes as in Murugaiah et al. (2012). Therefore, developing trust, familiarity and 

mutual respect can be regarded as a prerequisite for teacher learning and a successful 

transfer of tacit knowledge (Roberts, 2000). The relationship among teachers can be affected 

by the nature of work relations in school contexts, since in competitive workplaces, for 

example, teachers may not feel encouraged for collaboration (Roberts, 2006). For school 

contexts which are grounded in hierarchical control, there can be similar results as teachers 

may avoid collaboration due to tension and anxiety (Roberts, 2006). This suggests that the 

context within which a collaborative professional model is embedded plays a major factor 

determining its success and effectiveness with regards to teacher learning (Roberts, 2006). 

As well as contextual factors, teachers` attitudes towards collaboration, whether they 

are open to influencing others and being influenced by them, determine if collaborative 

learning can be achieved (Johnson & Johnson, 2005). Johnson and Johnson`s (2005) Social 

Interdependence Theory seems helpful to understand the interaction patterns among 

individuals (cooperative, competitive and individualistic) and to differentiate three 

psychological processes (positive interdependence, negative interdependence and no 

interdependence). Positive interdependence exists when individuals recognise that they can 

achieve their goals only if they work cooperatively with other individuals, and this results in 

promotive interaction (Johnson & Johnson, 2009). Promotive interaction involves offering 

and receiving help, exchanging sources, communicating effectively, trusting, and encouraging 

and promoting each other`s efforts to be able to reach shared goals (Johnson & Johnson, 

2009). Negative interdependence exists when individuals perceive they can be successful if 

the other individuals with whom they are competitively connected fail in obtaining their goals 
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(Johnson & Johnson, 2009). This results in oppositional interaction which involves individuals` 

obstructing each other`s efforts in order to prevent each other from completing their tasks 

(Johnson & Johnson, 2009). No interdependence, on the other hand, refers to an absence of 

interaction (Johnson & Johnson, 2005). Individuals work independently without engaging in 

any interchange with each other, and as they see themselves detached from the other 

individuals they perceive they can reach their goals whether or not the others attain theirs 

(Johnson & Johnson, 2005). Unlike oppositional interaction or no interaction, positive 

interaction results in challenging each other`s reasoning and promoting critical thinking and 

helps individuals to transfer their group learning to individual learning (Johnson & Johnson, 

2005). 

Working collaboratively may not automatically result in learning since collaboration 

may lack focus, intensity and effort (Fullan, 2016). According to Opfer and Pedder (2011b), 

the intensity of collaboration is important, and too much collaboration can be stifling while 

too little collaboration may lead teachers to isolation and therefore inhibit learning. And, 

there is no single right amount of collaboration as it depends on individuals and school units 

(Opfer & Pedder, 2011b). Therefore, collaboration should be carefully organized among 

teachers, the needs of both organisations and individual teachers should be taken into 

consideration, and teachers should be provided with opportunities to work together, share 

their experiences and strategies, exchange ideas and reflect on their practices (Guskey, 2003). 

This section has conceptualised collaborative working as a collective learning way for 

teachers and introduced PLCs and CoPs as effective collaborative learning models which can 

trigger reflection, therefore lead to learning. Then, a set of criteria have been addressed 

regarding how to successfully establish these models, which has revealed the role internal 

and external factors play in achieving that. The next section will discuss how teachers can 

improve their teaching quality through engaging in PL activities.  

 

2.5. PL and Teacher Knowledge 

The main purpose of PL is to increase teacher knowledge (Bleicher, 2014), which 

Kumaravadivelu (2012) defines as “an umbrella term to cover teachers` theoretical and 

practical knowledge as well as their dispositions, beliefs and values” (p.22). According to 

Roberts (1998), the knowledge base of language teachers comprises of six components; 

namely, content knowledge (of the target language), pedagogical content knowledge (how to 
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teach and adapt the content), general pedagogic knowledge (classroom management, 

repertoire of teaching activities), curricular knowledge (of the official curriculum), contextual 

knowledge (of school contexts, learners), and process knowledge (interpersonal skills, inquiry 

skills). Kumaravadivelu (2012), with a broader approach, groups them into three: professional 

knowledge, personal knowledge and procedural knowledge. Professional knowledge, the 

knowledge shared by members of the profession, includes the content of the field and a 

compilation of theories, concepts and facts related to the field (Kumaravadivelu, 2012). In 

ELT, professional knowledge covers the fundamental concepts related to the language, 

language learning and language teaching, which can be acquired through several sources such 

as pre- and in-service education, additional programmes and additional resources 

(Kumaravadivelu, 2012). While procedural knowledge is basically concerned with classroom 

management and knowing how to create and sustain a learning environment, personal 

knowledge is related with teachers` individual endeavours (Kumaravadivelu, 2012).  

Even though all knowledge types are of importance for teachers, the content 

knowledge and pedagogical content knowledge, which together are encompassed by 

Kumaravadivelu`s `professional knowledge`, are believed to directly affect the quality of 

teaching practice (Bleicher, 2014). Through PL activities, teachers can develop the ability to 

construct their knowledge on their own accord (Oosterheert & Vermunt, 2001), and increase 

their knowledge base related to these particular areas (Bleicher, 2014). This requires them 

not only to continuously evaluate new knowledge with regards to its relevance to their 

practice but also to update accordingly the knowledge they already possess (Guerriero, 2014). 

Engaging in such a process and reconstructing their professional knowledge enables teachers 

to transform their teaching and become a part of a more collective change process 

(Hargreaves, 1997).  

Given that PL activities can help teachers to rebuild their professional knowledge and 

improve the quality of their teaching, the next section will elaborate the relationship between 

PL and change and discuss the ideas around change in teachers and education systems.  

 

2.6. PL and Teacher Change 

PL emphasises the active role teachers play in improving their knowledge bases, 

beliefs and practices (Bleicher, 2014). PL and teacher change are interrelated, as change 

involves learning and learning is a prerequisite for change (Clarke & Hollingsworth, 2002), and 
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effective PL is expected to lead to change in teachers` beliefs and practices, and eventually in 

education systems (Timperley, 2008).  

By engaging in PL activities, ELT teachers can move from `traditional` and teacher-

centred approach to ̀ progressive`, innovative and learner-centred approach (Gebhard, 2006). 

This change in the teaching approach enables them to teach English as a communication tool 

for skills such as listening, speaking, reading and writing, make their classes more effective, 

evoke students` interest by implementing visual and auditory tools, expose students to 

English as the target language and provide students with opportunities to use English (Gocer, 

2010). By “exploring simply to explore” (p.9), ELT teachers can break from one way of 

teaching, become less dependent on outside sources such as textbooks and more able to 

make their classes a community of learners where students can freely communicate with each 

other in English and learn to take responsibility for their own learning (Gebhard, 2006). Such 

need for exploration and further learning can derive from interactive and reflective activities 

both of which provides ELT teachers with opportunities to raise questions about their 

teaching, to search answers to those questions and eventually see new teaching possibilities, 

which can lead to the development of their beliefs and practices and learning outcomes 

(Gebhard, 2006).  

Yet, achieving real and sustained change may not be straightforward (Guskey & Yoon, 

2009; Stewart, 2014) as it is a process rather than a product (Guskey, 2002). Teachers need 

to own the change process which naturally requires time for goal setting, networking and 

getting external support (Hobson & Moss, 2011). However, investing long periods of time on 

change initiatives does not guarantee achieving change (Guskey, 2003), as what makes time 

effective is not the length but its` being used effectively and wisely (Easton, 2008). Therefore, 

teachers should be given time which is well-organized, carefully-structured and purposefully 

directed (Guskey, 2003). Additionally, the structure of the initiatives is important as well, 

which, according to Easton (2008), refers to the appropriateness of school-based initiatives 

for a particular school context rather than implementing one best initiative that works well in 

all contexts.  

Even though teachers are now encouraged to initiate the change process and take 

responsibility for their PL (Le Fevre, 2014), they have traditionally been viewed as the 

implementers of change initiatives which are set out by others, more specifically authorities 

(Lukacs & Galluzzo, 2014). In such practices, teachers are expected to implement externally 
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imposed change initiatives without questioning and the outcome is believed to be a success 

only if it aligns with others` view of what it should look like (Lukacs & Galluzzo, 2014). These 

externally planned events, according to Eraut (1994), should not overtake internally planned 

change since the former generally does not turn out to have a permanent impact. Yet, Day 

(2000) indicates that externally imposed innovations and change can be beneficial as such 

practices may challenge the existing practices in schools and have an influence on the 

organizational and individual cultures. Fullan (2015), disagreeing, argues that change 

implemented by authorities at the systemic level cannot solve individuals` problems from 

above, therefore it should be initiated by teachers themselves to achieve sustainability. 

Nevertheless, when educational change is considered, external change comes to mind 

instead of internal change (Goodson, 2010), based on which it can be inferred that change is 

often seen as a top-down process rather than a bottom-up one. In order to understand 

teachers` emotional responses to the top-down educational change, Hargreaves (2004) 

carried out an empirical study with 50 teachers in 15 elementary and secondary schools in 

Canada. The findings gathered from interviews and focus groups showed that while teachers 

reported positive feelings about self-generated change, most of them felt negatively 

regarding external or government-imposed change. Teachers further reported that they 

associated mandated change with government reforms, and they felt unhappy about it as 

they felt forced to implement the predetermined changes rather than owning the process 

(Hargreaves, 2004). Similarly, Fenwick (2003), after analysing professional growth plans based 

on Michel Foucault`s concept of pastoral power, objects to the top-down approach to change 

and underlines the necessity of approaching teacher learning from a different aspect by 

empowering teachers to take responsibility for their own learning. The researcher further 

adds that the nature of change requires flexibility and time, and teachers` learning occurs at 

their own pace; however, the top-down approach does not allow that as teachers` knowledge 

is disciplined and shaped by particular organizational interests without considering if that 

actually contributes to teachers` knowledge and practice (Fenwick, 2003). This being the case, 

teachers are likely to resist to change when grounded in a top-down approach (Smith & 

Nichol, 1981). 

This section has addressed the challenges in relation to achieving teacher change and 

exemplified how teachers can resist change when a top-down approach is adopted, which has 

highlighted that teachers need to initiate change and act as change agents. The next section 



 
 
40 
 

will attempt to understand how teacher change occurs and how broader systems impact on 

it. 

 

2.7. Beliefs and Teacher Change 

Previously in Section 1.2., it was explained that ELT teachers in Turkey tended to adopt 

a `traditional` teaching approach (Haznedar, 2010), and they lack the competence to use 

`progressive` education strategies, to utilise effective materials and to prepare a learning 

environment which could encourage students to efficiently use English (Gocer, 2010). Such 

issues may be linked to what ELT teachers believe about teaching and learning, which 

according to Johnson (2018), form “the unobservable or hidden side of language teaching” 

(p.259). Therefore, investigating ELT teachers` beliefs can provide insights into their decision-

making processes, the foundations of their pedagogical decisions and the ways to challenge 

and change them (Borg, 2009).  

Teachers ought to continuously change not only to challenge and renew their 

expertise but also to deal with the complexities of classes and the diversities of students 

(Kaasila & Lauriala, 2010; Frost, 2012; Fullan, 2015). Yet, there does not seem to be a 

consensus among scholars regarding how to conceptualise teacher change and in what order 

change occurs. Desimone (2009) suggests that change starts with teachers` beliefs and this 

leads to change in teachers` practices, which ultimately results in change in learning 

outcomes. The change order Guskey (1986) proposes seems to be completely different as the 

researcher argues that change starts with teachers` practices and continues with learning 

outcomes, and this process leads to change in teachers` beliefs and attitudes. Even though 

there is a disagreement about the order of change, scholars agree that changing teachers` 

beliefs is the most challenging part in the change process (Clarke & Hollinsworth, 2002; 

Desimone, 2009; Fullan, 2007; Guskey, 1986). To help teachers to achieve change, it appears 

important to understand how change occurs (Choi & Morrison, 2014) and what attracts 

teachers to change.  

Guskey`s (1986) model of change consists of four interrelated and sequential stages: 

PD, change in teachers` practices, change in learning outcomes and change in teachers` 

beliefs and attitudes. This model contradicts Desimone`s (2009) model which proposes that 

change in teachers` beliefs occurs after an effective PD, which leads to change in teachers` 

practices and to change in learning outcomes. Guskey (1986), disagreeing with Desimone 
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(2009), argues that the reason why teachers feel attracted to PD is because of their beliefs 

and attitudes towards change. Therefore, PD programmes that hope for immediate change 

in teachers` beliefs are likely to fail since they expect teachers to commit without even seeing 

the results of the new methods and techniques to be implemented (Guskey, 2002). According 

to Guskey (1986), change occurs in teachers` beliefs and attitudes only after they see positive 

results of the newly practised teaching techniques. As can be inferred, it is not PD per se, but 

the effective implementation of the newly adopted instructional approach that changes 

teachers` beliefs (Guskey, 2002). 

Guskey (2002) views the significance of change in relation to change in teachers` 

beliefs and attitudes; however, according to Clarke and Hollingsworth (2002), change should 

occur in all three dimensions (teachers` practices, teachers` beliefs, learning outcomes) to be 

regarded as significant. This is because, teachers may change their practices but not their 

beliefs, or teachers may change their beliefs and attitudes but it may not influence their 

practices, or even if change occurs in two domains (teachers` beliefs and practices), it does 

not lead to any improvement in learning outcomes (Clarke & Hollingsworth, 2002). In such 

cases, according to Clarke and Hollingsworth (2002), a real change does not exist. 

Desimone`s (2009) and Guskey`s (1986) models are both criticised because they 

adhere to a linear process and focus on individuals; not taking into consideration the broader 

context (Clarke & Hollingsworth, 2002; Hargreaves & Fullan, 2013). According to Clarke and 

Hollingsworth (2002), change is a more cyclical process and change in one domain can initiate 

change in another domain, which suggests that change does not follow a predetermined path 

but rather it involves cyclical movements. Opfer, Pedder and Lavicza (2011), agreeing, add 

that there is no specific point for change to start as it can be any of three domains, which 

obviously contradicts Desimone (2009) and Guskey (1986). Additionally, different from 

Desimone (2009) and Guskey (1986) both of which focus on individuals, Clarke and 

Hollingsworth (2002) view the change process in relation with the broader context which 

positively or negatively affects teachers` change process. This is why social, situational and 

interactional factors should be taken into consideration to fully understand and conceptualise 

teacher change (Kaasiala & Lauriala, 2010). 

Hargreaves and Fullan`s (2013) Professional Capital model is grounded in the idea that 

teacher change is not a separate phenomenon, and school contexts impact on individual 

teachers and vice versa. Professional Capital model comprises of three components; namely, 
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human capital (individuals` abilities), social capital (the collaborative power of the group) and 

decisional capital (the wisdom and expertise for making reasonable decisions about students) 

(Hargreaves & Fullan, 2013). Although all three components are crucial, Hargreaves and 

Fullan (2013) view social capital as the most influential component since it provides the 

opportunity of using group to change the group. In addition, social capital provides individual 

teachers with opportunities of accessing other teachers` knowledge and their human capitals, 

which contributes to individual teachers` knowledge base (Fullan, 2016). And, according to 

Fullan (2016), individuals whose human capital is relatively low can improve themselves 

through social capital; however, when a school lacks in social capital teachers may not achieve 

change at an expected level even if their human capital is high.  

Empirical research seems to support the role of school contexts in the change process. 

Opfer et al. (2011), with the purpose of investigating the relationship between individual 

teachers and their schools, conducted a quantitative survey study with randomly selected 388 

schools (329 primary 59 secondary) in England. The data gathered from 1126 teachers 

showed that those schools had an orientation to learning including beliefs, support systems 

and collective capacity for learning (Opfer et al., 2011). The researchers suggest that PL should 

be regarded as a dynamic process and it cannot be separated from social contexts teachers 

work in, and therefore schools should shift their thinking about the role they play in teachers  ̀

PL (Opfer et al., 2011). In another quantitative study done in New York within 130 school units 

and with around 1000 fourth and fifth grade teachers, Leana (2011) investigated one-year 

change in students` achievement scores in mathematics in relation to how those teachers` 

human capital and social capital interacted. The findings showed that the teachers, whose 

students showed the highest gains, were more able than the other teachers and they had 

stronger ties with their colleagues. This, according to Leana (2011), points out to a strong link 

between teachers` human capital and social capital, and their impact on learning outcomes 

(Leana, 2011).  

Given that change operates at different levels, the next section will provide an 

overview of contextual and individual factors respectively, then bring them together to 

understand how the interplay between these factors affects the efficacy of teacher learning. 
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2.8. Factors Affecting Teacher Change 

2.8.1. Contextual factors 

Scholars (Hargreaves, 1997; Oosterheert & Vermunt, 2001; Verloop, van Driel, & 

Meyer, 2001) argue that contextual factors affect the change process, since, as Cole (1997) 

indicates, “… conditions under which teachers work generate feelings and psychological 

states that militate against … professional growth” (p.7). School culture (Le Fevre, 2014), 

colleagues (Attard, 20017), principals (King, 2016) and collaborative communities (Fullan, 

2015) seem to be the main elements forming teachers` workplaces.  

School culture refers to the way things are done in schools and reflects the underlying 

beliefs and values that schools may have (King, 2016). In a school culture that is punitive and 

is not favour of inquiries, teachers may feel uncomfortable with trying something new as it 

involves risk (Timperley, 2008). In order to overcome this, the school culture should be 

grounded in trust and mutual respect (Le Fevre, 2014) so that teachers can feel safer to 

initiate change (Bryk & Schneider, 2002). Therefore, it is important to establish a supportive 

school culture where teachers are encouraged to take risks and engage in reflective and 

collaborative PL activities (Fullan, 1993). 

In addition to the school culture, colleagues` characteristics seem to determine 

whether teachers initiate or avoid collaboration. Opfer et al. (2011) indicate that school units 

consist of several elements including teachers` collective beliefs which constantly interact 

with and impact on teachers` individual beliefs. This may be why being surrounded by like-

minded colleagues is important (Garet, Porter, Desimone, Birman, & Yoon, 2001). 

Collaboration and having strong relationships with colleagues can facilitate teacher change as 

belonging to and being a member of a group generates a sense of responsibility, pressure, 

safety, trust and courage for risk taking (Fullan, 2015). This may lead teachers to believe they 

can make a difference together, which according to Fullan (2015), is a kind of human evolution 

through and with others. However, even though teachers work together as a community, 

change may still not be achieved (Gellert, 2008). This can be linked to the adopted 

collaboration approach by schools as `contrived collegiality`, administratively contrived 

interactions among teachers, may even have a negative impact on the sustainability of 

changes (Hargreaves & Dawe, 1990). As is implied, school principals` beliefs about change and 

the managerial support they provide for teachers can affect the whole changing process (King, 

2016; Luka, 2015).  



 
 
44 
 

While the existence and proper implementation of certain elements helps to build a 

collaborative school environment, the lack of the very same elements or not implementing 

them properly enough can result in what Cole (1997) calls, `non or miseducative 

environments` (p.13).  The impact of educative working environments on teachers` change 

process has been investigated by King (2016). The researcher, after a multiple case study 

conducted in five Irish schools with teachers and principals, concludes that support for 

teachers is one of the most important systemic factors which enables them to implement and 

to sustain changes (King, 2016). The researcher adds that support comes not only from 

principals but also from colleagues that teachers work with in PLCs, and indicates that having 

aligned values and beliefs with colleagues is a strong prerequisite for teachers` capacity 

building (King, 2016). In a qualitative study, Wabule (2016) investigated the pitfalls of the 

current CPD (continuing PD) in Uganda by mainly focusing on one teacher through interviews 

and supplemented the data through focus groups with principals, other teachers and 

students. The initial findings showed that poor school environments resulted in individualism, 

envy, mistrust, fear and so on, all of which set a barrier to PL. After exploring the problems, 

the researcher carried out a further action research study with a teacher by implementing a 

school-based CPD to see how a specifically designed CPD can help schools overcome such 

problems. The findings showed that a collaborative environment in which teachers and 

principals worked together could break the barriers of poor communication, isolation and low 

self-esteem. Wabule (2016) concludes that positive school culture and effective school-based 

collaborative initiatives can create a strong ownership for change.  

In addition to these generic elements, other factors may also affect ELT teachers` 

change (e.g. Gocer, 2010). With the purpose of understanding Turkish ELT teachers` 

classroom practices, Gocer (2010) conducted interviews and observations with 26 ELT 

teachers working in private and public schools. The researcher found that the lack of well-

designed English text-books, the importance given to teaching of grammar in the curriculum, 

the limited weekly lesson hours, teachers` professional and pedagogical competence, 

students` approaches to English, the lack of technological resources were the main factors 

constraining ELT teachers from improving their teaching and focusing on skills.  
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2.8.2. Individual factors 

On some occasions, even if educative school environments are established, teachers 

may still resist change as in Smith (2012). Smith (2012), in order to understand how teachers 

use school contexts that they work in, conducted a case study with three teachers and 

collected the data through classroom observations, videotapes and interviews. The findings 

showed that the way the teachers used their contexts - shaped by an interaction between 

their beliefs, practices and resources -, was more important than the characteristics of those 

contexts (Smith, 2012). This, as Smith (2012) points out, suggests teachers` dispositions 

towards learning and change determine whether to initiate and sustain change. Therefore, 

even in an ideal environment in which everything is properly implemented, and no noticeable 

reason exists for not achieving change, teachers` previous experiences, expectations or a lack 

of motivation may inhibit change (Kaasila & Lauriala, 2010). This may be because change is 

already a very complex process itself and it requires the head and the heart of individuals, 

which makes it even more complex (Cole, 1997). 

Understanding teachers` dispositions seems critical to bring change to education 

processes as they “… are closely linked to teachers` strategies for coping with challenges in 

their daily professional life and to their general well-being, and they shape students’ learning 

environment and influence student motivation and achievement” (OECD, 2009, p.89). 

Teachers come to school contexts with different backgrounds, experiences, beliefs, values 

and motivations (Whitworth & Chiu, 2015), all of which form their stance towards change 

(Hargreaves, 2005). Teachers shape their beliefs and values based on their experiences and 

their experiences are shaped by their beliefs and values, which enables them to create their 

meanings and missions they carry with them throughout their careers (Hargreaves, 2005). 

Considering that all personal and professional experiences, educational encounters 

and cultural transmissions feed into the belief system, which Kumaravadivelu (2012) defines 

as “a coherent set of belief or precepts that govern one`s thoughts, words and actions” (p.60), 

it is very difficult to change it (Le Fevre, 2014). As such, teachers may avoid change by on the 

contrary engaging with the new information in a way that confirms their existing beliefs (Hart, 

Albarracin, Eagly, Brechan, Lindberg, & Merrill, 2009), this is what Le Fevre (2014) calls 

cognitive bias. Additionally, teachers may prefer to stick to their existing or previous beliefs 

because of psychological costs that they cannot risk (Timperley & Robinson, 2002). Critiquing 

themselves and examining their beliefs about teaching may lead teachers to vulnerability and 
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lower self-esteem, and they can choose to escape from change rather than to embrace it just 

to avoid those negative feelings (Le Fevre, 2014).  

Van Eekelen, Vermunt and Boshuizen (2006) links learning with teachers` willingness. 

For change to occur, a will to learn which is a psychological state involving a desire to learn, 

to explore, to see or to try something new that has not been done or seen until that time, 

should exist (van Eekelen et al., 2006). With the purpose of exploring teachers` willingness to 

learn, van Eekelen et al. (2006) carried out a qualitative study in a Dutch high school with 

randomly selected 15 teachers. Based on the findings gathered from both interviews and 

focus groups, the researchers grouped the teachers into three: ones who did not see any need 

to learn, ones who wondered how to learn, and ones who were eager to learn (van Eekelen 

et al., 2006). For the teachers in the first and the second groups, according to Oosterheert 

and Vermunt (2001), teaching experiences may fail in being educative as these teachers 

prefer to take their existing knowledge as granted and lack the desire to see something new, 

which makes their teaching turn into a self-confirmation process. Unlike them, the third group 

of teachers are more proactive, more open to both new experiences and others` ideas and 

more aware of their strengths and weaknesses and take more responsibility for their own 

learning (van Eekelen et al., 2006).  

Moreover, teachers with a will to learn attribute success and failure to internal causes 

rather than external ones (van Eekelen et al., 2006). For example, teachers who do not see a 

reason to learn or who do not know how to learn may see themselves as victims of external 

factors such as education systems, classroom situations or students` negative attitudes, all of 

which ultimately becomes their explicit reason not to take any action or responsibility to 

improve their current situation. Being willing to learn may also facilitate deliberative learning 

which is one of the domains of Eraut`s (2000) typology that is based on one`s intention to 

learn. Engaging in deliberative learning helps teachers to perform systematic reflection on 

past events, actions and experiences, and develop necessary skills for decision making and 

problem-solving (Eraut, 2000). The impact of teachers` dispositions on PL has been examined 

by other researchers as well. Gamlem (2015) conducted an intervention study with three 

teachers and six students in a lower secondary school in Norway to understand the impact of 

an intervention on teachers` beliefs and practices. Although teachers were from the same 

school and they participated in the same workshops, they followed different routes after the 

intervention, which might be because of their initial beliefs about the intervention (Gamlem, 
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2015). The researcher concludes that the intervention was a success; however, the outcome 

of the intervention differed according to the teachers` initial beliefs in relation to leading to 

change (Gamlem, 2015). 

These issues may result from teachers` perspective of change and not shifting from 

being recipients of change to initiators of change the latter of which requires them to have a 

more active role in improving not only themselves but also schools in order to contribute to 

educational change (Lukasc, 2015). To achieve this, teachers need to act in an intentional way 

to “shape their own responses to problematic situations” (Fallon & Barnett, 2009, p.12), 

which can lead them to start considering themselves as having a role in finding solutions to 

the problems they are experiencing rather than just acknowledging the existence of problems 

(Luka, 2015). As implied, the main difference between teachers as initiators of change and 

teachers as recipients of change is that teachers of the former group have an insider drive to 

change whereas an external drive exists for the second group (Fullan, 1993).  

Teachers as change agents need to have the ability to read their working 

environments - which involves going beyond the four walls of classrooms -, the ability to 

encourage colleagues and include them in problem-solving processes - which involves 

working in collaboration-, the skills to detect and cope with problems, and have a sense of 

owning the problem (Lukacs & Galluzzo, 2014). Empirical research supports the 

characteristics associated with teachers as change agents as well. For example, Luka (2015) 

carried out a mixed-methods study to understand possible characteristics of a teacher by 

firstly employing a survey in a secondary school to find out who the participants considered 

as a teacher change agent and then by carrying out interviews with the teacher who was 

pointed out as the one by her colleagues. The findings from the interview sessions showed 

that teachers had three prominent characteristics: belief in having a role in change, being 

committed and eager to change and valuing teaching as a profession (Luka, 2015). Having 

such characteristics together with being autonomous, self-directed and collaborative, 

according to Fullan (2015), can motivate teachers to change.  

 

2.8.3. Interplay between contextual and individual factors 

Change is a complex process as it operates at both individual, organizational and 

systemic levels (Le Fevre, 2014). The impact of individual or contextual factors may be more 

salient in some settings; however, these factors are interconnected and can come on the way 
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of each other as in Le Fevre (2014). Le Fevre (2014) carried out a single case study with thirty 

teachers to explore what teachers thought about risk while implementing pedagogical 

change. The findings showed that when the teachers perceived the level of risk as too high, 

they avoided changing their practice (Le Fevre, 2014), which may refer to the psychological 

costs of change mentioned in 2.8.2. The researcher underlines the criticality of creating 

environments in which risk-taking is encouraged and the perception of risk is moderated (Le 

Fevre, 2014). Day (2000), after a study with fourteen teachers both from primary and 

secondary schools, reported two main factors based on what the teachers` stories of change 

revealed, and these were the contextual issues related to the teachers` working environments 

and the teachers` personal dispositions.  

Kwakman (2003), in ten secondary schools in Finland, investigated the factors 

promoting or inhibiting teachers` participation in PL activities. The findings gathered from 

surveys showed that both personal and contextual factors affected the teachers` learning, but 

the individual factors were found to be more impactful (Kwakman, 2003). Similarly, 

Oosterheert and Vermunt (2001) interviewed 30 Dutch secondary school teacher candidates 

in order to understand individual differences in learning to teach and found that both 

individual and contextual factors affected the teacher candidates` learning process. The 

researchers indicate that the working environments should challenge teacher candidates in a 

positive way so that their orientation towards learning can change and they may need a feel 

to change or to develop their existing learning habits (Oosterheert & Vermunt, 2001). In a 

multiple case study conducted in England, Braun et al. (2011) looked at the factors that 

affected the differences in policy enactments between four similar secondary schools in 

England. Based on the findings, the researchers propose four contextual dimensions: situated 

contexts (location, school background, intakes and settings), material contexts (recruiting, 

budget, buildings, technology, substructure), professional contexts (values, commitments 

and teaching experiences) and external contexts (support from local authorities, pressures 

and expectations from broader educational context, legal responsibilities and requirements). 

The researchers highlight that these dimensions involve both individual and contextual 

factors, and they are interconnected (Braun et al., 2011). 

As can be inferred from the reviewed literature, it is not the contextual factors or the 

individual factors on their own, but the interrelationship between them that determines the 

efficacy of teacher learning (Hodkinson & Hodkinson, 2005). This suggests that teacher 
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learning occurs as a result of the interplay between these two dimensions (Hodkinson & 

Hodkinson, 2005). Burn et al.`s (2010) longitudinal study in which the researchers collected 

the data from 17 teachers through observations and interviews seem to support this claim. 

Based on the findings, Burn et al. (2010) explain that two teachers from the same 

collaborative working environment may show intentions for PL, but while one has Eraut`s 

(2000) `deliberative` stance and identifies what she/he wants or needs and creates 

opportunities to achieve their learning goals, the other may have a reactive approach by 

acting in the opposite way and expecting learning to happen as a natural product of teaching 

experience. In the end, while the one with a strong internal mechanism flourishes by taking 

advantage of the supportive environment he/she works in, the latter is likely to fail in 

exploiting such an environment to the fullest (Burn et al., 2010). 

 

2.9. Theoretical Ideas 

This research project looks at individual ELT teachers in relation to their PL and change. 

This is why, rather than change theories at the macro level, Agency Theories will be used 

together to understand how change occurs at the individual level.  

 

2.9.1. Relational agency  

The relationship between individuals and collective practices leads to the notion of 

relational agency developed by Edwards (2005) and her colleagues (Edwards & D`arcy, 2004) 

which sees agency as a product of social relationships. Relational agency requires “a capacity 

to align one`s thoughts and actions with those of others in order to interpret problems of 

practice and to respond to those interpretations” (Edwards & D`arcy, 2004, p.169). Based on 

this definition, relational agency can be claimed to be about the individual capacity both to 

ask for and to offer support to others, which means it is an ability to use other people as 

resources for action while at the same time to be able to be resources for others in order to 

meet their expectations and needs (Edwards & D`arcy, 2004). The importance given to 

relationships among individuals may be because they are believed to foster one`s capability 

(Edwards, 2005). Individuals can go beyond their current position by drawing on others` 

expertise whom they collaborate with (Grimmett, 2014), and they can develop a lack of 

capacity they may have in particular areas by relying on others` resources (Burkitt, 2016). 
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This may promote dependency among individuals since, as Gergen (1999) claims, 

there is no empirically existing agency without relationships and agency is constructed 

through relationships; however, Burkitt (2016) perceives this interdependence as necessary 

to be effective agents in the modern world. For Edwards (2005), on the other hand, this is not 

dependency but an ability to see other people as potential resources and a sense of 

responsibility as well to be resources for others. Edwards (20005) further adds that although 

the focus of relational agency is on the collaborative-object-oriented action, the main goal is 

to achieve individual change as a result of joint action. Therefore, relational agency, though 

may not be without criticisms, can be beneficial as well. For example, Wright (2015) argues 

that through collaborative work, individuals become familiar with differences and respect to 

them, which turns into a process that enables them to use differences as resources. 

Moreover, the ability to work with others, to negotiate and to construct meanings are 

regarded valuable, and sharing is not seen as a weakness (Edwards, 2005). Through shared 

experiences and meanings, according to Edwards (2011), it is also possible to construct 

common knowledge among individuals which can serve as additional resources helping them 

for collaborative decision-making. Therefore, through PLC or CoP, as ways to establish school-

based collaborative working groups, it may become possible to promote relational agency as 

well as human agency.  

With the purposes of exploring how a specifically designed PD affects teachers` 

thinking and teaching practice and how collaborative working environments facilitate 

learning, McNicholl (2013) carried out a qualitative research for five months with five biology 

teachers and a biology teacher educator by employing relational agency to interpret the 

collaborative work among the participants. The findings showed that the participants, despite 

being provided with additional resources, mainly relied on each other`s expertise (McNicholl, 

2013). And, the participants` sense of agency with regards to their own PD had increased 

during the project, which, according to McNicholl (2013), might be because of not putting the 

participants under external criticism but rather encouraging them to self-analyse. Last, but 

not least, some of the teachers reported they started to feel more confident in terms of 

improving their teaching, which, according to McNicholl (2013), is the most important finding 

of the research as it refers to a change in the teachers` perceptions about their agency. 

McNicholl (2013) defines two reasons for the success of the research, one was the 

collaborative environment and the other was the teachers` desire to improve their teaching. 
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The teachers, as McNicholl (2013) indicates, believed that the project would contribute to 

their learning and they were keen to work throughout the period, which may be regarded as 

an indication of strong agency. Another study that Wright (2015) carried out in order to 

investigate the collaboration between a researcher and a teacher has similar findings. 

Throughout the exchange the participants experienced, both the researcher and the teacher 

were found to show not only respect to each other but also willingness to learn from each 

other (Wright, 2015). The participants also reported that they used each other as resources 

in order to respond their learners` needs, which, according to Wright (2015), is a sign of 

relational agency (Wright, 2015).  

 

Ecological model of relational agency 

Biesta and Tedder (2007) propose an ecological model of relational agency, which sees 

agency as “the capacity to act” (Priestley, Biesta, & Robinson, 2015, p.31). According to this 

model, agency can be achieved through individuals` active engagement with their ecological 

environments, rather than being possessed (Biesta & Tedder, 2007). Therefore, teachers can 

achieve agency in one situation while they may fail to do so in another situation, or exercise 

more or less agency at different times (Biesta & Tedder, 2007). As such, this view of agency 

helps to understand how individual teachers may feel enabled or on the contrary constrained 

by their social environments (Priestley, Edwards, Priestley, & Miller, 2012), and how they 

shape their responsiveness according to the educational contexts they are situated in (Biesta 

and Tedder, 2007).  

Emirbayer and Mische (1998) propose a three-dimensional way (see Figure 1) to 

understand agency which covers the influences of the past, the orientations of the future and 

the engagement with the present. The iterational dimension is concerned with the past 

achievements and understandings which include teachers` personal capacity (skills and 

knowledge), beliefs (professional and personal) and values (Priestley et al., 2015). The 

projective dimension encompasses the futuristic element of agency and concerns teachers` 

aspirations related to their work and their short-term and long-term motivations (Priestley et 

al., 2015) to bring about a future that is different from the past and the present (Biesta & 

Tedder, 2007). The practical-evaluative agency, as the third dimension, concerns the day-to-

day working environments teachers work in, which consists of cultural, material and 

structural aspects (Priestley et al., 2015). As this indicates, agency is situated between past 
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and future, which makes it important to understand the ecological conditions through which 

agency is achieved (Biesta & Tedder, 2007). 

 

Figure 1 

A model for understanding the achievement of agency 

 

 

 

 

 

 

 

 

 

 

 

 

(Priestley et al., 2015, p.30) 

 

In this research, the Ecological Model of Agency will be utilised to guide the data 

collection process and to assist in the data analysis and interpretation stage. This model and 

the Relational Agency Theory seem helpful to understand the interplay between the 

individual and contextual factors, and its impact on teachers` engagement in reflective and 

collaborative PL activities. And, as they concern “… the dialectical relationship between 

development of individuals and collective practices” (Grimmett, 2014, p.18), they fit well with 

my ontological and epistemological positions. Adopting a social constructivist approach 

(Chapter 3), I aim to look at how teachers achieve agency within their social contexts and 

understand how the interactions between individuals within their settings and the 

surrounding world around them affect the agency they exert to engage in reflective and 

collaborative PL activities. That is, my purpose is to interpret individual teacher agency by 

exploring its past, present and future elements, thereby will shedding light on the similarities 

and differences between them. These theoretical ideas have been previously utilised within 
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an interpretive and constructivist paradigm by other researchers as well (eg. McNicholl, 2013; 

Priestley et al., 2015). 

 

2.9.2. Agency and self-efficacy  

Self-efficacy, which refers to individuals` beliefs in their power to bring change, seems 

to be closely linked to agency as it explains individuals` engagement in change, their 

motivation throughout the change process and the way they react when they face difficulties 

(Bandura, 2006). According to Bandura (2000), it is individuals` self-efficacy beliefs that affect 

if they think optimistically or pessimistically, what types of goals and actions they set to 

pursue, how committed they stay throughout the process, how much effort they make, what 

they expect from the outcomes they want to produce, the extent to which they persevere 

when they face obstacles, how much depression and stress they go through while dealing 

with external demands and achievements they want to realise. As such, low self-efficacy is 

associated with a lack of motivation for achieving change and therefore individuals give up 

exerting effort easily in the face of obstacles, while high self-efficacy is associated with high 

level of motivation where difficulties are seen as surmountable (Bandura, 2006). Moreover, 

people`s judgement of their personal efficacy seems to affect their selection of environment 

as well, since while ones with higher self-efficacy undertake relatively difficult activities and 

select social environments that they think they are capable of dealing with, ones with lower 

self-efficacy may tend to behave in the opposite way believing those activities and 

environments are beyond their capabilities (Bandura, 1989). As can be inferred, self-efficacy 

beliefs have an impact on cognitive, motivational, affective and decision-making processes 

(Bandura, 2006).  

 

2.10. Summary 

This literature review has discussed the criticality of teacher education in relation to 

countries` education systems and highlighted the need for agentic teachers who can take 

responsibility for their PL and initiate change. It then, has proposed that reflective practice 

and collaborative working, as two day-to-day activities teachers engage in within their 

workplaces, can facilitate learning and help to bring about change. By engaging in deeper 

levels of reflection, teachers can become more open to collaboration and view others` 
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expertise as a resource to improve their teaching and being a member of collaborative 

learning communities can enhance reflection, which signals a link between reflection and 

collaboration in relation to teachers` learning. Afterwards, a link has been introduced 

between PL and teacher change and the challenges for achieving change have been explained. 

In order to transform their teaching, teachers need to have the potential to achieve change 

which is influenced by the interplay between teachers` personal backgrounds and aspirations 

and their ecological environments. By bringing reflective practice and collaborative working 

together, this research will provide insights about the effective models of reflection and 

collaboration and will shed light on the main factors affecting each concept. In the next 

chapter I will clarify my epistemological and ontological stance, my research methodology 

and data analysis stage together with field challenges and ethical issues.  
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CHAPTER 3 METHODOLOGY 

3.1. Introduction 

This chapter outlines the ontological and epistemological positions underpinning this 

research and the methodology and methods used to answer the research questions. It also 

presents the sampling strategy and participants, the data collection process and the analysis 

techniques together with the research issues and ethical issues.  

 

3.2. Research Paradigm 

The philosophical stance adopted by researchers has a direct impact on their view of 

reality and knowledge, their choices of methodology, and methods they use for the research 

(Gray, 2014). As researchers` philosophical stance constitutes how they see the world and 

what they think about research, philosophical issues are integral to the research and can 

neither be thought of as separate from the research process nor be ignored at any stages 

(Scott & Usher, 2011).  

 This basic belief system that every researcher holds both about the world and about 

the research is defined as a research paradigm (Thomas, 2013). A paradigm is the 

representation of the worldview of researchers that guides them through the research 

process (Guba & Lincoln, 1994). A paradigm consists of four interrelated components; 

namely, ontology, epistemology, methodology and methods (Scotland, 2012). This 

interrelationship is one where, ontological positions give rise to epistemological positions 

which, in turn, lead to methodological considerations and these, in turn, inform methods and 

data collection (Hitchcock & Hughes, 1995). Based on what has been explained so far, it can 

be concluded that research is concerned with understanding the world and this is formed by 

how researchers view their worlds, what they understand from understanding itself and what 

purposes they attribute to understanding (Cohen, Manion, & Morrison, 2005). The way 

researchers view reality and knowledge informs the research design and the purposes 

research will serve (Cohen et al., 2005). It then follows that it may be impossible to engage 

adequately in research before committing to ontological and epistemological positions that 

underpin the research process (Scotland, 2012). 
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3.2.1. Ontology and epistemology 

“Ontology is the study of being” (Crotty, 1998, p.10), which means ontology is mainly 

concerned with the nature of existence (Gray, 2014). It focuses on questions such as what is, 

what is there that can be known about, and what is the nature of reality (Guba & Lincoln, 

1994). Epistemology, on the other hand, is concerned with knowledge (Crotty, 1998), and 

focuses on questions such as what it means to know, how do we know what we know, what 

is the relationship between the knower and what can be known (Guba & Lincoln, 1994). The 

answers given to these ontological and epistemological questions determine research 

paradigms and positions to be taken by researchers in relation to epistemology and ontology. 

Positivism and interpretivism are regarded as two leading paradigms in the Social Sciences 

(Thomas, 2013), and they will be elaborated further below. 

 

3.2.2. Positivism versus interpretivism 

Positivism argues that it is possible to obtain knowledge about the social world in an 

objective way, which indicates that what is seen or heard can be perceived and recorded 

straightforwardly without encountering many problems (Thomas, 2013). Positivists further 

claim that there is an absolute knowledge about an objective reality, and researchers are 

required to stay neutral and objective as much as possible in order to discover that reality 

(Scotland, 2012). However, although this may work for studying the natural sciences, Thomas 

(2013) states that it is not possible to study the social world through the same methods used 

for the natural sciences, and therefore a different mindset is needed to make inquiries into it. 

This major anti-positivist stance is called interpretivism and it has a focus on people and the 

way they interrelate, what they think and how they form ideas about the world, and how they 

construct their worlds accordingly (Thomas, 2013). Interpretivism, in short, looks for 

“culturally derived and historically situated interpretations of the social world” (Crotty, 1998, 

p. 67). As this definition implies, in contrast to positivists, interpretivists argue that there is 

no objective truth waiting for researchers to discover, since truth, or in this case meaning, 

comes into existence as a result of researchers` engagement with the world (Crotty, 1998). 

An example of a tree may show the difference more clearly between the positivist and 

the interpretivist mindsets. For positivists, “a tree in the forest is a tree, regardless of whether 

anyone is aware of its existence or not. As an object of that kind, it carries the intrinsic 
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meaning of treeness. When human beings recognize it as a tree, they are simply discovering 

a meaning that has been lying in wait for them all along.” (Crotty, 1998, p.8). For 

interpretivists, however, “a tree is not a tree without someone to call it as tree. Meaning is 

not discovered; it is constructed through the interaction between consciousness and the 

world. Consciousness is always consciousness of something” (Crotty, 1998, p.44). 

Interpretivists elaborate this further by stating that “we need to remind ourselves here that 

it is human beings who have constructed it as a tree, given it the name, and attributed to it 

the associations we make with trees” (Crotty, 1998, p.43). As can be inferred so far, while 

positivist researchers do not leave much room for interpretation since they believe the social 

world is out there to be discovered existing separately from them (Thomas, 2013), 

interpretivist researchers believe that value free knowledge is not possible (Scotland, 2012). 

The ontology underpinning the positivist stance is realism, which mainly argues that 

researchers and the researched are independent entities, and researchers are required to 

possess the capability of studying the object without affecting it or being affected by it (Guba 

& Lincoln, 1994). The discoverable knowledge is claimed to represent the absolute reality and 

not to be influenced by values or biases since it is not situated in a political or historical 

context (Scotland, 2012). Therefore, it is possible to make generalizations and to formulate 

laws based on findings which are accepted as true so long as they can be replicated (Guba & 

Lincoln, 1994). On the other hand, the ontology underpinning the interpretivist stance is 

relativism which views reality as subjective and differing from person to person (Guba & 

Lincoln, 1994). Therefore, unlike realism which is based on the idea of the existence of 

absolute reality, relativism argues that reality is personally constructed which results in as 

many realities as individuals (Scotland, 2012). 

The epistemology underpinning the positivist stance is objectivism which is based on 

the idea that there is an objective truth and the social world is external to individuals (Cohen 

et al., 2005). Therefore, the main aim of researchers who adopt an objectivist stance is to 

discover this objective truth without including their feelings or values (Gray, 2014). Methods 

such as experiments and surveys can help researchers discover the objective truth by 

objectifying their values, feelings and understandings (Crotty, 1998). Interpretivism, on the 

other hand, is closely linked to constructivism which argues that truth, or meaning, does not 

exist somewhere outside but it is created by individuals through their interaction with the 

world (Gray, 2014). Constructivists believe that individuals try to understand the world in 
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which they live, and they develop meanings based on their experiences in order to achieve 

that (Creswell, 2014). Researchers are required to rely on these meanings as much as possible 

without trying to narrow them into few ideas since these varied and multiple meanings can 

help researchers to look for the complexity of views (Creswell, 2014). 

Although positivism aims to reduce the complex to the simple by trying to control and 

to simplify variables (Scotland, 2012), it has limitations. Scott and Usher (2011) explain this by 

stating that positivism falls short of understanding the multiplicity and complexity of the 

world of individuals. Researchers are required to understand and to make sense of the social 

world first, in order to explain it well (Scott & Usher, 2011), with which Gadamer (2004) agrees 

by further adding that it is not possible for one to separate themselves from the cultural and 

historical contexts which constitute their interpretive frame. Therefore, the social reality 

cannot be perceived straightforwardly as each individual constructs his/her world in a 

different way, which makes reality complex and multi-layered, rather than being simply out 

there (Thomas, 2013). As such, it can be claimed that different realities can exist even in 

relation to the same phenomenon (Crotty, 1998). Since these realities can only be understood 

from the standpoint of individuals who are the actors of the investigated action, researchers 

need to look closely at what people are doing by using their own selves and their own 

knowledge of the world since each has feelings and understandings, and all these influence 

the way they see and interpret the world (Cohen et al., 2005). 

In this research, I adopted an interpretivist-constructivist stance towards reality with 

the aim of understanding different meanings the ELT teachers attributed to a particular 

phenomenon, i.e. PL (Creswell, 2014).  To achieve this, I conducted deep conversations with 

them, trying to attend every nuance of their behaviours, which was a complex process that 

required using my own interpretations and understandings in order to interpret their views 

and behaviours (Thomas, 2013). As can be understood, I could not stay objective and neutral 

for this kind of research (Thomas, 2013), which might not be a limitation as I acknowledge 

that my background shaped my interpretation and my personal, cultural and historical 

experiences influenced the way I interpreted the data (Creswell, 2014).  

 Although the interpretivist approach is believed to be appropriate for this particular 

educational research, I acknowledge that it does have shortcomings. Knowledge that was 

produced by the interpretive paradigm has limited transferability as it had the traits of a 

specific context (Scotland, 2012). Moreover, the findings did not enable me to make any 
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statistical generalizations because the research produced contextualized qualitative data, and 

interpretations of this data might involve interpretive constructions (Scotland, 2012). 

However, the aim of this research was not to make statistical generalisations to a larger 

population (Leung, 2015), but to achieve a deep understanding about the ELT teachers` 

experiences of PL under the concepts of collaborative working and reflective practice. That is 

because I believe in the uniqueness of events and individuals and acknowledge the 

multiplicity of interpretations of and perspectives on single events and phenomenon (Cohen, 

Manion, & Morrison, 2011). As such, the interpretivist-constructivist stance fits well for this 

particular research. 

Among the forms of interpretivism, the characteristics of social constructivism seem 

to echo in the research. Social constructivism is based on the idea that the ways individuals 

understand the world, the categories and the concepts they employ for every single event are 

historically and culturally specific (Burr, 2003). What this means is that two people can live in 

the same context and go through similar things, yet have different experiences and 

perspectives (Patton, 2015). Therefore, since every individual has a perspective on this 

common world and that is not identical with others` (Berger & Luckmann, 1967), social 

constructivist researchers do not seek for a singular meaning or a universal explanation, but 

they look for multiplicities (Patton, 2015). By adopting the social constructivist logic in this 

research, I aimed to capture diverse meanings and multiple realities about the ELT teachers` 

experiences and understandings of their PL (Patton, 2015). After collecting the data, I 

compared their experiences with each other`s and interpreted the impact of differences on 

their experiences (Patton, 2015). This analysis allowed me to understand what shaped 

different experiences (Patton, 2015), which fit in two main categories the literature proposes; 

namely contextual and individual factors.   

 

3.3. Description of the Research 

3.3.1. Research questions 

The aim of the research was to explore Turkish ELT teachers experiences of PL and 

there were three research questions, two of which came with sub-questions:  

1. How do ELT teachers working in different contexts experience reflective practice in 

their PL? 



 
 
60 
 

- To what extent do they reflect on their teaching? 

- What modes of reflection do they engage in? 

- In what occasions do they reflect? 

- What do they reflect on? 

- How do they reflect?  

2. How do ELT teachers working in different contexts experience collaboration with their 

colleagues in their PL? 

- To what extent do they collaborate with their colleagues? 

- What modes of collaboration do they engage in with their colleagues? 

- In what occasions do they collaborate? 

- On what do they collaborate? 

- How do they collaborate? 

3. What are the factors that affect ELT teachers` engagement in reflective and 

collaborative PL activities? 

 

3.3.2. Research approach 

The alignment between the belief system underpinning research approach, research 

questions and the research approach itself is believed to be a prerequisite for rigorous 

qualitative research (Teherani, Martimianakis, Stenfors-Hayes, Wadhwa, & Varpio, 2015). 

Given that this research adopts an interpretivist-constructivist approach, the reality is 

believed not to be accessed directly but to be understood from the meanings that people 

attribute to the social world or to a particular phenomenon, which points to the idea of 

multiple realities rather than a singular one (Robson, 2011). Then, the main task of 

interpretivist researchers is to understand those multiple realities of participants through 

instruments that supply the relevant information (Robson, 2011). As can be inferred here, it 

is the “words” to which the attention is given to, not the “numbers”, and this is viewed as a 

salient characteristic of qualitative research (Bryman, 2016). As the given information 

suggests, this study adopted a qualitative approach with a purpose of understanding the ELT 

teachers` subjective experiences on PL, which aligns with the epistemological and ontological 

positions the study was grounded in.  

Quantitative research, in contrast to qualitative research, is grounded in the positivist 

belief according to which there is a singular reality and it can be directly accessed through 
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appropriate experimental instruments (Teherani et al., 2015). Quantitative researchers argue 

that the numerical data gathered for the undertaken research can be generalised to a wider 

population as long that the required methodological precautions are taken (Flick, 2014). This 

contradicts with qualitative research since, according to qualitative researchers, it is not 

possible to avoid the impact of the social and the cultural backgrounds on the findings no 

matter what methodological controls are taken (Flick, 2014). Therefore, knowing that 

contextual understanding of social behaviours is of utmost importance and that they can be 

investigated only in their natural settings, qualitative researchers focus on the meanings 

people have and aim at understanding the social world through the eyes of their participants, 

which is a relatively long process requiring in-depth information rather than numbers 

(Bryman, 2016). 

In this research, I aimed to understand how ELT teachers experienced PL, to what 

extent PL occurred in the contexts they worked and what kind of meanings they assigned to 

PL (Bogdan & Biklen, 2006). In order to achieve this, I collected the data through life-histories, 

critical incidents and semi-structured interviews, which reflects two central tenets of 

qualitative research: “1) … face to face interaction is the fullest condition of participating in 

the mind of another human being, and 2) … you must participate in the mind of another 

human being (in sociological terms, take the role of the other) to acquire social knowledge.” 

(Lofland & Lofland, 1995, p.16). By studying the subjective practices of the ELT teachers, I 

acknowledged that their experiences might be different from each other`s, and in that case, 

I would demonstrate the variety in their subjective perspectives and experiences on PL (Flick, 

2014). As a characteristic of qualitative research, the aim in this research was theoretical 

generalisation rather than numerical generalisation, the first of which is not concerned with 

the number of the individuals or the situations studied (Flick, 2014).  

 

3.3.3. Research design 

To answer the research questions, a multiple case study design was adopted. Case 

study is “… a strategy for doing research which involves an empirical investigation of a 

particular contemporary phenomenon in its real-life context using multiple sources of 

evidence.” (Robson, 2011, p.136). Because of the fact that many variables may operate in 

even a single case, employing multiple data collection tools is important for gathering thick 

data which enables researchers to make implications for those variables (Cohen et al., 2011). 
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Small groups, communities, educational programs, decisions, organisational change, specific 

incidents, individuals and the like can form the range of cases all of which can be studied as a 

single case as well as multiple cases (Yin, 2014). For this study, individual ELT teachers formed 

the primary unit of analysis and I focused on their experiences of being an ELT teacher since 

the start of their professional careers. 

Yin (2014) states that case study fits well in situations when “1) the main research 

questions are how and why questions, 2) a researcher has little or no control over behavioural 

events, and 3) the focus of the study is a contemporary (as opposed to entirely historical) 

phenomenon” (p.2). By investigating individual ELT teachers as cases in their real-world 

contexts, i.e. schools, and by aiming to provide a deep and detailed investigation of their 

experiences of reflective and collaborative PL activities without attempting to manipulate 

them, this study seems to meet those criteria. Building thick descriptions around individual 

ELT teachers, and gathering information about everything which fed into their PL helped in 

exploring what was going on in the contexts they worked as well. Therefore, studying the ELT 

teachers as cases allowed me to understand how the external factors and personal 

backgrounds, as powerful determinants, determined whether they pursued their PL (Cohen 

et al., 2011). Even though single case studies may have invaluable implications, multiple case 

studies are believed to be stronger as they can yield more objective data (Yin, 2014). 

The purpose of having more than one case is not to make generalisations to some 

populations; although, according to Adelman, Kemmis and Jenkins (1980), this is possible 

since case studies can enable researchers to make generalisations from a unit to a class. 

However, Yin (1994) strongly disagrees with this by indicating that case studies, unlike 

experiments, can be generalizable to theoretical propositions (i.e., analytic generalisations) 

not to wider populations or to universes (i.e., statistical generalisations). Therefore, the 

purpose of this study was to make analytic generalisations through either similar findings (a 

literal replication) or contrasting findings for expected reasons (a theoretical replication) (Yin, 

2014). Yin (1994) further explains that “a previously developed theory is used as a template 

with which to compare the empirical results of the case study. If two or more cases are shown 

to support the same theory, replication may be claimed” (p.31). As this suggests, the first case 

can provide initial ideas about what is going on and following cases can be investigated to 

understand if they confirm or disconfirm the theoretical view made based on the first one, 

which facilitates making theoretical generalisations (Robson, 2011).  



 
 
63 
 

3.4. Data Collection 

3.4.1. Sampling model 

There are no set rules for the size of sample for qualitative studies (Cohen et al., 2011). 

Onwuegbuzie and Leech (2005) argue that the sample should be large enough to gather thick 

enough and rich data and to achieve saturation; but not too large, which might result in data 

overload and manageability issues. Warren (2002) indicates that no fewer than 20 interviews 

can gather thick enough data for qualitative studies, and Patton (2015) explains that this can 

be done by studying 20 different people if the purpose is seeking breadth, or doing multiple 

interviews with a smaller number of people if the purpose is seeking depth, both of which 

might help to achieve data saturation. To that, Mason (2010) adds it is not the number per 

se, but the quality and the depth of data which enables researchers to achieve data 

saturation. Moreover, triangulation in data, according to Fusch and Ness (2015), is another 

method for data saturation since one ensures the other. Therefore, although this research 

had a small sample, the data gathered from life histories (a very intensive type of 

interviewing), critical incidents and semi-structured interviews was rich and in-depth enough 

for allowing me to make theoretical generalisations at the end (Bryman, 2016).  

Quantitative studies, in general, involve the use of probability sampling techniques 

which allow researchers to draw a large number of participants or specifically defined sub-

groups from the wider population in a random way (Gray, 2014). Since the aim is to achieve 

a sample that can represent the wider population (Gray, 2014), the larger the sample, the 

better it is for quantitative studies (Cohen et al., 2011). As such, by claiming that the sample 

represents the population, quantitative researchers generalise findings and implications 

(Onwuegbuzie & Leech, 2005). Unlike quantitative studies, this qualitative study had a small 

sample (13 ELT teachers) and employed non-probability sampling strategies. By choosing non-

probability sampling strategies, I acknowledge that the sample does not represent the wider 

population, but it simply represents itself (Cohen et al., 2011). Among the types of non-

probability sampling, a mixture of purposive sampling, convenience sampling and snowball 

sampling was used for this research (Cohen et al., 2011). 

Purposive sampling is defined as judgemental sampling for which researchers 

consciously select certain subjects or elements to include in their study (Crookes & Davies, 

1998). The selection of units can be people, organizations, documents, departments and the 

like, with direct reference to the research questions being asked (Bryman, 2016). In this 
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research, two different levels of sampling were intermingled, which, as Bryman (2016) claims, 

is a relevant decision particularly for single case studies or multiple case studies. The literature 

(World Bank, 2005) indicates that there might be differences between rural school teachers 

and urban school teachers regarding their experiences of PL. Moreover, it is acknowledged 

that people`s behaviours are affected by contextual factors, which might highlight the 

importance of sampling contexts as well as participants (Bryman, 2016). As such, the choice 

of schools was purposive to an extent since I aimed to have different contexts by equally 

selecting from rural and urban schools so that the research questions could be answered. 

With this kind of purposive sampling procedure, it is possible to achieve comparability across 

different types of cases on a dimension of interest (Gray, 2014), which for this study refers to 

the comparison between rural and urban school teachers in terms of their experiences of 

reflective and collaborative PL activities. The choice of schools carries the characteristics of 

convenience sampling as well since I approached schools in a region where my hometown is 

located as they were easier to access. Unlike schools, there were not any set criteria for the 

teachers, and variables such as gender, age, degree levels and teaching experience were not 

taken into consideration in this research. That is because the related literature does not 

mention the importance of these variables with regards to teachers` PL experiences. 

Moreover, in terms of my philosophical position, I believe there is no representative 

experience among individuals and therefore I did not aim at generalising the findings to a 

wider population (Onwuegbuzie & Leech, 2005). Therefore, the participation was on a 

voluntary-basis, and the ELT teachers who were available at that time and willing to 

participate in the study formed the sample. As such, mainly convenience sampling was used 

for the ELT teachers which is based on the idea of choosing units of analysis because they are 

available to researchers (Bryman, 2016). In addition, some of the teachers identified other 

ELT teachers who they thought would be interested in participating in this research (Gray, 

2014), and that was how I benefitted from snowball sampling as well.  

Gay and Airasian (2003) claim that the use of volunteers is a salient feature of 

convenience sampling, and that using convenience sampling can be advantageous as 

participants are likely to have a motivation or interest to participate in the research. However, 

this kind of non-probability sampling might have some limitations as well. That is because it 

does not represent the wider population which is composed of both volunteers and non-

volunteers, and therefore does not allow generalisations (Gay & Airasian, 2003). Yet, as stated 
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before, it is not an issue for this research since I believe there is no representative experience 

and that everybody constructs their reality in a different way (Patton, 2015). Therefore, no 

matter who forms the sample, their experiences can be slightly different from each other`s 

even though they may share some features in common (Patton, 2015).  

 

3.4.2. Participants 

The data was collected in a city located in the Central Anatolian Region of Turkey in 

2018 from September to November. Twenty-two ELT teachers were approached in total, and 

13 of them accepted to participate in the study. All 13 teachers were working in public schools 

at the time of the interview, including primary (7-10-year-old students), secondary (11-13-

year-old students) and high schools (14-18-year-old students). Seven of the teachers were 

working in a rural area, six of them were working in the urban area. The teachers` ages ranged 

from 26 to 34, and their teaching experiences ranged from 4 to 11 years, which suggests that 

the sample of this study consists of less experiences ELT teachers and this may bring about 

limitations (see Section 8.4.). Ten of the teachers are female and three are male. While nine 

of the teachers are graduates of English Language Teaching (ELT) departments, four of them 

graduated from English Language Literature departments of universities and took pedagogical 

formation courses to become ELT teachers. And, four of the teachers pursued further 

education by doing master`s degree in subjects such as Educational Programmes and 

Teaching, English Language and Literature and Drama and Education. While four of the 

teachers were responsible for doing teaching only, eight of them had additional 

responsibilities such as staying at student dormitories as teacher aides and giving courses on 

the weekends. And one of the teachers was assigned with managerial responsibilities in 

addition to 12 hours of classroom teaching. While 12 of the teachers were teaching to either 

at primary school, secondary school or high school students, one of the teachers was doing 

teaching to both secondary and high school students as he was working in an integrated 

school building. Table 2 shows the profiles of the teachers under the pseudonyms given to 

them.  
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Table 2 

Profiles of the teachers 

Teachers Gender Age Marital 
Status 

Teaching 
Exp. 

Educational Background Current 
School 

Responsibilities Years Age 
groups 

Gaye Female 33 Single 11 years Bachelors: ELT 
Masters: (Completed) Educational 
Programmes and Teaching 

Primary 
school, 
Urban area 

Teaching 2nd, 3rd, 4th  7-10 

Esma Female 29 Single 5 years Bachelors: English Language and 
Literature 
Masters: (Ongoing) English Language 
and Literature 

Secondary 
school, 
Rural area 

Teaching, 
Weekend course, 
Teaching aide 

5th, 6th, 7th  11-14 

Yeliz Female 32 Married 6 years Bachelors: ELT High school, 
Urban area 

Teaching, 
Weekend course 

9th, 10th, 
11th, 12th 
(Exam 
group) 

15-18 

Kerim Male 34 Married 10 years Bachelors: ELT High school, 
Urban area 

Teaching, 
Weekend course 

9th, 10th, 
11th, 12th 
(Exam 
group) 

15-18 

Dilek Female 27 Married 4 years Bachelors: English Language and 
Literature 
 

High school, 
Rural area 

Teaching, 
Weekend course 

9th, 11th,12th  15-18 

Hande Female 31 Married 8 years Bachelors: ELT Secondary 
school, 
Urban area 

Teaching 6th, 7th  11-14 

Lale Female 26 Single 4 years Bachelors: ELT High school, 
Rural area 

Teaching,  
Assistant Principal,  
Teaching aide 

11th  15-18 
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Pinar Female 32 Single 9 years Bachelors: ELT 
Masters: (Completed) Educational 
Programmes and Teaching 

High school, 
Rural area 

Teaching, 
Weekend course, 
Teaching aide 

9th, 10th, 
12th (Exam 
group) 

15-18 

Mine Female 34 Married 5 years Bachelors: English Language and 
Literature 
 

Secondary 
school, 
Urban area 

Teaching 7th, 8th 
(Exam 
group) 

11-14 

Ilker Male 32 Married 9 years Bachelors: English Language and 
Literature 
 

Secondary 
school, 
Urban area 

Teaching, 
Weekend course 

5th, 8th 
(Exam 
group) 

11-14 

Naz Female 28 Single 5 years Bachelors: ELT Secondary 
school, 
Rural area 

Teaching 5th, 7th, 8th  11-14 

Sedef Female 28 Single 5 years Bachelors: ELT 
Masters: (Ongoing) Drama and 
Education 

Secondary 
school, 
Rural area 

Teaching, 
Weekend course, 
Teaching aide 

5th, 6th, 7th  11-14 

Okan Male 29 Single 8 years Bachelors: ELT Secondary 
and High 
school, 
Rural area 

Teaching, 
Weekend course 

6th, 7th, 8th, 
9th, 10th, 
11th, 12th  

11-18 
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3.4.3. Instruments 

Three types of data collection tools were used in order to answer the research 

questions, and these were respectively life histories, critical incidents and semi-structured 

interviews. While life histories provided the big picture of the ELT teachers` professional 

learning experiences and gave an idea about how they became their current self by pointing 

out why and how dimensions (Ward, 2003), critical incidents helped to capture more specific 

learning experiences. And, as the last step, with semi-structured interviews, I was able to 

cover any missing issues that were not covered in the previous sessions and to learn more 

about the teachers` perspectives about PL. These data collection instruments are believed to 

have been helpful for identifying different forms of agency as well. For example, life-histories 

allowed me to understand the iterational elements of agency by providing information about 

how past experiences built upon the teachers` agency and how they transformed across time. 

Critical incidents helped with the practical-evaluative form of agency by providing information 

about how the teachers showed responsiveness to their present circumstances and what 

initiated change. Through the semi-structured interviews, I was able to understand the 

teachers` plans and motivations to bring about change in the future, which refers to the 

projective agency.  

 

Life histories 

Life histories are defined as “the inner experience of individuals, how they interpret, 

understand and define the world around them.” (Faraday & Plummer, 1979, p.776). As this 

suggests, life histories enable researchers to invite respondents to look back in detail across 

their entire life course (Bryman, 2016). Life histories technique can be classified as a type of 

unstructured interview which are informal and flexible (Robson, 2011), and since this 

technique covers the totality of individuals` lives, it can provide in-depth data (Bryman, 2016). 

Using life histories allowed me to ask the teachers to recall and to recount their 

experiences with specific changes and developments throughout their teaching careers (Flick, 

2014). As to achieve that, I first asked them to define what they understood by the 

phenomenon of PL to make sure that they had a clear understanding of it; then I asked them 

to present the history of their PL and to tell all the relevant events in a consistent way from 

its beginning to its end (Hermanns, 1995 as cited in Flick, 2014). This allowed me to see all 



 

 
 
69 
 

relevant information about the important turning points in teachers` lives, which might have 

had an impact on increasing or decreasing the likelihood of their pursuing PL (Bryman, 2016). 

Among three kinds of life stories proposed by Plummer (2001), researched life histories were 

adopted for this study, which are solicited to respondents with a purpose to seek an answer 

to a particular question in researchers` mind. 

The life histories technique enables researchers to give voice to the experienced lives 

of their respondents who might be unheard or ignored (Labaree, 2006), which makes it an 

appropriate method for researchers who are interested in the experiences of the people they 

study (Josselson, 1996). Moreover, as Cole and Knowles (2001) state, it intends to “advance 

understanding about the complex interactions between individuals` lives and the institutional 

and societal contexts in which they are lived” (p.126). Therefore, even though it is believed 

that life histories fit well into this study, it is not without any limitations. Since life histories is 

a kind of open-ended interviewing, some of the interviews took quite a long time, and 

resulted in a practical problem for me as I had to record, transcribe and analyse a sheer 

amount of data (Flick, 2014). Additionally, no matter how in-depth the data life stories can 

provide, it may not have been possible to achieve a total immersion into the teachers` PL 

experiences (Labaree, 2006). In order to avoid that, the data collected through life histories 

was confirmed through the other tools.  

 

Critical incidents 

Critical incidents are defined as “an attempt to identify the most ̀ noteworthy` aspects 

of job behaviour (which are) based on the assumption that jobs are composed of critical and 

non-critical tasks … The idea is to collect reports as to what people do that is particularly 

effective in contributing to good performance and then to scale the incidents in order of 

difficulty, frequency and importance to the job as a whole.” (Oxtoby, 1979, p.230). The 

incidents can consist of a wide range of topics such as specific events, activities, behaviours, 

all of which, in common, have an impact on the outcomes of the system or process which 

makes them memorable to respondents (Schluter, Seaton, & Chaboyer, 2007). And, a critical 

incident does not have to be something extreme or dramatic in order to be considered as 

noteworthy for further investigation, and therefore it can be a routine daily procedure (Bell 

& Waters, 2014). The critical incidents in this study constituted of special incidents or events 

where the teachers felt they learnt something.  
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Even though direct observations and written records might be useful when the 

investigated incident is an explicit behaviour, critical incidents in this study were carried out 

through face-to-face interviewing method. That is because the main concern is PL, which is 

an unseen behaviour as it is regarded as a cognitive process (Schluter et al., 2007). Through 

in-person interviews, I was able to probe for in-depth responses with the help of both verbal 

information and non-verbal communication signs (Schluter et al., 2007), the latter of which 

was written down as comments after each interview session. The questions that were 

directed to the teachers were structured in a clear and explicit way focusing on a specific 

incident in order to explore how they experienced PL and why they chose those particular 

ways (Bell, 2010). As Zimmerman and Wieder (1977) propose, four types of questions were 

asked, which followed the order of what, when, where and how. What questions allowed me 

with a description of the activity, when questions provided the timing of the activity that was 

being investigated, where questions gave information about the location of the specified 

activity and how questions provided me with an opportunity to understand the logic behind 

the teachers` behaving in a particular way (Zimmerman & Wieder, 1977). 

The critical incident technique provided insights regarding how the teachers 

experienced PL in real life as it took the actual events at the centre into consideration, rather 

than imaginary situations (Bradbury-Jones & Tranter, 2008). However, this strength of the 

technique could have turned into a weakness as well in situations when the teachers were 

not able to give full and precise details about the incident, and this may have jeopardised the 

research if collected data had been used without confirming its accuracy through the other 

additional instruments (Flanagan, 1954).  

 

Semi-structured interviews 

Robson (2011) defines semi-structured interviews in which “the interviewer has an 

interview guide that serves as a checklist of topics to be covered and a default wording and 

order for the questions, but the wording and order are often substantially modified based on 

the flow of the interview, and additional unplanned questions are asked to follow up on what 

the interviewee says.” (p.280). Bryman (2016) argues that when researchers begin the 

investigation with a clear focus rather than a very general idea about the topic of the research, 

it is more helpful to use semi-structured interviews so that more specific issues can be 

addressed. That is why semi-structured interviews were deemed to be suitable for this study 
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as the third data collection instrument. Through semi-structured interviews, the teachers had 

the opportunity to discuss their interpretations of the social world that they lived in, and to 

express how they made meaning of the situations from their point of view (Cohen et al., 

2011). Moreover, the tone of their voice, their facial expressions, and hesitations supplied 

additional information that other methods might not provide (Bell & Waters, 2014).  

Even though semi-structured interviews might be advantageous for this study by 

helping to gain rich data about a complex and deep issue (Cohen et al., 2011), by serving as a 

short-cut to directly access what was happening about the teachers` PL (Robson, 2011), the 

qualitative nature of semi-structured interviews might indicate some disadvantages. This 

applies to life histories and critical incidents as well. Since interviews are based on people`s 

own interpretations and nothing else, it produces purely subjective data and this may cause 

bias (Cohen et al., 2011). This danger of bias may result from researchers as well since they 

or the way they interact may have an impact on the interviewees (Bell & Waters, 2014). 

Moreover, interviews may not be the most practical way of collecting data since they are 

expensive in time and time consuming and tedious in terms of transcribing and interpreting 

data (Cohen et al., 2011). Additionally, determining the number of the sample for interviews 

is tricky since there is no standard for that and it can change according to the research (Arthur, 

Waring, Coe, & Hedges, 2013).  

In order to avoid these potential problems that may have jeopardised the study, I took 

some precautions. Rather than conducting one session for the data collection, or using one 

method, I triangulated the data collection tools by using three different interviews in three 

different sessions. “Triangulation means combining several qualitative methods or combining 

quantitative and qualitative methods.” (Gray, 2014, p.196). The main idea behind 

triangulation is that it is better to view a phenomenon from several points rather than viewing 

from only one (Thomas, 2013). Therefore, by combining methods, I aimed to compensate for 

the weaknesses of one method with the strengths of others (Gray, 2014). As such, even if the 

responses gathered from the first interview session might fail in providing enough detail or 

reflection, the second or the third sessions would compensate for that and supply the 

expected level of in-depth reflection (Arthur et al., 2013). Additionally, to make sure that the 

questions that would be asked in the interview sessions were clear enough and the designed 

tools covered everything to answer the research questions, I conducted a pilot study, detailed 

in Section 3.4.4, below. 
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3.4.4. Reflections on the pilot study 

A pilot study was conducted before the main study in order to assess whether the 

gathered data answered the research questions. The following steps were taken: 

Step 1: Three ETL teachers working in primary and secondary schools in Turkey were 

interviewed on three separate sessions. Table 3 displays the profiles of the teachers.  

 

Table 3 

Profiles of the pilot study teachers 

 

Teachers Gender Age Teaching 
Exp. 

Educational 
Background 

Current 
School 

Years Age 
Groups 

Ayla Female 34 8 years Bachelors: 
Linguistics 
Masters: 
Educational 
Administration 
and Supervision 
PhD: Educational 
Administration 
and Supervision 

Primary 
School – 
Rural Area 
 

2nd, 
3rd, 
4th  

7-10 
years old 

Cenk Male 34 12 years Bachelors: ELT Secondary 
School – 
Rural Area 

7th, 
8th  

12-14 
years old 

Banu Female 38 15 years Bachelors: 
Biology 
Masters: Biology 

Primary 
School – 
Urban Area 
 

2nd, 
3rd, 
4th  

7-10 
years old 

 

Step 2: Nine interviews were analysed carefully to determine whether the data 

collection instruments worked to answer the research questions and if any changes should 

be made in the interview questions. At the stage of the analysis, I noticed that the teachers 

did not associate in-school individual and collaborative activities with PL, therefore for the 

main study I defined what PL is before starting the life histories. And, different to the pilot 

study, in the main study I started the critical incidents by asking the teachers to reflect on 

their last classes they could remember so that I would be able to capture a more general 
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sense of their everyday reflection, which was followed by the questions asked in the pilot 

study. In addition, based on the pilot study analysis, I made amendments in the questions by 

adding some prompts to gain more reflections and details from the teachers and by 

rephrasing them for more clarity. Except for such modifications, the pilot study reinforced the 

approach I adopted. 

Step 3: In the pilot study, after doing initial coding for each interview set, a 

chronological life story was created for each teacher to see how they transformed their 

teaching over time (see Section 3.5. for further details). I used diagrams to understand the 

relationship between school contexts and their motivation levels, and their engagement in 

reflection and collaboration. Additionally, in order to understand if Biesta and Tedder`s (2007) 

model explains the teachers in terms of the relationship between their backgrounds, current 

experiences and future aspirations, I created diagrams for each teacher (see Appendix A for 

example diagrams from the pilot study analysis stage). The findings of the pilot study provided 

me with initial ideas about the teachers` experiences of reflective and collaborative PL 

activities and set the base for the main study analysis stage where I used similar approaches 

for the data analysis.  

 

3.4.5. Main study data collection procedure 

Three face-to-face interview sessions were carried out for each teacher and these took 

place separately on different days. After conducting life histories with each teacher as the 

first interview session and having an understanding about the totality of their PL process, I 

carried out critical incidents on a different day to learn more about specific incidents. Then, I 

conducted semi-structured interviews as the last session, during which I focused on the 

teachers` future aspirations and perspectives of PL. Following such a process and doing the 

interviews on different days provided me with the opportunity to reflect on the interviews, 

making sense of the data from each interview session and taking notes for the following 

session. And, meeting the teachers three times helped me to establish a closer relationship, 

which I believe affected the depth of the data positively. Although this was the procedure for 

most of the teachers, the second and the third interviews were conducted on the same day 

for four of the teachers as it fitted better with their time schedule. The time of the interviews 

was set according to when the teachers were available, either during the school hours or after 

school. While 11 of the teachers agreed to be interviewed in their schools, two of them 
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preferred to be interviewed in another arranged place. All teachers preferred to speak in 

Turkish. Voice recording was used to record the interviews, and the interviews lasted around 

40-45 minutes in average. After the interview sessions were completed, 39 voice records were 

transcribed, and the transcripts were emailed to the teachers to check if they approved the 

transcribed versions of the interviews. The interview schedule can be found at Appendix B.  

 

3.5. Data Analysis 

A mixture of deductive and inductive analysis was carried out on all three forms of 

interview data. The theories in the literature served as the departure point and set the ground 

to look at the ideas such as reflective and collaborative PL activities and individual and 

contextual factors (Gray, 2014). However, at later stages, the analysis was mostly inductive 

as the themes emerged from the data themselves, rather than testing themes based on some 

pre-defined hypotheses (Braun & Clarke, 2006). Throughout the analysis, the steps proposed 

by Braun and Clarke (2006) were followed; namely: familiarising yourself with the data, 

generating initial codes, searching for themes, reviewing themes, defining and naming 

themes, producing the report.  

As the first step, three interview transcripts for each teacher were coded on Microsoft 

Word by employing an initial coding process. Initial coding provided a starting point for me to 

explore the data in an open-ended way and helped me to remain open to all possible ideas 

emerging from the data (Saldaña, 2016). As such, I paid attention to every semantically 

meaningful statement and phase and used short memos and labels with the purpose of not 

missing anything and getting familiar with all the data (Saldaña, 2016). For an example from 

the initial coding process, see Table 4.  

 

Table 4 

An example of initial coding 
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Then, I created chronological life stories for each teacher and took notes in the light 

of the research questions. After doing this for the first five teachers, although the 

chronological life stories technique helped me to see all the stages the teachers went through 

and provided a good summary of their professional lives, I noticed it failed in showing the 

themes that were coming up from the data. As such, I was not able to see what types of 

reflective and collaborative activities the teachers were engaged in or the emerging individual 

and contextual factors affecting their PL experiences, and this prevented me from 

understanding the similarities and differences among the teachers. Therefore, after the first 

five teachers, I amended the data analysis process by sticking to the initial coding and adding 

a second coding stage instead of creating chronological life stories.  

 At the second coding stage, I used axial coding. Axial coding helped me to determine 

the dominant and less important issues in the data, and this led me to see a broad picture of 

what was going on (Saldaña, 2016). By using axial coding, I was able to link categories with 

subcategories, interpret ideas and transform the teachers` words into new phrases (Saldaña, 

2016). While I was partly guided by the research questions, the theories in the literature and 

the pilot study findings; I continuously reflected on the data to cluster the ideas until no new 
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codes seemed to come up (Saldaña, 2016). At the end of this stage, I turned my themes and 

subthemes into letter codes to easily apply it for the rest of the teachers (see Table 5). 

 

Table 5 

Codes for second coding 

 

CW Collaborative working 

Ri Reflection in 

Ro Reflection on 
 
 
 

Sts Students 

Mtrls Materials 

O Others 

T Teaching 

ID Individual dispositions 

A PL activity 

CF Contextual factors Sts Students 

R Resources 

S Schools 

O Opportunities 

Collgs Colleagues 

T Time 

Sys Systematic problems 

E Education system 

IF Individual factors 1 Motivation 

2 Self-efficacy 

3 Agency 
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PLI Personal life interference 

5  Beliefs 

PL PD/PL activities PLd Activities done so far 

PLm Activities for future  

 

For example, `IF` was for individual factors and `IF1` for motivation, `IF2` for self-

efficacy and `IF5` for beliefs; `CF` for contextual factors and `CFSts` for students, `CFS` for 

schools. Table 6 presents an example of axial coding.  

 

Table 6 

An example of axial coding 

 

As a requirement of the constant comparative method, after coding all three sets of 

interviews for the first teacher, for example, I coded the data set for the second teacher with 

those codes in mind to see if they fitted well and in the cases when they did not, I modified 

the codes or created new codes which worked on both data sets (Hewitt-Taylor, 2001). This 

was repeated for each data set until the codes worked on all of them (Hewitt-Taylor, 2001).  
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Then, a table of codes (Appendix C) was created for each teacher with examples from 

the data, and this helped me to see the emerging codes as well as the differences and 

similarities between the teachers (Yin, 2014). After creating the table of codes for each 

teacher, the codes in each table were compared with each other, which led me to amend the 

codes and come up with broader ones which were applicable to all table of codes. At this 

stage I grouped the teachers by rural and urban areas to explore the impact of the school 

location on their experiences of reflective and collaborative PL activities. Yet, there did not 

seem to be any specific pattern coming up from this comparison as can be seen in Section 7.6. 

As can be inferred here, coding was not a ̀ one-off` exercise, but rather it was a cyclical process 

which required me to go back and forth by reading and re-reading, analysing and re-analysing, 

placing and replacing, and refining codes (Cohen et al., 2011).  

In addition to the table of codes, I wrote short memos about all teachers based on my 

interaction with them (Appendix D), and I came up with metaphors for each teacher which 

was done based on the data after reading and rereading the interview transcripts for the first 

and second coding stages (see Chapter 7). Moreover, as I did while analysing the pilot study 

data, I created diagrams to depict the relationships between concepts such as reflective 

practice and collaborative working, self-efficacy and motivation, and motivation and time (see 

Figure 2).  

 

Figure 2 

Diagrams created for Esma 
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Additionally, I created individual maps for all teachers, which helped me to clearly see 

the repeated individual and contextual factors by all teachers, how the teachers differed from 

each other and why (Flick, 2014). Figure 3 shows the individual map for Mine.   

 

Figure 3 

Mine`s individual map for reflective practice 

With all these analysis tools, the analysis of the data progressed from describing to 

interpreting and linking different ideas (Patton, 2015). Given that the study adopted a 

multiple case study design, a cross-case synthesis was applicable to the analysis of the data. 

And although each individual was taken separately at the initial stage, an overall cross-case 

analysis was carried out at the reporting stage which facilitated making theoretical 

generalisations (Yin, 2014). Figure 4 illustrates the overall data analysis process by specifically 

highlighting the adopted inductive and deductive approach.  

 

Figure 4 

Data analysis process 
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In order to capture the individual and contextual factors affecting the teachers` 

engagement in reflective and collaborative PL activities, the teachers were asked about their 

experiences when they felt encouraged or discouraged from learning and examples when 

they felt a need to change something in their teaching and why they wanted to change. They 

were also asked what they felt they needed to learn in teaching English and about an incident 

when they changed/learnt something which was followed by questions such as if anything 

happened to motivate them and if they encountered any obstacles. The answers they 

provided for these questions helped me to explore the subthemes for each theme (see Table 
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5). Given that the research has a qualitative paradigm, it needs to be noted that I did not use 

any quantitative assessment for the concepts of self-efficacy and motivation, or reflection and 

collaboration while doing the analysis. Therefore, the diagrams (Figure 2) and the tables 

(Table 10 in 6.2.1., Table 11 in 6.2.2.) I used to understand the teachers better were based on 

my perception and interpretation of the data. By creating a table of codes for each teacher 

(see Appendix C), I was able to compare and group teachers in relation to each other, which 

provided me with the opportunity of seeing examples of lower and higher self-efficacy and 

motivation (see Table 7). 

 

Table 7 

Examples from the data as indicative of lower and higher self-efficacy and motivation 

 

 High Low 

Self-
efficacy 

“I was trained to teach this, I have the ability to 
teach this. Okay, I did not get the pedagogical 
formation but I know how to teach English” 
“We teachers know how to teach and what to 
do” 
“I am extremely confident about what to do in 
the classroom” 
“I believe my teaching is efficient” 
“I am very sure about my teaching ways and 
techniques” 
“My confidence has boosted so much,…, I feel 
like I can teach everywhere now” 

“When I started at the 
public school, I was 
puzzled. I said to myself I 
need to improve my 
teaching” 
“I never see myself 
sufficient enough. As I feel 
so, I always want to do 
more” 
“You feel like am I the 
problem? Am I not able to 
teach?” 

Motivation “It is as if you want to do more as you do more” 
“Achieving something in the classroom makes 
me happy and pushes me to do more” 
“You feel like `do more, don’t be idle`” 
“Teaching is a passion for me” 
“I felt like I needed to leave something good 
behind me” 
“The inner motivation I have, it does not leave 
me alone” 
“Every year, I come to the school with high 
levels of motivation” 
“I persist and keep trying things” 
“I want to learn more about English” 
“Nothing can demotivate me. … If I want to do 
something, I do it” 

“I am feeling weak to do 
more” 
“I was more idealist” 
“I have lost my 
enthusiasm” 
“I feel lazy to look for 
different things” 
“I feel like I am getting less 
and less excited every year 
when schools open” 
“I don’t know, I have aged 
in the profession I guess” 
“My motivation for 
teaching English has 
decreased a bit, that is for 
sure” 
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The quotes in Table 7 are indicative of self-efficacy- and motivation-related 

statements I coded at the data analysis stage. Further explanation about grouping the 

teachers in relation to their self-efficacy and motivation levels can be found in Section 6.2. 

 

3.6. Research Issues 

3.6.1. Bias in the research 

The findings of this research are based on qualitative data which are, in general, “… 

rich, full, earthy, holistic, `real`…” (Miles, 1979). However, the very nature of qualitative data 

has limitations since it might be biased resulting from both participants and researchers.  

The data might include social desirability bias, i.e. response bias (King & Bruner, 2000). 

Social desirability bias is “… tendency of individuals to underestimate (overestimate) the 

likelihood they would perform an undesirable (desirable) action” (Chung & Monroe, 2003, 

p.291). As this implies, the teachers in this research might have a tendency to answer the 

questions in a way that made them look positive in terms of socially and culturally promoted 

behaviours (Chung & Monroe, 2003), which may, according to King and Bruner (2000), 

compromise research findings since in that case the findings fall short in reflecting the reality. 

Since social desirability bias could be a threat to the validity of the research (King & Bruner, 

2000), I took precautions to minimise it.  

Doing a pilot study might help to minimise the social desirability bias since it allowed 

me to test the questions to see if they performed as envisioned (Chenail, 2011). Additionally, 

the aim of the interviews was clearly explained by reminding the teachers that the results 

would not lead to any evaluation or assessment, or the head teachers or other authorities 

would not be reported regarding the results (King & Bruner, 2000). Additionally, the 

participants were assured that they would be nonattributable and the interviews would stay 

confidential, which might have encouraged them to be honest in their responses and helped 

them feel safe during the interview sessions (Chung & Monroe, 2003). And, I did my best to 

conduct the interviews in a professional way by taking into consideration the teachers` 

context and cultural backgrounds, by dressing appropriately, by being sensitive towards the 

problems that arose and by member checking the transcripts of the interviews (Poggenpoel 

& Myburgh, 2003).  
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In qualitative research, researchers can be a threat to the trustworthiness of their 

research (Poggenpoel & Myburgh, 2003). Given that I have an interpretivist-constructivist 

philosophical stance, it was not possible for me to step outside of my humanity and view the 

world from a neutral perspective, which is the idea that objectivists favour (Burr, 2003). This 

points out to reflexivity which is “… active acknowledgement by the researcher that his or her 

own actions and decisions will inevitably impact upon the meaning and context of the 

experience under investigation” (Horsburgh, 2003, p. 308). By means of reflexivity, I recognise 

that subjectivity might have come into place at the stages of data collection, data analysis and 

interpretation since I could not separate myself from the cultural historical contexts that fed 

into my interpretive frame (Gadamer, 2004). Therefore, my epistemological and ontological 

positioning might have affected my view about what was important and significant, which 

directly influenced the results of the research (Bryman, 2016).  However, this does not mean 

that this research lacks in rigour as I clearly explained all the research process and findings 

(Horsburgh, 2003). Here, Poggenpoel and Myburgh (2003) warn against researchers` pre-

conceived ideas contaminating the research project, which is regarded as bias. In order to 

avoid that, I stepped back from the data and let it speak by trying not to bracket the data 

according to my frame of work and experience (Poggenpoel & Myburgh, 2003).  

 

3.6.2. Quality of the research 

Reliability is concerned with the extent to which findings of an empirical study can be 

replicated, and therefore frequently it is not an issue in qualitative research which often focus 

on unique social settings or cases (Braun & Clarke, 2006). Since the way I interpreted the data 

would not be identical with others` and the factors affecting the participants may differ, the 

findings of this research cannot be replicated (Seale, 1999). Validity, on the other hand, is a 

requirement for both quantitative and qualitative research (Cohen et al., 2011). Since this 

research has a small sample and focuses on specific cases, external validity which refers to 

the extent to which findings can be generalised to other settings or wider populations, does 

not apply to this research (Braun & Clarke, 2006). Only internal validity, which is concerned 

with the accuracy of research and seeks to demonstrate findings align with theoretical ideas, 

applies to this research (Gray, 2014).  

Yet, as the purpose and focus of the paradigms are different and therefore not 

comparable, Horsburgh (2003) states that the concepts of reliability and validity do not apply 
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to qualitative research. Bryman (2016), agreeing with this, suggests assessing the quality of 

qualitative research under two other concepts which are alternatives to validity and 

reliability. These are, as Guba and Lincoln (1994) propose, trustworthiness and authenticity 

the former of which consists of four criteria; namely, credibility, transferability, dependability 

and confirmability. Therefore, I aimed at complying with these criteria through the 

precautions I took.  

Triangulating the data collection tools, doing respondent validation to make sure I 

understood the social world of the teachers, and doing the pilot study contributed to the 

credibility of the research (Poggenpoel & Myburgh, 2003). I provided a thick description of 

the findings so that a database can be created for the judgements that may be made based 

on the findings, and this contributes to the transferability of the research (Guba & Lincoln, 

1994). In order to develop the dependability of the research, I have made the whole research 

process as transparent as possible (Silverman, 2013). This has been done by explaining my 

ontological and epistemological positions, elaborating the reasons why the particular 

research design and data collection tools were chosen, and disclosing the findings through 

direct quotes all of which provides the information about what has been done, how and why 

(Silverman, 2013). According to Horsburgh (2003), providing clear explanations about 

decisions that are made throughout research also contributes to the plausibility by enabling 

readers to determine if comments or claims made by researchers are justifiable. Bryman 

(2016) explains that confirmability refers to objectivity which is not an issue in qualitative 

research since it is subjective in nature. However, I have been careful in terms of not 

bracketing the data according to my experience, and not imposing my personal values on the 

teachers all of which contributes to the confirmability of the research (Bryman, 2016). 

Authenticity, as the second criteria, is concerned with the impact of qualitative research 

(Bryman, 2016). Based on the findings, I am able to draw implications about the ELT teachers` 

PL experiences by providing a better understanding of how they learn and what promotes or 

inhibits learning (Bryman, 2016). This contributes to the plausibility of the research as well 

since the implications will show how this research is in relevance with the current theories 

and practices in the literature, and what kind of future theories and practices can be further 

suggested (Horsburgh, 2003).  
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3.6.3. Challenges 

The biggest difficulty I experienced throughout the data collection process was 

obtaining permission to conduct my research in my country. As I am a sponsored student by 

the Turkish Government, I had to gain their permission to be granted a research leave from 

the University of Reading and to enter the schools in Turkey. Although I applied for the 

permission before I left for Turkey, due to several issues I was not given a positive answer. 

This directly affected the research leave, as the University of Reading said I would have to use 

my holiday leave in that case, which was a very limited time.  

Once I arrived in Turkey, I went to the Ministry of Education to consult them and they 

said they would not grant the permission as I had already carried out a study (my pilot study) 

in Turkey. Moreover, they expected me to make changes in my study by not focusing on 

Turkish ELT teachers but comparing them with other ELT teachers from other countries. After 

our conversation, they agreed to talk to the London Consulate of Turkey to grant the 

permission. In a week or so I was given the permission to stay for two months, which was the 

time period I asked from them. Yet, as I had stayed in Turkey for some time for the pilot study 

within the same year, I would not be able to use all the time I was given for the main study 

(after two months of staying in Turkey in a year, the scholarship is reduced to a very minimum 

amount). As such, I finished the data collection as soon as possible and returned to the UK 

around a month earlier than I planned.  

This time limitation for collecting the data impacted on the timing of the sessions. If I 

had stayed longer, I would not have had to merge the second and the third interview sessions 

for four of the teachers and would have waited until they were available. Doing this could 

have given the teachers more space to think about their answers, and it would have also given 

me the opportunity to reflect on the second interviews before doing the third sessions. And, 

as they would have seen me more, they could have felt more comfortable with talking to me. 

Yet, I believe this did not make any noticeable difference to the quality of the data I obtained. 

I also had difficulty regarding the interview sessions with Yeliz. With the other teachers 

I felt I could get answers to my questions relatively easily, yet with Yeliz it was more difficult. 

I felt she lost track of the topic quite a lot during our first conversation and this made me 

nervous as I did not know how to take the lead. To minimise it for the second and third 

sessions, I took notes based on what she said during the sessions and led her with prompts 

whenever I felt we were losing the track. And I was concerned about her data as I felt it was 
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very much about her personal life but not linked to her professional life. Yet, during the data 

analysis stage I could see this was not a problem as it reflected how she balanced her personal 

life with her professional life and how her personal experiences fed into her professional 

beliefs.  

Another difficulty for me was at the emotional level. As I built a relationship with the 

teachers by meeting them three-four times (including the pre-interview stage), spent hours 

by talking about their personal backgrounds and professional lives, I found it very difficult to 

distance myself emotionally from the difficulties they were experiencing. And, I felt, from time 

to time, they expected me to comfort them and give advice throughout the sessions. Yet, I 

knew I had to remain emotionally detached and let them do the talking the way they would, 

without me being involved or leading them in any way. After our sessions, I made myself 

available to all of them by giving my personal contacts and I still talk to them occasionally. By 

providing as much data as possible from the teachers and telling their story as much as I could, 

it was my aim to be their voice throughout my study. And I sincerely hope to do that in the 

long term as well. 

 

3.6.4. Ethical issues 

This research involved a direct interaction with the teachers through life histories, 

critical incidents and semi-structured interviews, therefore it needed some ethical 

considerations to show that no psychological or physical harm would be done to the teachers, 

it would not damage the reputation of the schools or the teachers and would not break any 

laws and infringe the teachers` private lives (Thomas, 2013). Ethical issues concern the 

appropriateness of researchers` behaviours towards their participants and the moral 

principles guiding their research (Gray, 2014). This research is believed to be low risk in terms 

of ethical issues since it did not involve any vulnerable groups, any sensitive topics, any 

ethnical or cultural groups or an access to confidential records or information (Gray, 2014). 

Yet, several precautions were taken in order not to jeopardise the research process.  

Even though I anticipated no harm to the teachers throughout the research, talking 

about PL experiences might be disturbing for some of them since the questions might bring 

some memories which would cause stress or loss of self-esteem (Bryman, 2016). Due to the 

issues that might have arisen during the interviews, I stayed supportive and sensitive by not 

behaving in a pushy or judgemental way. And, by staying in touch with some of them, I am 



 

 
 
87 
 

still trying to support them as much as I can. The teachers were informed about their rights 

through the research information sheets which involved the purpose and the details of the 

research, the expected benefits of the research, what was expected from them during the 

interview sessions, possible harm that the research might cause, the issues related to their 

confidentiality, my contact details, and their rights to withdraw from the research if they 

wished to do so.  

The teachers` trust regarding their anonymity might be specifically important for this 

research since their PL experiences are work-related issues and the data might include 

criticisms of organisations or managements (Gray, 2014). Therefore, I used pseudonyms for 

both the teachers and the schools in order not to compromise their confidentiality and to 

maintain their anonymity (Gray, 2014). However, in case anonymising them might not be 

enough for guaranteeing their confidentiality (Robson, 2011), I was careful while presenting 

the findings to ensure that the teachers were not identifiable or identified (Bryman, 2016). In 

order to build trust with each teacher, I spent time with them before the life-histories. This 

helped me to create a relatively friendly and trustworthy environment, and I stayed honest 

and transparent as much as possible throughout the process. 

Additionally, the teachers were asked to sign the consent forms attached to the end 

of the information sheets. As such, they had the opportunity to ask further questions they 

might have before they consented to participate in the research. Before the interview 

sessions started, they were asked to give consent both for being interviewed on three 

different occasions, and for being recorded during the interview sessions which would form 

the data and be analysed to be reported at a later stage. They were reminded that they could 

withdraw from the study if they wished to do so. And, they had the right to choose either to 

speak in English or to speak in Turkish, and the questions that would be asked to them were 

prepared both languages. Moreover, the interview questions focused only on their 

experiences on and perspectives of PL, without including any questions that might cause any 

discomfort at any stage of the research (Thomas, 2013). 

Before approaching the teachers, the gatekeepers, in this case the local authorities 

and the heads of the schools were approached first to get the required permission to carry 

out the research in their schools. Although this might result in a situation in which the 

teachers might have felt they were obliged to participate in the study, they were privately 

told that they had the right not to do so and that they would not be reported to anyone in 
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that scenario. Since the heads of the schools did not know English, a Turkish version of the 

information sheets was distributed in order to convey the details and the procedure of the 

research ̀ in a meaningful and understandable way` (Thomas, 2013). And the audio recordings 

of the interviews and the transcriptions have been kept secure in a locked personal laptop, 

and they have been used only for this research but not for any other purposes (Thomas, 

2013). Ethical approval was gained for this research on 13.03.2018 from the University of 

Reading, and the Ethics form can be found at Appendix E. 

 

3.7. Summary 

This chapter presented the rationale behind this qualitative research and a detailed 

description of the adopted methodology, which employed life histories, critical incidents and 

semi-structured interviews within a social constructionist paradigm with the aim of 

understanding the teachers` subjective reality. It also clarified the adopted sampling strategy, 

data collection process, analysis and the measures taken to assure the quality of the research. 

The next three chapters are dedicated to demonstrating the findings for each research 

question. 
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CHAPTER 4 HOW ELT TEACHERS WORKING IN DIFFERENT CONTEXTS 

EXPERIENCE REFLECTICE PRACTICE IN THEIR PL 

4.1.  Introduction 

Chapter 4, 5 and 6 present the findings in relation to three research questions. 

Organising the data around the research questions helped me to make comparisons among 

the teachers with regards to one common concept. Additionally, I could avoid any repetition 

that could have been resulted from presenting the data around the teachers, which I believed 

has made the chapters more concise.  

Previously in Chapter 2, reflective practice was defined as one key aspect of PL which 

helps teachers to learn from their own teaching practice by enabling them to critically 

examine why they do what they do. By engaging in reflection, teachers can distance 

themselves from their practice and become more cognizant of their beliefs, which can lead to 

analysing and reconstructing them. Additionally, as teachers become more reflective, they 

tend to acknowledge their colleagues` expertise and be more willing to engage in 

collaborative activities. Yet, as was discussed in Chapter 1, reflective practice is a relatively 

new concept in Turkey, and pre-service and in-service stages seem to lack opportunities which 

would help teachers to develop reflective skills.  

In this chapter, I examine how the ELT teachers working in different contexts (a rural 

area and an urban area) in Turkey experience reflective practice in their PL. Under this main 

research question, I intend to highlight some aspects as well (the sub-questions mentioned in 

Section 3.3.1.), such as the extent to which the teachers reflect on their teaching, what modes 

of reflection they engage in, in what occasions they reflect, what they reflect on and how they 

reflect. As Table 8 shows, all teachers were found to reflect during and after teaching, which 

equates to Schön`s (1983) concepts of reflection-in-action and reflection-on-action (Chapter 

2). However, the teachers seemed to differ in terms of what they reflected on. While all 

teachers reflected on students (behavioural problems, motivation for learning English, needs, 

levels, backgrounds, age groups, likes), their pedagogical approaches (strategies for teaching 

English) and individual dispositions (beliefs about how to teach English, goals, personalities, 

likes, feelings), seven of them mentioned reflecting on others (schools, authorities, colleagues 
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and parents – expectations, ideas, attitudes), eight reflecting on resources (budget, teaching 

materials, syllabus, class hours, weekend course), and one reflecting on a PL activity.  

 

Table 8  

Teachers with regards to what they reflect on and when they reflect 

 

 In addition, the teachers differed from each other with regards to how they reflected, 

and the forms of reflection they were engaged in seemed to typify Habermas`s (1972) 

categories of technical reflection, practical reflection and emancipatory reflection (Chapter 

2). The data indicated that two of the teachers moved between the forms of reflection 

depending on the occasion, while five of the them appeared to engage in reflection mainly at 

the technical level, and six of them moved between technical and practical levels. Figure 5 

shows how the teachers were engaged in the forms of reflection. 

Teachers What to Reflect On When to 
Reflect 

Students Others Pedagogical 
approach 

PL 
activity 

Individual 
dispositions 

Resources In- 
action  

On-
action 

Gaye √ √ √  √ √ √ √ 

Esma √ √ √ √ √  √ √ 

Yeliz √  √  √  √ √ 

Kerim √  √  √  √ √ 

Dilek √ √ √  √ √ √ √ 

Hande √ √ √  √  √ √ 

Lale √ √ √  √  √ √ 

Pinar √  √  √ √ √ √ 

Mine √  √  √ √ √ √ 

Ilker √ √ √  √ √ √ √ 

Naz √  √  √ √ √ √ 

Sedef √ √ √  √ √ √ √ 

Okan √  √  √ √ √ √ 
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Figure 5 

Teachers with regards to the forms of reflection 

 

 

 

 

 

 

 

 

 

 

 

 

In the rest of this chapter, all these areas regarding reflection will be elaborated 

further in detail with the examples from the data collected through three interview sessions.  

 

4.2.  When They Reflect 

The teachers gave examples of both reflection-in-action and reflection-on-action. The 

areas the teachers reflected on while teaching were mainly about classroom management 

issues, students` attention span and motivation, their pedagogical approach and available 

teaching materials.  

Sedef, for example, mentioned reflecting on classroom management problems while 

teaching. She was working in a challenging neighbourhood in the rural area, where she 

reported most of the students were coming from nearby villages, the parents were not 

interested in education generally and the male students were spoiled by their parents as they 

were seen as the ones who would continue the bloodline. She indicated that, due to the lack 

of parental support, the students did not have educational aspirations, and the male students 

specifically had severe behavioural problems, which resulted in classroom management 

problems. To overcome such problems, she mentioned using positive reinforcement and 
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prizes in her classes which was something she learnt in her pre-service years and felt she had 

to use it out of despair. 

 

Today, for example, I know they (the group with which she experiences problems) have 
a phase, I felt that was approaching. So, I know, when they are at that phase, even if I 
talk about the most perfect thing in the world they will not listen. So, today, I said to 
them, …, if they behave well this class, I will let them watch a movie in the next one. 
Problem solved. (Sedef, 1st int) 
 

For Hande, it was not the classroom management problems but her pedagogical 

approach which seemed to have led her reflect while teaching and come up with various 

teaching strategies for better learning outcomes. She reported that at the times when she 

realised her teaching technique would not help students learn, she would feel the need to 

make immediate changes by trying to reinforce vocabulary learning in an active way. 

 

It just comes to my mind, I do not know if that is related to creativity. … It happened 
recently, for example, for year 7 there is a topic about physical appearance and 
personality. You are supposed to teach them around 50 adjectives, this is about 
personality, that is about appearance, etc. But you know, they will not memorise it. … 
So, I wrote the vocabularies on the board, but they did not seem to have understood, 
asking if they should write tall for this, short for that. So, I said “Stand up”, it just came 
to my mind at that moment really. I said “Stand up everybody”, they were like “What 
is going on?”. I made them raise their hands for tall and lower for short, bend their 
body for old, etc. They were giggling, they loved it. (Hande, 2nd int) 
 

As these examples suggest, when the teachers reflected while teaching, the ideas that 

they could think of worked for that specific moment and therefore served as quick solutions. 

And in some occasions, the reflection-in-action examples led the teachers to engage in 

reflection-on-action by requiring them to think further and take actions to improve the 

situation in the longer term. Lale, who was the least experienced teacher (4 years) and 

working in a high school located in a rural area as the first school in her teaching career, 

reported that she was experiencing problems regarding the students` low self-efficacy in 

English. After noticing that the students were feeling intimidated by reading in English, she 

advised the students to read stage books (story books designed according to readers` levels, 

from beginning to advanced levels) in one of her classes to help them overcome their fears. 
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She added that she noticed the students did not know about stage books, which led her to 

think of solutions and come up with the idea of creating a reading corner in the school corridor 

where would be accessible to all students.  

 

Reading in English is like a phobia for them (students). They feel intimidated, they feel 
like “We can never read in English, we can`t do that”, but that is because they do not 
know there are stage books. So, in one of my classes, I told them that there are stages 
and they can start from the first stage and if they do that, they will certainly 
understand what they read. Then I thought to myself; “If I make a reading corner and 
place it downstairs, it would draw students` attention, and maybe they could see they 
can actually read in English”. That is why I wanted to do something like this. (Lale, 2nd 
int) 
 

As this implies, Lale, based on her reflection-in-action idea, came up with a plan and 

actually put it in action. According to what she reported in the second interview, this required 

her to ask for permission from the management, buy stage books, make bookshelves with her 

students and find desks and chairs, which obviously required more time and effort than 

reflection-in-action ideas did. 

All teachers, including Lale, gave examples of reflection-on-action, which can be 

categorised under six headings. These are reflecting on students, others, pedagogical 

approach, formal PL activity, individual dispositions and resources. Some of the reflection-on-

action examples seemed to have been effective by bringing change to the current situation. 

For that to happen, the teachers appeared to reflect in a cyclical way by experiencing 

something, thinking about that experience, planning to make the situation better and taking 

actions according to their plan. At the end of this cycle, they evaluated the results and thought 

of other solutions for the problem they were experiencing, which might indicate their 

reflection was as a continuous process and that they believed there could be multiple 

solutions for problems rather than only one. However, not all reflection-on-action practices 

were effective, and some teachers appeared to fail in completing the reflective cycle or did 

reflect in a quite linear way. In this case, either they could not complete the reflective cycle 

by experiencing something and defining the problem but not coming up with plans or taking 

required actions, or they completed the cycle but limited themselves with only one solution. 

Not seeing multiple solutions for existing problems, they did not focus on what else they could 

do after trying the first idea they had, which showed they reflected in more of a linear way. 
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This might be related to the forms of reflection the teachers were engaged in, which will be 

elaborated in the next section.  

 

4.3.  How They Reflect 

4.3.1. Technical reflection 

Five of the teachers (Yeliz, Dilek, Mine, Naz and Sedef) were found to do very limited 

reflection; and when they reflected it was mostly done by simply choosing the easiest option 

available to them or by applying a prescribed technique by colleagues to their classes without 

investing much thought. As such, it seemed they reflected basically for problem solving and 

achieving immediate outcomes, which typifies technical reflection (Chapter 2). 

Dilek, Mine, Yeliz, Sedef and Naz reported that they felt their students had a low level 

of motivation with negative attitudes towards learning English, and that they were struggling 

to overcome this problem. To solve that, they seemed to be trying various ideas. Naz, for 

example, stated that she was experiencing classroom management problems in some groups 

as a result of a school policy according to which the students were categorised and placed in 

classrooms based on their attainment (setted groups). This, according to her, resulted in 

having very high-achieving motivated groups as well as “bad” groups where she felt desperate 

and helpless. She mentioned reflecting on the problems she was having in those groups and 

consulting the school management about what could be done which seemed to lead her to 

follow a stricter approach. 

 

They have very serious behavioural problems. I had been trying to ignore those 
behavioural problems for a long time not to worsen their attitudes towards English, I 
had been trying a soft approach towards them. … Today, I filled out a disciplinary 
report for one of the students, they became very silent. If I had known this would 
happen, I would have done this long before. (Naz, 2nd int) 
 

As this suggests, Naz aimed to solve the problem in the quickest way possible by 

applying a prescribed technique from her colleagues rather than questioning the reason why 

the students were behaving that way, which could have led her to alternative ideas and 

worked better on her students. For Dilek, who was working in a medical vocational high school 

in the rural area, the problem seemed to be about her students` low interest in learning 
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English. She stated that the students were not interested in English classes as they were all 

aiming to have positions as medical staff. To overcome this problem, she mentioned that she 

would explain why English is necessary, how it is used everywhere even in the medical life, 

and that she would emphasise some English terminology the students would use when they 

start working. Similarly, Yeliz complaining about the same problem, reported that she was 

trying to create a non-threatening learning environment for the students to encourage them 

to ask questions, and that she would give pep talks about the necessity of learning English 

and focus on the students` efforts rather than their exam scores. These ideas seemed to have 

derived from her own learning experiences at the high school as learning English was not easy 

for her either, which might have shaped her beliefs about good teacher qualities.  

 

I always try to comfort the students about learning English, that is because I was a shy 
student as well, students should not feel intimidated, they should be able to say what 
they do not understand, again and again if necessary. I tell them “I am here to teach 
you, do not forget that. If you are sitting there, that is because you are here to learn. 
… Comforting the students is important, once you do that, then the students start to 
have positive attitudes towards English, they start to respect you, …, they start to 
participate in the class. (Yeliz, 1st int) 

 

As these examples indicate, these teachers reflected on their teaching, detected 

problems regarding students` motivation or behavioural problems, and came up with quick 

solutions or applied prescribed techniques. Yet, when asked if these strategies changed the 

situation for the better, even though they might have had an impact temporarily, all of them 

reported that they were still having those problems. For example, Dilek mentioned bringing 

medical life related reading texts to classes so that the students could see how medical terms 

in English are directly used in the field. This was an idea she tried in one of the previous schools 

she had taught in and worked well since they were science high school (high achieving school 

types) students and already interested in English. Yet, for her current school, it did not seem 

to impact much on the students` motivation. 

 

Of course, they (students) do not show enthusiasm to read the texts, but it draws their 
attention, they seem to pay more attention to what is what. Since they all aim for 
medical positions, for some it (reading text) does not work at all, but for some, it kind 
of draws their attentions. (Dilek, 2nd int) 
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Yet, none of the teachers, including Dilek, mentioned any further plans to find better 

solutions for the problems they were experiencing. As well as these examples, there were 

also occasions when the teachers engaged in reflection, detected the problem, but chose not 

to do anything about it. For example, Mine, who was working in a good achieving secondary 

school in the city centre where the students were accepted to the school based on their grade 

point average (GPA), reported that her students were having difficulties with pronunciation 

and speaking in English. 

 

It is important that they (students) listen to stuff, they only hear me when I read out. 
About pronunciation… If I do not read out either, if I do not do reading out… They 
pronounce “eyes” as “eyz”, “hair” as “hayir”, those kinds of silly things. Students 
pronounce words really weirdly. (Mine, 2nd int) 
 

 This suggests she noticed the problem, and in the third interview she acknowledged 

that the ideal outcome in English teaching would be students` speaking fluently in English; 

 

They (students) can write stuff and understand when they listen, but when it comes to 
speaking, it is only “What is your name – My name is …”. They can only introduce 
themselves, but nothing else. They cannot really communicate or discuss topics. I 
would like them to speak. (Mine, 3rd int) 
 

Yet, she did not seem to take this problem into her agenda and do something about it 

as she did not mention any plans to help the students improve their communication or 

pronunciation skills in English. It looked as if she almost detached herself from the problem 

and did not feel responsible for improving the learning outcomes in those aspects, and 

therefore felt contented with her current teaching.  

 

Without translation, it does not work. GTM (Grammar Translation Method) is what is 
commonly used in Turkey anyway. What else are we supposed to do, …, speaking? 
When I start speaking in English, the students are like “What are you saying?”. Our 
speaking is limited anyway to classroom stuff. (Mine, 1st int) 
 

Based on the given examples so far, at the times when these teachers engaged in 

reflection and completed the reflective cycle, they appeared to tend to see one available 
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solution for the problems, and therefore their reflection looked more linear than circular since 

it lacked continuity. At other times, they did not seem to be reflective at all by detecting the 

problem but not undertaking any actions, which would require them to do more research, 

thinking and planning.  

 

4.3.2. Practical reflection 

Kerim, Okan and Ilker, experiencing problems regarding students` negative attitudes 

towards English as the teachers in the first group did, mentioned enriching their classes with 

different teaching materials and making their classes as interesting as possible for the 

students. Okan, who had been teaching for eight years at the time of the interviews and had 

taught in various schools, was teaching secondary and high school students in his current 

school. He reported that the students had a low level of knowledge base of English as they 

were coming from nearby villages, and they did not show any interest in the classes. To 

increase their motivation, he stated that he was using PowerPoints, visuals, activity 

worksheets and interactive portals, all of which seemed to have helped him to achieve that. 

 

If PowerPoints are well prepared, they are really helpful. That is because the students 
get tired of seeing you only all the time, they want to see different things, hear different 
things. So, you open the PowerPoint, the background of it, the font, the things that you 
can click on that, you tell me, videos… I do not know, there are activities, for example, 
on the interactive portal, I do not prepare these, I just download them. So, when the 
students see these kinds of things, they feel kind of motivated… I would open them, 
and they would look at them, then they would want to touch the board, especially 
touching the board, they love it. … PowerPoints are nice, games, activities and these 
interactive portals are really nice. (Okan, 2nd int) 
 

Okan seemed to be innovative by noticing what the students liked and doing more of 

that rather than sticking to the coursebook only and focusing on grammar or applying 

`traditional` teaching methods such as repetition, translation, question-answering or reading 

which would be a `typical` teaching practice (Chapter 1). Similarly, Kerim, when he was asked 

what he aimed for by enriching his classes with various activities, he said; 

 

What is the purpose? Well, you get bored too, and one textbook only is not enough. 
You see that the students get bored, the same textbook, the same topics for several 
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times. You say to yourself “The students have been learning these topics for years now, 
they must be bored” … So, you do it to be different, or for them to do something 
different so that they would feel more motivated in classes, that is the ultimate aim; 
to increase their participation in classes, to make classes fun, that is the aim. (Kerim, 
2nd int) 
 

 This indicates that Kerim took into consideration what the students liked and prepared 

his classes accordingly. While teaching to the secondary school students previously, he stated 

he was using physical games, quizzes and competitions, but with the change in the students` 

age group, he mentioned using technology-integrated techniques instead. Doing this might 

have required him to be more attentive to his students` interests, and to spend more time on 

making sense of the problems he was experiencing.  

 In addition to these teachers, Lale, Esma and Hande gave examples of reflection which 

led them to make sense of their experiences, make carefully considered plans, stay 

committed to achieve their goals and learn from their experiences, which might be claimed 

to typify practical reflection (Chapter 2). This required them to communicate their 

experiences to change the situation for the better rather than relying on prescribed solutions 

as the first group of teachers seemed to be doing. Different from the first group of teachers, 

these teachers appeared to be more inclined to complete the reflective cycle by experiencing 

something, reflecting on it, making plans and taking required actions. And rather than thinking 

of one solution for the problems, they were able to think of multiple, which might have led 

them to try each and evaluate how it worked. Even in cases when the first idea worked well, 

they still seemed to have applied other ideas, which might be why the way they reflected 

looked more circular than the way the first group did.  

Lale, Esma and Hande made speaking activities part of their agenda and they 

mentioned trying different strategies. Lale, when she was asked how she thought she had 

changed over years, reported she was using more English instruction in her classes compared 

to previous years. Although she said she had tried using English in her classes previously as 

well, since her students had not reacted well to it, she had given up and gone back to only 

Turkish. And she added that she was doing more grammar-oriented teaching in the past as 

she felt it was what her students expected from her, but now she was doing more skills-based 

teaching. Changing her perspective about what to teach and how to teach seemed to have 

derived from reflecting on her feelings about the teaching profession. 
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The reason for that change was most probably… I thought just because the students 
were not good, I would not watch myself get worse, I had to improve myself. You know 
a language, that is a very important thing, and I would not let myself rust. So, just to 
refresh my knowledge, to refresh myself, I might have changed for that. (Lale, 1st int)  
 

 This suggests that Lale made a radical change in her teaching for her own sake, which 

helped her to develop the learning outcomes as well. She reported that when she first started 

using English as the instruction language, the students would not understand and therefore 

she would spend time by repeating herself multiple times and feel exhausted at the end since 

teaching even something simple would require her to invest a lot of effort. Yet, she indicated 

that she persisted, and the students got used to the new way in time, and now they could 

even join her with basic sentences. Her students` growth seemed to encourage her to do 

more as she mentioned future plans such as organising theatre plays and karaoke and doing 

a project with students about how to teach speaking through games.   

 Lale`s example shows that she initiated the change in her teaching by reflecting on her 

feelings. Similarly, Esma, who mentioned increasing the use of English in her classes, seemed 

to have made that decision by examining her feelings in the profession and revising previous 

teaching experiences. Esma had worked as a substitute teacher in different schools for two 

years before she started as a permanent teacher, and she said that affected the amount of 

the effort she put in her teaching. She added that since she did not feel she belonged to the 

previous schools, she did not think much about what more she could do and ended up doing 

grammar-oriented teaching by using Turkish only, which seemed to be something she 

regretted later. Therefore, after starting as a permanent teacher in her current school to 

which she feels a closer connection and noticing that speaking in English with the students 

would be the only way to avoid forgetting what she knew, she changed the instruction 

language from Turkish to English. Yet, even then, she highlighted that she was still using 

Turkish in the lower attaining groups, by using English in the higher attaining groups only. 

When asked in what ways she thought her teaching had evolved over years, she mentioned 

that she attended a training given by United Nations Children`s Fund (UNICEF), and this made 

her think about her practice and led her to increase the usage of English in the lower attaining 

groups as well in order to be fair and inclusive.  
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Let me put it in this way, since we have setted groups and I had five of year 6, I was 
not teaching in English in the last two groups to be honest, I was teaching in Turkish. 
That is because the students do not even know how to count to ten, I was thinking 
“How am I supposed to teach them in English, really difficult”. But I started doing this, 
I am teaching in English in those groups as well now, I felt like it was unfair to them 
not to do that, being exposed to English is their right as well. (Esma, 1st int) 
 

 As such, even though the change in her teaching started at the individual level with 

reflection, it seemed that the collaborative and interactive opportunities at the training fed 

into her reflection and triggered thinking at a deeper level.  

 

There (at the training), the purpose of reaching all students was conveyed to us very 
intensely for ten days, the purpose of being able to contribute to each and every 
student … I criticised myself afterwards, I said to myself “Let`s do some brainstorming”, 
the things they (trainers) told us triggered something inside me, enlightened some 
things. (Esma, 1st int) 
 

Even though she did not mention any improvement in learning outcomes as it was a 

recent change, this quote shows that the collaborative opportunity might have impacted on 

her beliefs about what can be done with the lower-attaining students. In spite of the changes 

in her practice, whether she stayed persistent and committed to the process is not known. 

Since the training was a recent experience for her, although she might have felt motivated to 

apply what she learnt right after the training, it is not known whether she was able to maintain 

this approach.  

Unlike Esma, Hande mentioned changes in the learning outcomes as a result of a wide 

range of speaking activities she put into practice. Before her current school, Hande had taught 

all years from kindergarten to high school students in various private and public schools. 

Having such experience seemed to have contributed to her teaching repertoire as she stated 

most of the teaching activities she was using were the ones she learnt while working in private 

schools. Regarding the speaking activities she was using in her classes, she indicated that it all 

started with noticing the students did not know even basic daily statements, which points out 

to reflection at the individual level. 
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One day, …, I said “Thank you”, they could not say “You are welcome”, …, they did not 
know how to say “Enjoy your meal”, so it started like that. So, I tried it in one of the 
groups, I said to myself “I will make a corner for that” … I tried it only in one of the 
groups, I asked them (students) how they felt about a corner that we would use for 
writing `the statement of the day`. (Hande, 2nd int) 
So, we start with that corner, write the statement of the day, and what is that? It is 
like, how you respond when someone thanks you, or how to say enjoy your meal in 
English, I teach the daily statements which are not in the syllabus. … Why do I do that, 
just for practice. (Hande, 1st int) 
Then I told them that I should have a difference as an English teacher, …, that I would 
not accept “Afiyet olsun”, but they should say “Enjoy your meal” instead. I saw that it 
really worked, when they see me outside they say “See you later teacher”, or they say 
“Have a nice lesson”. … I feel like it is working well. (Hande, 2nd int)  
 

In addition to teaching basic daily statements, Hande reported that she was using a 

wide range of activities to make learning fun and to avoid having monotonous classes. She 

explained that, after noticing the students liked bringing materials to classes and they liked 

being active, she started using role play and drama activities more frequently. By using such 

activities, she said she aimed to show the students that speaking in English was actually fun, 

that English was not just grammar and that as they used English they would like it more.  

 

In the next topic we have “yummy breakfast”. So, I will make an organisation for that, 
for all year 6. … I have a look the unit first, then think to myself what I can do about 
that, there are some units that are perfect fits for role plays. … So for this one, it can 
be 3-4 people going for breakfast, or taking place at home, I leave that to them. I give 
suggestions like “you be mum, you dad, while you are making the omelette, the other 
one can do the talking, calling kids to the breakfast, then kids run to the table, etc”. 
And when you add to this, when you tell them to bring real food so we have real 
breakfast, it is like “Wow”!… We set the table first. We did the same for the birthday 
topic. The first group comes, I take pictures at that moment and videos. Then I upload 
those in the smart board so that they get to watch themselves. … They are like “I look 
like this, I did that?”. Then I talk to them. … It is like eating and laughing together. 
(Hande, 2nd int) 
 

Hande`s focus on speaking and using various activities seemed to have derived from 

reflecting on what her students liked and what she wanted to achieve with her teaching, 

which might be an implication for reflection at the individual level. Yet, actually, the private 

school she worked in her early years might have been where she built her knowledge base 

and learned how to be a reflective practitioner as well (see Section 5.4. for more details). 
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There, she could find various face-to-face and online training opportunities where she saw 

how things could be done differently and she also mentioned being a member of an in-school 

community of English teachers. And, she added that her classes were being recorded all the 

time, which might have created a feedback loop for her to revise her teaching as the 

management used those recordings to discuss her teaching and give her suggestions about 

how to improve. All these collaborative and interactive experiences seemed to have helped 

her become more reflective over time and more open to learning with/from others. Even her 

beliefs about what to teach, in addition to how to teach, could have been shaped in those 

years as she was responsible for teaching all skills at that school. Even though skills-oriented 

teaching was a requirement in that private school, she stated that she did not limit herself 

thinking it would not be achieved in public schools. And, in the interviews, she looked very 

enthusiastic about the things she wanted to achieve and mentioned sparing some of the class 

hours for speaking in English only and organising an end-of-the-term show with the other 

English teacher (Ilker) in the school. For Hande, it seemed seeing growth in her students 

motivated her to do more; as, according to what she said, getting positive feedback was the 

key to continue for her. Or, maybe the type of the teacher she wanted to become served as 

a drive for her. 

 

I do not do “Come, teach and go”, I always aim to be idealist in the profession. I try to 
think what different things I can teach students, or how I can do that, what I can use 
for that. … I try to search these things. (Hande, 1st int)  

 

Her efforts for teaching speaking appeared to result positively as she stated that the 

students were very active in classes by showing enthusiasm for participating in the activities 

and using the language as much as they could. In this case, Hande seemed to have learnt from 

her experiences in the private school and transformed her practice over years, which 

impacted directly on the learning outcomes.  

 

4.3.3. Emancipatory reflection 

Gaye and Pinar mentioned occasions where they reflected in a circular way by thinking 

of more than one solution for the problems they were experiencing just like the teachers in 

the second group. Yet, different from the first and the second group of teachers, these two 
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teachers appeared to have overcome the factors that would limit their practice and stayed 

determined to achieve transformation in their school contexts, which can be claimed to 

exemplify emancipatory reflection (Chapter 2). They sounded quite clear regarding what they 

were doing and how and why they wanted to do it, which seemed to help them to impact on 

what was beyond their immediate control. While the other teachers could impact on the 

students` learning outcomes at the maximum level, these two teachers seemed to have gone 

beyond that.  

 Gaye, who was working in a primary school in the city centre, reported that she felt 

the students were not exposed to English at a satisfactory level because of not having a 

language classroom and the limited class hours. Yet, rather than feeling restricted and 

focusing on the problems, she seemed to have adopted a more solution-oriented approach.  

 

How could I increase 2 hours (class hours), I cannot just make it 3, or even the head 
teacher cannot do that, or the local director of MEB. It is above all of us. Then we have 
to be solution-oriented, there is no point in complaining. (Gaye, 2nd int) 
 

Having such a mindset might have helped her to put different ideas into action. She 

mentioned she believed that the students could learn implicitly, therefore she would hang 

flash cards and students` work in classrooms. Seeing positive learning outcomes as a result of 

this seemed to have triggered further thinking as she came up with the idea of decorating the 

school corridors and the stairs with the main objectives of the syllabus (`English street`). She 

believed, as the flashcards she would stick on the corridors would not be removed, the 

students would always be exposed to English. To achieve this, she had to get permission from 

the management, ask for help from the other ELT teacher in the school, to fundraise as the 

school did not have any budget for that, to actually make the flash cards and to stick them on 

the corridors, which required her to work outside of school hours, and invest a lot of effort.  

 

To expose the students to English outside of class hours as well, we put the topics for 
year 2 on the ground floor, the topics for year 3 on the first, …, and the topics for year 
4 on the third floor. … It took two months, I cut each and every piece and I did the 
sticking, no one helped. There were times when we did not leave the school until 6p.m. 
(Gaye, 1st int) 
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Yet, she seemed to have persisted to achieve her goal and ignored the discouraging 

remarks coming from colleagues. When asked what discouraged or encouraged her in the 

process of doing the English street, she said;  

 

While I was doing that, they (colleagues) said that I was trying to preoccupy myself for 
nothing. I just laugh at those statements. … I do whatever I decide to do, I try things 
out, trial and effort, if I like it I keep doing that. (Gaye, 1st int) 
 

Her efforts for implicit learning seemed to have achieved positive outcomes as she 

reported that the students could learn and remember things more easily. Yet, she did not 

appear to have settled with that and planned an end-of-the-year show to help the students 

increase their confidence in English. That might have derived from reflecting on the class 

hours as well, as she reported that she could not create space and time for practice during 

classes. Doing the show led her to work with the other ELT as well as parents, to get 

permission from the management, to fundraise and to spend time outside of school hours.  

 

When they (students) saw what was done (once), they still ask every year if they would 
be able to do such a show again. Reading a poem, singing a song, being a part of 
something, representing a country and introducing it to the audience, it all drew their 
attention. Before that show, nobody would show interest in the “countries” topic. … 
English has become something they could show others and be proud of. (Gaye, 2nd int) 
 

As well as the learning outcomes, she mentioned change in the head teacher`s 

attitudes towards her and the parents` approach towards English course. She stated that, in 

the previous years, she had experienced problems with the head teacher and the parents 

since they had not acknowledged the importance of the English course and had not treated 

her with respect like they respected the other primary school teachers in the school. 

Therefore, when she came up with the ideas of the English street and the show, she reported 

that she had a difficult time because of the head teacher`s and parents` unsupportive 

attitudes. However, after seeing her efforts and the positive impact on the students, she 

mentioned she felt both the head teacher and the parents acknowledged her as a teacher. 
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The parents` respect to me has changed a lot. Why, because even other teachers, you 
know when you have a nanny or leave your child with a neighbour, they used to feel 
like they were leaving the students with me for two hours. And as if the students would 
just idle around in my classes. But then, they (parents) could see my efforts and only 
then they felt like I was doing something. (Gaye, 2nd int) 
 

Gaye`s examples imply that she overachieved herself by initially aiming to expose the 

students to English and help them have experiences with English, but eventually changing the 

colleagues` and parents` perspectives about the English course. For her, it seemed that she 

took responsibility for the problem she was experiencing and could think of what she could 

do about that rather than accepting the situation as it was. Similarly, Pinar gave examples of 

achieving beyond her reach and transforming the learning culture in the public schools in 

which she worked. Pinar had worked in a franchised high achieving private school before she 

started working in public schools. She stated since the private school prioritised learner-

centred approach she had difficulty in working in public schools where the students were 

used to teacher-centred approach. For the previous public school she was working in, she 

mentioned achieving a radical change in the students` attitudes towards English and the 

learning culture in her classes. It was a vocational medical high school located in a rural area 

and the students aimed at becoming medical staff (similar to Dilek`s school), which, according 

to her, was the reason they saw English as unnecessary. To help them improve their skills in 

English and to change the learning culture from a teacher-centred to student-centred way, 

she mentioned exploring what the students liked and doing more of that, which shows she 

might have reflected on her beliefs and that made her become more observant of the 

students. And, once the students became more interested in English, she started interacting 

her beliefs with what students liked. Eventually, she highlighted that the students got used to 

learner-centred teaching and they would come to her with suggestions about what activities 

they wanted to do and that constituted the “how” part of her classes.  

 

Throughout three years I worked there, my students improved a lot, especially the 
students that I took from year 9 and continued to year 11. They improved in speaking, 
listening and writing, in skills. Initially, I had so much difficulty really since the students 
were quite stubborn, and they used to see English as unimportant since they were 
studying at the vocational medical high school. But in time, they adapted well, or I 
convinced them somehow, to learn English. (Pinar, 1st int) 
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I tried to make the classes fun, by doing drama techniques, games, or they (students) 
would bring song lyrics and we would have a look at them together, they loved that. … 
They liked these kinds of activities, after some time it was like they did not feel bored 
in classes. They would give suggestions like “Let`s play this? Let`s do that”. (Pinar, 2nd 
int) 
 

In addition to having a say in the classroom activities, it seemed that she helped the 

students to become independent and take responsibility for their learning by supervising 

them throughout the classes rather than transmitting the content knowledge. 

 

I believe teaching is supervising, students will learn themselves, you should not tear 
yourself apart. In my first years, if I am meeting the students for the first time, I tear 
myself apart too because I need to teach them how to form sentences, or my style of 
teaching. But, with the groups I establish that, …, we proceed very easily, I show them 
what to do, I tell them “You will do this and that”, they prepare for it in a very 
enthusiastic way and they present it in their classes with a great pleasure. (Pinar, 2nd 
int) 
 

Just like her previous students, she stated that her current students were at the stage 

of being active learners by making decisions about how they wanted to learn and getting 

involved in creating teaching materials to use in classes. This suggests that, by reflecting on 

her beliefs about teaching, she achieved beyond her impact area (the learning outcomes) and 

transformed the way the students approached the teaching and learning processes.  

For Pinar, becoming reflective and constructing her beliefs about teaching seemed to 

have dated back to the pre-service years and enhanced at the private school through 

interactive and collaborative activities with colleagues. Although she could have given up 

when she was faced with difficulties or adopted a more teacher-centred approach, she 

seemed to be quite passionate about her goals, which might be related to her feelings in the 

profession. She confessed that she was feeling insufficient in teaching and therefore she 

always felt the need to achieve more and to stay updated in the profession. That, according 

to her, was through being more observant of students and exploring what they liked, which 

she may not have needed to do previously in the private school since the students were 

already very high-achieving and motivated. 

For Gaye, on the other hand, it seemed that her personality traits pushed her to 

achieve more as she mentioned an ideal image for herself. She reported she believed that 
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primary school English teachers had a huge impact on students` future attitudes towards 

English and therefore she aimed to help her students to have positive experiences with 

English. Undertaking such a role as an ELT teacher might be related to her learning 

experiences as she stated she had very successful peers in pre-service years all of whom 

mentioned having effective primary school English teachers. As such, contributing to her 

students as much as she can seemed to be her motive for achieving her goals and staying 

strong in the face of difficulties.  

Based on the examples from Gaye and Pinar, it can be claimed these teachers, 

engaging in emancipatory reflection, were able to free themselves from obstacles and take 

control of their teaching despite of external factors. Having strong beliefs about teaching and 

strong personality traits seemed to have helped them bring change to the outside of the 

classroom. 

 

4.4.  Summary  

This chapter presented the findings in relation to the teachers` engagement in 

reflective practice. It showed that certain forms of reflection could lead to learning/change 

but the teachers differed from each other in terms of the forms of reflection and what they 

reflected on, which helped to understand what constituted effective reflective practice. 

Additionally, it implicitly looked at how the individual and contextual factors affected the 

teachers` engagement in reflective practice and suggested that the individual factors were 

more impactful on reflection, which will be explained further in Section 7.4. The next chapter 

will focus on the teachers` experiences of collaboration with their colleagues.  
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CHAPTER 5 HOW ELT TEACHERS WORKING IN DIFFERENT CONTEXTS 

EXPERIENCE COLLABORATION WITH THEIR COLLEAGUES IN THEIR PL 

5.1. Introduction 

As was discussed in Chapter 1, the teacher training system in Turkey seemed to have 

weaknesses and this highlighted the importance of in-service activities in helping teachers to 

develop necessary professional skills. In Chapter 2, collaborative working was defined as one 

important aspect of in-service PL, which provides teachers with the opportunities of sharing 

their experiences, making inquiries and engaging in problem solving with their colleagues in 

a comfortable and non-threatening environment. Additionally, the literature showed that 

collaborative activities can lead teachers to become more reflective as, through collaboration, 

teachers see different ideas and benefit from colleagues` expertise to critique and revise their 

teaching. 

In this chapter, I examine how the ELT teachers working in different contexts in Turkey 

experience collaboration with their colleagues in their PL. Under this main research question, 

I intend to highlight some aspects (the sub-questions mentioned in Section 3.3.1.) such as the 

extent to which the teachers collaborate with their colleagues, what modes of collaboration 

they engage in with their colleagues, and in what occasions and on what they collaborate with 

their colleagues.  

Based on the data, it seemed the teachers were engaged in two types of collaborative 

activities mainly, which were unplanned and planned activities. Unplanned collaborative 

activities refer to unintentional and unstructured activities that occur on a daily basis, such as 

informal talks and discussions with colleagues through face-to-face interaction and online 

teacher portals. Planned collaborative activities, on the other hand, refer to deliberative and 

structured activities that the teachers were engaged in both as a requirement from their 

workplace and as their own preference to achieve a shared purpose. The data showed that 

planned collaborative activities could be formal as well as informal, and they could occur face-

to-face and online. In terms of with whom the teachers collaborated, there seemed to be two 

main categories as well which are internal and external. Internal refers to in-school 

collaboration with the colleagues from the same workplace which could occur as planned or 

unplanned collaboration. And, external refers to out-of-school collaboration, which similarly 
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occurred as an unplanned or planned activity through face-to-face interaction or online 

portals. Table 9 presents information about each teacher regarding the types of collaborative 

activities they were engaged in and whom they collaborated with. 

 

Table 9 

Teachers with regards to with whom and how they collaborate  

 

*√ refers to limited examples, √√ refers to several examples of the kind.  

  

The teachers differed from each other in terms of their engagement in collaborative 

activities and they were grouped into three which are minimal collaboration, open to 

Teachers How to Collaborate With Whom to Collaborate 

Unplanned Planned Internal  External 

Gaye √√ √√ √√ √√ 

Esma √√ √ √√ √√ 

Yeliz √  √  

Kerim √√  √√ √ 

Dilek  √ √  

Hande √ √√ √√ √ 

Lale √  √ √ 

Pinar √√ √√ √√ √√ 

Mine √  √  

Ilker √ √ √ √ 

Naz √ √ √ √ 

Sedef √  √ √ 

Okan √  √  
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collaboration and collaborative. All these groups will be explained further in detail in the 

remaining of this chapter through the examples from the teachers. As the degree of 

collaboration in which the teachers were engaged was lower generally than their engagement 

with reflective activity, this chapter might be shorter than the previous one.  

 

5.2. Minimal Collaboration 

Five of the teachers (Yeliz, Lale, Mine, Sedef and Okan) gave limited and unclear 

examples when they talked about collaboration. Yeliz, Mine and Okan seemed to engage in 

unplanned in-school collaborative activities only. As they were all working with other ELT 

teachers in the same school, they mentioned exchanging ideas and sharing teaching materials 

with them. Yet, the range of the collaborative activities they engaged in appeared to be 

limited to that only. Okan, for example, had worked previously as the only ELT teacher until 

he joined his current school where he was working with Naz. That might have led him to be 

more individualistic rather than collaborative and interactive as he did not give any examples 

of collaboration, but vaguely mentioned exchanging teaching materials with Naz.  

 

Now, I have been the only ELT teacher in schools generally, there is that. There were 
rare situations where I worked with another ELT, this school for example. Teachers 
exchange teaching materials sometimes, but not much about that. Exchanging stuff or 
benefitting from each other, that does not happen generally. Generally, everybody just 
follows the way they have built up in years, to do teaching. (Okan, 1st int) 
 

 This suggests that he was not very open to learning with/from others but rather he 

preferred his own teaching ways, which might be because of the lack of previous collaborative 

experience. The data from his interview sessions showed that he was more reflective than 

collaborative and he did not mention any examples of making changes as a result of 

collaboration. Similarly, Yeliz, who was working in the same school with Kerim, reported that 

she was exchanging ideas and teaching materials with the other ELT teachers in the school. 

For her, it seemed as if having good personal relationships with colleagues was a prerequisite 

for collaboration. 

 

Here, we help each other a lot, we make up for each other`s weaknesses. So, if I feel 
necessary, I will ask them (the other ELT teachers in the school). Or Kerim and Ayse 
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(another ELT teacher in the school) will ask me too. We can ask for advice and help 
from each other; we have no problem at all. But the thing is, we are compatible in 
terms of our characters, none of us is problematic, that is why we get along well easily 
and support each other. (Yeliz, 1st int) 
 

Even though she had friendly relationships with the other ELT teachers and she 

highlighted that the school had a positive working environment, she did not give any 

examples of learning with/from her colleagues. This might be because, although she sounded 

more open to collaboration compared to Okan, she did not have any previous collaborative 

experiences just like Okan. Therefore, she might have not learnt how else to learn with/from 

others. 

 Sedef and Lale appeared to differ from the previous three teachers by engaging in 

slightly more diverse collaborative activities rather than limiting themselves to unplanned in-

school activities only. For example, Lale was working in the same school with Pinar, and as 

well as having informal talks with her, she mentioned benefitting from online ELT teachers’ 

portals as well where she could find opportunities to see various teaching materials and 

exchange ideas with other ELT teachers working in different school contexts. Additionally, she 

indicated that she had previously attended a seminar for ELT teachers which was provided by 

MEB.  

 

In that seminar, the only topic was the coursebooks, the ones that are used in schools 
and the syllabus. Except for that, issues such as what can be improved in English 
teaching, what kinds of things can be provided, or exchanging ideas… These kinds of 
things were never talked about. … It was just like “You will do this, you will integrate 
values education in your classes, you will focus on all skills, you will teach this way.” 
(Lale, 1st int) 
 

Although she might have had an opportunity of meeting all ELT teachers working in 

different regions of the same city, the format and the content of the seminar did not seem to 

encourage the teachers to interact with each other. Sedef mentioned participating in out-of-

school structured collaborative activities as well. At the time of the interview, she was 

undertaking courses for her master`s degree where she could learn about her peers` 

classroom practices, brainstorm with them to examine case scenarios related to in-school 

problems and discuss ideas in relation to how students` learning can be enhanced through 
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drama-related strategies. Yet, when she was asked in the second interview if those interactive 

activities had been useful in any way or if she had learnt anything she could use in her classes, 

she said; 

 

Yes, I read articles and everything, but those are not really related to how to teach 
English, they are more about how to use drama in classes. I mean, not directly linked 
to teaching English. (Sedef, 2nd int)   
   

Not seeing those interactive activities as learning opportunities, she seemed to 

differentiate teaching from teaching English by explicitly stating in the first interview that 

“developing your generic teaching skills is something, and developing in how to teach English, 

developing in a specific field I mean, is another thing I believe.” Having this kind of mindset 

might have impacted on the extent to which she thought about the ideas emerging from the 

interactive activities and what kind of actions she took at the end. As such, although she might 

have found more collaborative learning opportunities than the previous teachers, she, still, 

did not mention any learning incidents that might have happened as a result of a collaborative 

activity.  

The above given examples show that these teachers did not seem to have much 

experience of collaboration. And on the occasions where they collaborated with their 

colleagues, it was basically in the form of informal talks or exchanging materials. Yet, none of 

the teachers mentioned a change as a result of such interaction. Another commonality among 

these teachers was referring to ELT teachers only when they were asked about collaboration. 

That might be because they were all working with other ELT teachers in their schools 

therefore saw them as preliminary reference, or because they might have detached English 

teaching from generic teaching like Sedef did.  

 

5.3. Open to Collaboration 

 Four of the teachers (Dilek, Naz, Ilker and Kerim) appeared to be more open to 

collaboration and seeing its value. They could give more clear and diverse examples of 

collaborative activities they had been engaged in.  

Ilker and Dilek were graduates of English Language and Literature departments of 

different universities. They both reported that their pedagogical formation period was not 
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effective as it was in the format of lecturing, leaving no room for interaction and they did not 

have any opportunities to practise teaching or observe other teachers after the completion 

of the pedagogical formation courses. They added that they might not know as much as ELT 

graduates as they were not trained to become teachers, because of which they seemed to 

feel the need to benefit from other ELT teachers` expertise. Dilek, for example, mentioned 

doing changes as a result of joint decisions she made with another ELT teacher in one of her 

previous schools. While she was working in a religious vocational school in the eastern part 

of Turkey, she worked as a team with the other ELT teacher to improve the students` 

motivation for learning English. To achieve that, she stated that they created an English board, 

decorated classroom doors with flash cards, made vocabulary cards to facilitate vocabulary 

learning and assigned the students with speaking projects. Although she mentioned all these 

collaborative activities she engaged in previously, she did not seem to be doing any of those 

in her current school. That might be because she was the only ELT teacher in her current 

school or because she did not know how to initiate collaboration.  

 

I do not know, they (the school management) can make suggestions, for example, like 
doing an English street, doing a corridor of English in the school. Or, for example, I 
want to ask for a board, but I am hesitating thinking if they would give it to me, or how 
I would do that, I think about these things. I believe they could take the lead on these 
kinds of things. (Dilek, 1st int) 
 

 Rather than starting a conversation herself, she seemed to be waiting for others to 

approach and guide her for the things she wanted to do. On the occasions where she had 

such an initiator like her colleague in the previous school, she appeared to be open to working 

under their lead; however, when she did not have that as in her current school, she chose not 

to reach people and became more individualistic. Similarly, Ilker, who was working in the 

same school with Hande, was not proactive in initiating collaboration either. He did not 

mention any collaborative experiences from his previous schools, but in the current school he 

worked with Hande in a project proposed by MEB and decorated the school corridors with 

the students` learning materials. In addition, although Ilker did not mention himself, Hande 

reported that they were both planning to do a show in English and she suggested that they 

would do it together, which implies Hande initiated a possible future collaboration with Ilker. 
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 Kerim and Naz, though not mentioning such planned in-school activities, gave 

examples of planned out-of-school activities in addition to in-school and out-of-school 

informal talks with other ELT teachers. Naz, for example, when asked if she found any 

collaborative opportunities, referred to the annual ELT meetings (Zumre meetings) which 

takes place as a requirement of MEB where teachers from the same field meet once a year to 

discuss issues. 

 

As you might know, there are Zumre district meetings, either at the end of each year, 
or in the beginning. But, this is not a well-working system here in Kuskonmaz (a 
pseudonym for the village her school was located in). I have criticised this a lot. I am 
the head of the district Zumre meetings, but I cannot fix the system, that is just the 
way it goes. When I was in Ariburnu (a pseudonym for the city her previous school was 
located in), we used to exchange ideas and suggest resources to each other. Like, if 
somebody applied something in their classes they would share that with the rest of us, 
or we would talk about the topics in the coursebook. We used to talk about classroom 
incidents and we had a portal on Facebook. But we do not have it here. The way people 
see these meetings is, although we only meet once a year, `Let`s get it over with`. As 
this is the case, I have not been able to do much here. For example, I set an agenda for 
the issues I wanted to point out, everybody wanted to leave early and so the things 
that I wanted to address took a very short time. (Naz, 1st int)  
 

This implies that Naz did not have as effective opportunities as she did previously. Yet, 

she still mentioned exchanging ideas and materials with Okan and asking for advice from the 

management about the classroom management problems she was experiencing (see Section 

4.3.1.). Therefore, rather than waiting for others to approach her like Ilker and Dilek did, she 

seemed able to reach people if she felt she needed to. 

 Being open to learning with/from others and not feeling intimidated by them might 

have been related to Kerim`s and Naz`s background as well. Kerim and Naz graduated from 

the ELT department of the same university where they reported that they had found many 

opportunities to do microteaching and get feedback on it from their peers and university 

mentor lecturers. 

 

The lecturers coming to our classes, especially our mentor lecturer, she was very direct. 
She would not avoid saying anything and she would do that in front of everyone. She 
would not ask you to go with her after the class or anything, she would say things 
directly as they were, in front of everyone. She would make us feel ashamed by saying 
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“You did that wrong, you pronounced that wrongly”. I mean she would criticise us. But 
that is good for students, you push yourself harder for the next microteaching, you try 
to do better than the previous one, you try to avoid what you did wrong the last time. 
(Kerim, 1st int) 
 

 Getting feedback from his mentor lecturer and having the opportunity of seeing his 

peers` microteaching presentations, Kerim might have realised that interactive opportunities 

helped him improve his teaching. Although he could have felt demotivated and closed himself 

to others because of his mentor`s attitudes, when he was asked how he felt about those 

comments in the first interview he said “speaking for myself, it was motivating for me. … I 

would get more ambitious since I like ambition”.  

Different from the first group of teachers who seemingly limited themselves from 

learning with/from others or engaged in very limited collaboration, these four teachers 

mentioned benefitting from others` expertise. Ilker, for example, when he was asked what 

else he would like to learn in the profession and what kinds of learning activities he would like 

to participate in, pointed out as follows; 

 

I believe you (me) are lucky as you can learn about other teachers` teaching practices. 
Teachers should interact with each other, that is because you can learn lessons not 
only from your own experiences but also from what others are experiencing as well. 
Based on that, you can take precautions, etc. I do not know, I feel like, if teachers come 
together and talk about education and stuff, that would be the most useful and fun 
way of learning. (Ilker, 3rd int) 
 

 Feeling a need for more interactive and collaborative activities, Ilker appeared to 

acknowledge others` expertise as external sources and therefore see interactive and 

collaborative activities as learning opportunities.  

 As can be inferred from the above given examples, the purpose of these teachers  ̀

interaction with their colleagues went beyond exchanging ideas and materials to problem 

solving and making joint decisions for shared goals. Although Dilek and Ilker mentioned only 

collaborating with ELT teachers just like the previous group of teachers, Kerim and Naz could 

give examples with other colleagues as well. Unlike the pervious group of teachers, these 

teachers` engagement in collaborative activities could bring change. Yet, the extent of the 

change seemed to be limited by only influencing their teaching methods or classroom 
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management strategies temporarily, but not having any long-term impact. This might be 

because they were not provided with very effective interactive and collaborative activities, or 

because the collaborative activities they were engaged in did not trigger reflection at a deeper 

level.  

 

5.4. Collaborative 

Four of the teachers (Pinar, Gaye, Hande and Esma) were found to be very open to 

collaborative activities and mentioned several collaborative opportunities where they could 

learn with/from others. Different from the first group of teachers who were mostly engaged 

in informal in-school talks, or the second group of teachers whose experiences of 

collaboration resulted in limited change, these four teachers seemed to engage in a wider 

range of collaborative activities and some of them resulted in longer-term change.  

Gaye, for example, gave examples of both unplanned and planned in-school 

collaborative activities with the other ELT teacher in her school. She reported that they 

worked together to create a separate ELT teachers` room for themselves where two of them 

could decide which teaching materials they would use and talk about their practices and 

plans.  

 

I told Berna (the other ELT teacher) “We have to prove that we are not lazy teachers, 
what shall we do?”. That is when the idea of decorating a room for ourselves came up. 
Well, I do not have a language class in this school now, but once they gave me a class 
and that was a great year. … But that opportunity was taken from me. … I could not 
do much in the teachers` room and I sometimes would get involved in conversations 
and be late for my classes, which bothers me a lot. So, I talked to the head teacher, I 
said to him “Can you give that separated section to us? … So that I would be here 
during breaks, have discussions with Berna about classes, etc.” He did not seem to be 
willing at first but agreed later. It was a dirty stinky room, we cleaned it, created space 
for ourselves and owned the place” (Gaye, 1st int) 
 

The idea of creating a room for themselves seemed to have derived from Gaye`s 

reflection on the head teacher`s attitudes towards them and on the in-school resources. 

Thinking about how she could overcome these issues might have led her to collaborate with 

Berna, with whom she took further actions for this shared goal. In addition to that, she 

indicated that they worked together to decorate the English street and to organise a show in 
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English. According to her, all these efforts positively impacted on the learning outcomes and 

the parents` and the head teacher`s attitudes towards them as was elaborated previously 

(see Section 4.3.3.).  

The example from Gaye also shows that her engagement in collaboration was 

triggered by her reflection on the difficulties she was experiencing. Esma, who was working 

with another ELT teacher in a school located in the rural area, mentioned a different 

experience. After she was notified by the head teacher about the district governor`s 

expectations from their school, her and the other ELT teacher organised a theatre play in 

English to meet those expectations.  

 

They (the local authorities) had been expecting a theatre play in English from us, for 
two years now, the district governor. That requires a lot of effort, you know. … Cinar 
teacher (the head teacher) kept saying “We should do that, that it would be nice”, etc. 
We tried doing that previously, I regretted that since it was so exhausting, although 
we were three ELT teachers, we all got very tired. On the second year, one of the ELT 
teachers left, then we were just two. But then the arts and design teacher helped us 
fortunately and we did a good job, it was the snow white and seven dwarfs. They (the 
students) memorised it very well, we did not make any mistakes, it was perfect and the 
costumes were really successful. (Esma, 1st int) 

 

In her case, it seemed that others` expectations required her to work with colleagues 

and she found herself in a team who were expected to work together rather than having to 

approach colleagues for help like Gaye did. Different from Gaye, Esma reported that the head 

teacher was very supportive throughout the process by providing them with all the resources 

they needed. And, she highlighted that the theatre play had a positive impact on the students.  

 

For example, one of the parents came to the school, her daughter was one of the 
dwarfs. She is a very sweet child, but quite shy. That is why I made her the shy dwarf, 
thinking she is a good fit. But, then we noticed a big difference in her classroom 
participation. Her mother came to give thanks, she said her daughter started learning 
English thanks to us. … She improved incredibly, that is a very big motivator for me. 
(Esma, 1st int)  
 

 As Esma`s and Gaye`s examples might indicate, these two teachers` engagement in 

collaboration derived from reflecting on others` expectations or their attitudes towards them. 
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Yet, they seemed to differ in terms of the nature of drive for collaboration as Gaye appeared 

to be internally motivated to collaborate with her colleague to achieve her goals while Esma 

might have had an external drive.  

In addition to the examples of reflection followed by collaboration, the teachers gave 

examples of collaboration leading to reflection as well. Pinar, for example, was a graduate of 

an ELT department of a top-ranking university where she reported that she found 

opportunities such as observing several teachers teaching both skills and grammar, attending 

classes of both Turkish teachers and English speaking teachers and talking about her teaching 

practice either with peers who would observe and record her teaching, or with a mentor 

teacher. After the pre-service years, she stated she directly started working in a franchised 

private school where she was provided with many collaborative opportunities as well. As a 

requirement of the school policy she had to attend a particular number of seminars and 

conferences every year, she worked in an in-school community of ELT teachers and 

participated in online groups to do projects with teachers from other schools in Turkey and 

abroad. All the interactive and collaborative opportunities she had in previous years seemed 

to have helped her construct her beliefs about what to teach (skills integrated with grammar) 

and how to teach it (learner-centred teaching). Even in situations where she faced with 

difficulties in putting her beliefs into practice as in her current school, she did not seem to 

give up.  

 

Students need to get rid of this mindset, there is still that teaching style which 
encourages memorisations, they need to get rid of that. I am trying to change these in 
the school. Colleagues here are young, very dynamic and nice. But somehow, they feel 
like they need to adapt to the system here, because there is a system, and either you 
are left out or you have to adapt to it. Sometimes, you cannot change everything on 
your own. Still, we resist with those colleagues, I am still trying to do things. (Pinar, 1st 
int) 

 

 Pinar`s feeling of not being restrained by external factors might be because she had 

built up a strong belief system through collaborative and interactive activities she was 

previously engaged in and by reflecting on her beliefs she might have found power in herself 

to stay committed to achieve her goals, which suggests her external motivation for 

collaboration might have triggered internal motivation for reflection. And she might have 
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learnt how to become reflective over time with the help of pre-service and in-service 

opportunities, which led her to adopt a creative and solution-oriented approach towards the 

problems.  

 The examples in this section show that these teachers` engagement in collaboration 

seemed to derive from various reasons such as meeting the requirements of their workplaces, 

create a product through joint decisions, discussing ideas and exchanging materials and 

talking about their teaching and getting feedback. Although they appeared to refer to ELT 

teachers mostly when they talked about collaboration, they all mentioned interacting with 

non-ELT teachers as well, which might imply they were able to recognise others as learning 

sources unlike the first group of teachers. Different from Dilek and Ilker in the second group, 

these teachers were proactive in collaboration and felt comfortable to take the lead. And 

unlike the other teachers, these teachers` engagement in collaborative activities seemed to 

bring change in different levels including their practice, their beliefs and learning outcomes. 

This might be because for them collaboration and reflection did not seem to be separate 

activities, but one involved the other or one triggered the other.  

 

5.5. Summary 

 This chapter illustrated the findings with regards to the teachers` engagement in 

collaborative activity with their colleagues and suggested that collaboration could lead to 

teacher learning/change in the occasions when it triggered reflection. The chapter clarified 

the types of the collaborative activities that were available to the teachers as well as the ones 

the teachers initiated themselves. It also showed how the teachers differed from each other 

in terms of their approach towards collaboration and indirectly signalled that the contextual 

factors were more impactful on the teachers` engagement in collaboration which will be 

explained further in Section 7.4. The next chapter will focus on the factors affecting the 

teachers` experiences of reflective and collaborative PL activities.  
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CHAPTER 6 FACTORS THAT AFFECT ELT TEACHERS` ENGAGEMENT IN 

REFLECTIVE AND COLLABORATIVE PL ACTIVITIES 

6.1. Introduction 

Previously in Chapter 2, reflective practice and collaborative working were defined as 

two aspects of PL, and PL was linked to change. Therefore, by engaging in reflective and 

collaborative activities, teachers can grow and achieve change in their beliefs and practices 

and learning outcomes. Yet, as was discussed in Chapter 2, change ought to be considered as 

a process rather than a product, and achieving change may not be straightforward as 

individual and contextual factors impact on the change process.  

In the previous two chapters, I looked at how the ELT teachers working in different 

contexts in Turkey experienced reflective practice and collaborative working in their PL 

respectively. In this chapter, I will examine the factors influencing the ability of these teachers 

to engage in reflective and collaborative PL activities. With this aim in mind, I will first present 

the individual factors affecting the teachers in relation to their engagement in reflective and 

collaborative PL activities, which will be followed by the contextual factors affecting reflective 

practice and/or collaborative working.  

 

6.2. Individual Factors 

Individual factors such as previous experiences, backgrounds, belief systems, values 

and motivations constitute teachers` stance towards change, therefore play an important role 

in the change process (Chapter 2). For this study as well, the individual factors were found to 

impact greatly on the extent to which the teachers were engaged in reflective and 

collaborative PL activities that shape their current teaching practices and future aspirations. 

Three key aspects, namely motivation, self-efficacy and beliefs emerged from the data and 

helped to explain the differences among the teachers. In the remainder of this section, I will 

give an overview of these individual aspects first, and this will be followed by more details 

together with the examples from the teachers under each sub-section. 

Regarding motivation, the teachers` explanations about how motivated they felt and 

where their motivation derived from seemed important. While some teachers were found to 

be more dependent on external sources, others were more internally motivated. As such, the 
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internally motivated teachers did not appear to feel restricted by the external factors and 

stayed motivated even when they were faced with difficulties. The teachers with an externally 

driven motivation, on the other hand, were found to feel easily encouraged or discouraged 

by the external factors, and the contextual settings they were working in seemed to directly 

impact on how they were feeling about teaching. Examples such as feeling less excited and 

less idealistic in teaching, questioning themselves if they wanted to continue teaching, 

experiencing burnt out and feeling like they have plateaued, were associated with lower 

levels of motivation, while persisting to achieve their goals, showing willingness for PL, 

challenging themselves to overcome difficulties and trying to live up to their ideal visions were 

associated with higher levels of motivation. 

A number of positive and negative comments from the teachers had implications 

about their self-efficacy. In terms of the level of their self-efficacy, some mentioned feeling 

confident about their teaching, finding their teaching very efficient, feeling satisfied with their 

teaching, whilst others questioned their teaching abilities, felt insufficient, and did 

competency self-checks. In addition to their sense of efficacy, what they were disposed 

towards was also found to be important, meaning whether they wanted to continue to grow 

or were satisfied with their teaching. While the ones who were disposed towards growth 

seemed able to check their qualities, detect what they could improve and take further actions, 

the ones who were more towards feeling satisfied did not appear to see any need for 

improving as they were content with their qualities. This might be related to whom or what 

these teachers attributed failure. While the ones who felt satisfied appeared to attribute 

failure to other factors and therefore did not see themselves as responsible for the outcome, 

the ones aiming to grow attributed failure to themselves and therefore saw themselves 

responsible for any outcome. As such, it seemed the first group did not perceive any need to 

engage in reflective and collaborative activities while the second group did to improve the 

outcomes.  

In relation to their beliefs, the teachers talked about what should be taught and how, 

their beliefs of ideal outcome and ideal teaching and their perceived responsibilities as a 

teacher. The type of their beliefs seemed to shape their teaching, and while some were found 

to have more `traditional` beliefs (teacher regulated, content driven, grammar focused and 

instructed in Turkish), some seemed to hold more `progressive` beliefs (student centred, 

participative, skills integrated, exposure to English). The teachers also differed from each 



 

122 
 

other with regards to whether their actual practice aligned with their beliefs. At the times 

when they experienced a gap, they seemed to engage in reflective and collaborative PL 

activities to achieve closer to their beliefs; while, on the other hand, in the cases when their 

teaching was consistent with their beliefs, they might not have had such a drive.  

In the coming sub-sections, the teachers` motivation, self-efficacy and beliefs will be 

further discussed in relation to their engagement in reflective and collaborative PL activities. 

Even though I intend to focus on the individual factors in this section of the thesis, the 

individual and contextual factors are interlinked, therefore there might be some overlaps. Yet, 

for the sake of clarity, I will look at the contextual factors in Section 6.3.   

 

6.2.1. Motivation  

Table 10 displays information about the teachers in terms of the type and the level of 

their motivation. 

 

Table 10 

The type and the level of the teachers` motivation 

 

Level of 

Motivation 

Low 

Type of Motivation 

Externally driven                                                                        Internally driven 

Mine, Sedef 
Dilek, Naz, Yeliz 

Moderate                                          Okan, Lale 
                                         Kerim, Ilker 

High                                         Esma, Hande 
                                                                                                             Gaye, Pinar 

 

Mine, Sedef, Dilek, Naz and Yeliz were found to have a low level of externally driven 

motivation. Sedef, Dilek, Mine and Naz reported feeling less enthusiastic in the profession, 

feeling tired and worn out, and mentioned burn out even though they had been teaching for 

five years or less. 

 

I was more excited in the early years, more enthusiastic. But when you experience 
negative things, you can`t avoid losing that side of you. (Sedef, 1st int) 
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I feel like, every year, I am less excited when the school term starts... My heart would 
beat faster in the early years when I stepped in the classroom, now slower. … I do not 
know, I guess I am losing my enthusiasm. (Dilek, 3rd int) 
 

Their feeling this way might be due to previous experiences and various contextual 

factors. Naz, for example, indicated that she had done part-time teaching in her pre-service 

years and after graduating she worked in different schools both as a permanent teacher and 

a substitute teacher. In one of these schools, according to her, she had suffered from a 

repressive management and had felt compelled to move school. In addition to such negative 

experiences, she sounded disappointed about the teaching as a profession as well.  

 

About teaching, when you start teaching for the first time, you expect that you would 
be respected and all. But I have learnt that that is not happening. (Naz, 1st int)  
 

Going through all these experiences seemed to make her question whether teaching 

should be her lifelong profession as she mentioned in the first interview; “I feel like “is this 

(teaching) going to be it (my life)?”. I need to do something about it, something to change it.” 

Okan, Lale, Kerim, Ilker, Esma and Hande seemed similar to the previous teachers in 

terms of being influenced by the contextual factors to a great extent; however, they appeared 

to differ from them by having some degree of internal motivation. For example, Okan 

confessed that the school-related problems and systemic problems had reduced his level of 

motivation over time and that he did not feel as motivated anymore. Although his teaching 

seemed to exemplify the `traditional` way mostly, he sounded very enthusiastic about 

teaching pronunciation and accents in English, which, according to him, was because of his 

personal interest in those aspects of the language. Having such an interest, he mentioned 

searching for techniques to how to best learn and teach pronunciation, watching videos and 

reading various resources.   

 

It (his interest in pronunciation) reflects positively on students, I explain them how 
British and American accents vary, some say this, some say that, etc. It draws students` 
attention and I like teaching this kind of stuff. Teaching how to pronounce words 
correctly, the types of vocabularies, etc motivate me as well. (Okan, 1st int) 
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This suggests, Okan`s motivation triggered a deeper level of reflection for teaching 

these aspects of the language and he did not spare taking actions to improve the learning 

outcomes. Even though he might have seen the contextual factors as insurmountable and did 

not push himself for teaching skills or instructing in English for example, he did not feel so for 

teaching what he liked himself.  

Esma and Hande differed from Okan, Lale, Kerim and Ilker by showing high levels of 

motivation to improve their teaching, which might have been because of their positive school 

environments. Esma`s interview data highlighted how her motivation level increased or 

decreased across schools. She had worked in three different schools as a substitute teacher 

before she started in her current school, and she reported that she did not feel accepted or 

valued as a teacher by her colleagues previously. Such attitudes from her colleagues might 

have impacted on the time and effort she invested on her teaching, as she admitted that she 

focused on simply transmitting the content to the students.  

 

When you are doing substitute teaching you do not have that belonging feeling. … Your 
colleagues treat you as a substitute, I cannot lie about that. Both the management and 
the colleagues, they all do that. … These are big disadvantages. You do not feel you 
belong there. And the salary, money is a big motivation tool, the salary is not worth 
the tiredness. It decreases your motivation too. The students` profile affects you quite 
a lot, the schools I worked back then were all located in poor neighbourhoods, rough 
lives.  (Esma, 1st int) 
In the previous schools, I did not teach in English. … So it was like, you fear thinking the 
students would not understand. But I believe if I had tried harder, they would have 
understood it. … There was a coursebook we were using, I followed the book. I tried to 
do whatever was written in the book rather than trying to get to know the students, 
that was a mistake. (Esma, 2nd int) 
 

Feeling disconnected to the previous schools as well as other external factors seemed 

to influence how motivated Esma felt in teaching. Even though she did not mention any 

previous examples of reflection or collaboration, she appeared to be very open to reflective 

and collaborative activities in her current school. This might be because she had a stronger 

sense of belonging to the current school and she felt she was valued by her colleagues.  

 

About my current school, it is my school. My tenure here is 7 years, ... This is my school. 
The management is a big motivator, …, Cinar teacher (the head teacher) supports us a 
lot. … He is very efficient, he pushes us all the time saying “You can do this” or “What 
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shall we try this time”, he really works hard, …, for success. … He pushes us, then we 
push students and parents, like domino effect. In our school, as I said before, the 
management motivates us, with their support we improve. (Esma, 1st int) 
 

In addition, other differences between the previous and the current school such as 

the rise in her salary, the parents and the students and the opportunities she could find as a 

permanent teacher might have contributed to her level of motivation. And all these, in return, 

seemed to impact on her feelings as a teacher and helped her become more reflective and 

collaborative to better her teaching.  

 

To improve myself, I try to explore. Every group (of students) learns differently. … So 
according to what students like, I spend time thinking what to do and get help from 
others. … I put a lot of effort myself and try to get help as much as I can from others. 
(Esma, 1st int) 
 

In contrast to the teachers mentioned so far, Gaye and Pinar were found to have an 

internally driven motivation and they were less affected by the contextual factors.  

 

My teaching is individual, I mean I am not dependent on others. What I am trying to 
say is, do others affect me? Maybe it is something related to my teaching experience, 
once I realise that they (others) would not contribute to me in any way, I can just 
distance myself from them by even creating a space for myself. … About my colleagues 
here and everything, I just laugh off, I don’t care that much. Except for that (problems 
she had while doing master’s), nothing can demotivate me. (Gaye, 1st int) 
 

Yet, this should not mean they did not perceive the contextual factors as discouraging 

at all. As was explained in Section 4.3.3., Gaye had gone through some problems with the 

management and the parents, and she indicated that she had received complaints from the 

parents regarding her teaching approach.  

 

That day (when she learnt about the complaint), I took a stroll in the city centre, the 
whole day. I remembered my days at university, all the things I had done until then, 
my efforts. That is a terrible moment, a very terrible moment. But somehow, you 
overcome those too. (Gaye, 1st int) 
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Although such experiences might have been discouraging, Gaye seemed able to 

persist, which might be because of having an ideal vision for herself. She reported having 

difficulties in English in her pre-service years and feeling behind her peers whose, according 

to her, primary school English language teachers were effective. This made her think, as she 

mentioned in the second interview, “it (learning English) happens when students first meet 

English. They first meet me, so I should do as much as I can”. Believing she has responsibilities 

as an ELT teacher and investing efforts to live up to that ideal vision might have been an 

internal drive for Gaye to stay motivated. For Pinar, on the other hand, fearing of being 

insufficient and failing to meet students` needs seemed to be how she maintained her 

motivation. Instead of settling with what she had achieved, Pinar mentioned feeling a 

constant need to improve her teaching, which might be related to her background. She 

indicated that she was trained to teach in private schools, and she started teaching in a high-

achieving private school after the graduation, which might have aligned well with the training 

she received. However, moving to a public school seemed to make her realise she would have 

to change her approaches to teaching if she was going to meet the needs of the students. 

Therefore, getting out of her comfort zone and the fear of unknown might have led her to 

continuously make revisions and stay alerted to get to know her students. 

The examples from Gaye and Pinar suggests that these teachers` motivation was 

grounded on internal mechanisms and fed by their ideal-self visions and fears. As such, even 

though they might have occasionally felt low in the face of the difficulties, they seemed able 

to draw on inspiration that transcended the context. Therefore, while the previous teachers 

became less or more reflective and collaborative depending on the contextual factors, these 

two teachers were engaged in more efficient forms of reflection and collaboration regardless 

of the external factors.   

 

6.2.2. Self-efficacy 

Table 11 shows information about the teachers in terms of their level of self-efficacy 

and their disposition towards growing and feeling satisfied. 

 

Table 11 

Teachers` sense of efficacy and disposition 



 

127 
 

 

Dilek, Mine, Sedef, Naz, Yeliz, Ilker and Okan seemed to be disposed towards feeling 

satisfied with their current quality of teaching. Yet, while Dilek had a low sense of efficacy as 

she felt inadequate in teaching because of her non-ELT related background, the other 

teachers had a higher sense of efficacy. The teachers differed from each other in terms of 

their reasons for feeling contented with their current teaching. Sedef, Yeliz and Naz felt their 

teaching was effective because they were trained by qualified and competent academics in 

pre-service years. In addition, their previous teaching experience seemed to boost their 

confidence as well since they sounded as if they had mastered teaching over years therefore 

saw almost no reason to revise their qualities. 

 

If you have enough experience, you test it over years and see what works and what 
does not. And not to waste your time … you directly go to that one (teaching way) so 
you do not lose time with other methods. (Yeliz, 1st int)  
I am very sure about my teaching methods and techniques. (Yeliz, 2nd int)  
 

Similarly, Ilker appeared to associate the efficacy of his teaching with his teaching 

experience and subject knowledge. 

 

As you study (preparing for classes) and memorise stuff, since it is the same syllabus, 
you master the syllabus, or you become able to do more than you did in the last year. 
So, I cannot say my teaching is worse than last year`s, I believe I can teach better than 
last year. (Ilker, 1st int) 
 

Okan and Dilek, on the other hand, seemed to evaluate the quality of their teaching 

according to the profile of their students. When asked about PL activities he was engaged in 

and whether he found PL necessary, Okan said; 

 

Self-efficacy 

 

Low 

Disposition 

Grow                            Satisfied 

Kerim, Lale, Pinar Dilek 

High Gaye, Esma, Hande Mine, Sedef, Naz, Yeliz, Ilker, Okan 
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We could do more (of PL activities) actually, but we do it to an extent. That is because 
we do not feel the need, I do not really need to improve myself in MEB (public schools). 
This (the bit he was doing) is related to my own eagerness. There is nothing that pushes 
us or no opportunities to improve ourselves, and plus there is not much need. (Okan, 
3rd int) 
 

Feeling strong enough for this type of school, Okan did not see any need to improve, 

which suggests they might feel such a need in more demanding school contexts like Dilek did 

previously in a science school where she was teaching high-achieving students.   

 

If I worked in a science school, I would feel more anxious because those students are 
much better, so I would have to study and prepare for the classes ... But our students 
are much worse, and every year it is getting worse. … So for my current students, I 
check the coursebook one day before the class, and I see I am going to teach this, and 
I say to myself “I know it already, I will teach the way I always teach” and that is how 
I go to my classes. But if it was a science school or a private school, I feel it would be 
different, I would feel the obligation to do preparation, that is what I believe. (Dilek, 
3rd int) 
 

Considering the given examples, there appeared to be little incentive for these 

teachers to critique and revise their teaching. They seemed to attribute failure to external 

factors rather than themselves and therefore did not feel any perceived threat to their sense 

of efficacy, which might have prevented them from being more open to reflective and 

collaborative PL activities.  

Gaye, Esma, Kerim, Lale, Hande and Pinar were found to be disposed towards growth; 

however, the teachers differed from each other in terms of their sense of efficacy (see Table 

11). 

 

I am an example of a teacher who has no resources. But my self-confidence has 
boosted greatly, whichever primary school they send me to teach, I can teach well. 
(Gaye, 1st int) 
 
I, for example, never see myself enough. Since I do not find myself enough, I want to 
do more, all the time, to search for things. (Pinar, 3rd int) 
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Regardless of the self-efficacy levels, they did not seem to feel satisfied with the 

quality of their teaching. This was possibly because they felt motivated to achieve more as 

was explained in Section 6.2.1., and having seen positive outcomes for their efforts might 

have led them to feel more motivated, which, in turn, might have increased their sense of 

efficacy.  

 

These things (positive feedback) make me feel like, …, you know when you get more 
and more motivated as you do, something like that. (Hande, 2nd int)  
 

Another reason might be, these teachers, unlike the previous ones, appeared to 

attribute failure to themselves and take responsibility for learning outcomes by revising their 

teaching qualities. 

 

It is constantly changing, the students, the generations, … For example, I did not have 
any student with special needs before, I came across with one here. I come across with 
different student types, like, all the time, therefore I need to search for what I can do 
with them, that is why I am not finding myself enough. (Pinar, 3rd int) 
 
One has to look at themselves first, checking what they can do and what they cannot 
do, detecting what they are lacking etc, and then they need to keep themselves 
updated accordingly. (Kerim, 3rd int) 
 

Similarly, Lale mentioned that her students had previously had problems with listening 

in English and she felt responsible for helping them to improve their skills.  

 

Now, it is my fourth year in teaching. … In the past, when the students listened to 
something they would not understand it, or even in daily life, when we went on a school 
trip for example, they kept asking me about the lyrics of songs like “What does it say 
here” etc, and this bothered me a lot. That is because you are their teacher. … So, I 
would blame myself thinking I could not teach well. (Lale, 2nd int) 
 

Experiencing such a problem seemed to lead her to look for ideas about how to teach 

listening strategies, and after implementing those ideas in her classes she mentioned an 

improvement in the learning outcomes. This suggests, reflecting on her qualities might have 

served as an internal motivation for her and she undertook actions to feel better in teaching. 
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Different from the previous teachers who appeared to build up their confidence on the 

previous experiences, the student profile and their natural capabilities, the sense of efficacy 

of these six teachers looked more dependent on the current learning outcomes.  

 

6.2.3. Beliefs 

Table 12 presents the teachers in relation to the type of their beliefs and the alignment 

between their practices and beliefs.  

 

Table 12 

The type of the teachers` beliefs and the alignment with their practices and beliefs 

Type 

 

Mostly traditional 

Alignment 

Aligned                                   Not Aligned 

Yeliz, Sedef, Mine, Okan, Naz ----- 

Mostly progressive Pinar, Hande, Gaye, Esma Ilker, Lale,Kerim, Dilek 

 

Okan, Mine, Yeliz and Sedef appeared to have `traditional` beliefs about teaching 

English and their teaching reflected their beliefs. For example, Sedef reported she believed 

that the students should be competent in grammar and vocabulary and that some topics were 

best taught in the traditional way which was what the students were used to. As such, even 

though she mentioned using games and other techniques occasionally, her lessons were 

mainly grammar and vocabulary oriented and teacher centred. 

 

When you try to teach through games quite often, …, students do not take it seriously. 
I agree that learning through natural ways is nice and all, …, but I believe some topics 
cannot be taught that way. And I also do not like when students feel like they are 
playing games rather than they are learning… Because of all these reasons, to make 
them understand that it (learning) is a serious process, I admit that I do not use games, 
movies and stuff very often. I can say that I am trying to balance, that is all. (Sedef, 1st 
int) 
 

In addition to these four teachers, Naz seemed to be teaching in a similar way as well. 

Although she did not mention much about her beliefs of teaching, she sounded very exam 
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oriented. In the second interview, when she was asked to reflect on one of her last classes, 

she preferred to talk about a high-attaining group and how her class with them went as 

follows;  

 

I started using a supplementary coursebook yesterday, I use it with 7/b. It is a very 
good group, actually it is the best group in the school, there are amazing students 
there. So, I asked them to buy supplementary coursebooks. Normally, if I tell any 
average student to finish the first two units on the coursebook, there is no way they 
will do it. But these students did that. So, we went over the answers for two class hours, 
incessantly. (Naz, 2nd int) 
 

 Naz may have shaped her teaching according to what was expected from her. Even 

though she might not have her own agenda for teaching, she seemed content with her 

teaching as she was preparing the students for the exam. Having no noticeable gaps between 

their actual teaching and beliefs, these teachers may have felt no tension, which could have 

served as a drive for them to do things differently.  

Ilker, Kerim, Dilek, Gaye, Esma, Hande, Pinar and Lale appeared to have more 

`progressive` beliefs about teaching, yet they differed from each other as to whether they 

could put their beliefs into practice. And Dilek, Ilker, Kerim and Lale seemed less able to teach 

in the way they believed they should have.   

 

Actually, we should focus on reading, listening, writing so that skills would improve. … 
At the weekend course just now, I taught grammar then gave the students tests and 
they did that. Yes, I correct their pronunciation when they read the sentences aloud, 
but I do not make them speak or write. If the school had that kind of system, I would 
try to focus on skills. (Dilek, 2nd int) 
But I teach grammar, because that is what they ask in the exam. (Dilek, 1st int) 
 

The examination system and the school`s expectations from her might have shaped 

Dilek`s teaching, which seemed to apply to Ilker and Kerim as well since they both reported 

that the years they were teaching (whether they were exam group or not) played an 

important role in their teaching approach. Ilker, for example, highlighted that his beliefs about 

teaching English changed completely after participating in a language course in the US during 

his bachelor’s degree. He reported that he realised having the grammatical knowledge was 
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not enough to be able to communicate in English after he himself experienced problems with 

communication, even though he had known the grammar. He mentioned prioritising teaching 

the skills and daily language, and he seemed to do so in the weekend courses.  

 

I have never wanted to stick to the coursebook. In the weekend courses, for example, 
I do not follow the coursebook. During those courses, I make the students watch the 
cartoon series I told you about, I ask them to come up with dialogues themselves 
regarding the topic, then I ask them to talk to each other, just using whatever is given 
in the cartoon. (Ilker, 3rd int) 
 

Yet, his teaching did not look very consistent with his beliefs as he emphasised he was 

able to do so with the smaller age groups but not with the exam groups. This might be 

because, as in Dilek`s case, he was expected to do exam-oriented teaching.  

 

And, the expectations of the school management and the parents are, of course, 
students` making as few mistakes as possible in the exam. (Ilker, 1st int) 
 

As such, it seemed Ilker, just like Dilek, put aside his beliefs and tried to meet the 

exam-oriented expectations instead. In addition to the examination system, the pressure of 

time may have led the teachers abandon their beliefs. Lale, for example, felt pressured to 

complete the syllabus within the given time as follows;  

 

Regardless of how much I teach something in the class, regardless of how many times 
I explain it, or how much they write it, it happens to an extent. Then, in that case, 
English classes start to have no difference from other courses. But, I feel like it would 
work much better if it is taught in a fun way, through activities, songs, etc. But, there 
is absolutely no time to do that right now, we have this syllabus to finish at the end, 
and we do not have materials either. (Lale, 3rd int) 
 

Experiencing such pressure, Lale might have felt obliged to follow the coursebook 

rather than enriching her classes with different activities as she believed she should have.  

Unlike the previous teachers, the way Esma, Gaye, Pinar and Hande were teaching 

seemed more aligned with their beliefs. When asked in the third interview about their 

perspective of ideal teaching, their actual classroom practices looked similar to the ideal 
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teaching scenarios they described. This was confirmed by the teachers themselves when they 

talked about how close they believed their teaching was to their ideal teaching scenarios.  

 

I am trying to do everything I have just said, I mean, as far as I can. … I have a clear 
conscience. It is not like I am describing this ideal teaching scenario and not doing it at 
all, I am doing all of it. (Pinar, 3rd int) 
 
I am repeating again, I am doing things to achieve my ideals about teaching. I do 
listening activities in my classes, I speak in English, and as I told you before, we are 
doing speaking classes now, we started doing that recently. (Hande, 3rd int) 
 

This implies that the gap between these teachers` practices and beliefs might be 

narrower compared to the previous four teachers. In this case, their beliefs about teaching 

might have internally motivated them to become more reflective and collaborative in order 

to achieve closer to their ideal teaching scenarios.  

 

6.3. Contextual Factors 

Contextual factors, in addition to individual factors, impact greatly on the change 

process as contexts in which teachers work affect their feelings and dispositions towards PL 

(Chapter 2). In the previous section, I looked at the individual factors and how they impacted 

on the teachers` engagement in reflective and collaborative PL activities. In this section, I will 

explore the contextual factors emerging from the data, which were grouped into Braun et 

al.`s (2011) concepts of external contexts, material contexts and situated contexts as there 

seemed to be issues at different levels (Chapter 2). External contexts included a lack of PL 

incentives from the authorities, the examination system and a lack of PL activities; material 

contexts referred to teaching materials, class and school size, syllabus and class hours. And 

situated contexts were seen as school location, colleagues, schools` expectations, teaching 

groups, workload and time, autonomy and in-school initiatives. Table 13 shows the contextual 

factors affecting the teachers` engagement in reflective and collaborative PL activities. Each 

of them will be discussed further in detail under the sub-sections in the remaining of this 

section.  
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Table 13 

The contextual factors affecting the teachers` engagement in reflective and collaborative PL activities 

 

TEACHERS 

CONTEXTUAL FACTORS Gaye Esma Yeliz Kerim Lale Dilek Hande Sedef Naz Okan Ilker Mine Pinar 

External 

contexts 

Lack of incentives √ √      √      

Examination system √ √    √ √ √   √ √ √ 

Lack of PL opportunities √ √ √ √ √ √ √ √ √ √ √ √ √ 

Material 

contexts 

Teaching materials √ √ √ √ √ √ √ √ √ √ √ √ √ 

Class and school size √       √ √   √  

Syllabus and class hours √ √  √ √ √ √  √ √ √ √ √ 

Situated 

contexts 

School location  √ √ √ √ √ √ √ √ √ √ √ √ √ 

Colleagues √ √ √  √ √ √  √   √ √ 

Schools` expectations √ √   √ √  √   √ √ √ 

Teaching groups  √ √ √    √ √  √ √ √ 

Workload and time  √   √ √  √ √ √ √ √ √ 

Autonomy  √  √    √ √    √ 

In-school initiatives      √ √ √   √  √ √ 
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6.3.1. External contexts 

 The incentives, examination system and available PL opportunities seemed to be the 

issues at the systemic level. While formal PL opportunities appear to have affected the extent 

to which the teachers were engaged in collaborative activities, the examination system and 

the lack of incentives impacted more on their engagement in reflective practice.  

All teachers appeared to agree that there were not enough available PL opportunities 

for them to attend. For example, Okan, when asked what kinds of opportunities he had found 

in his teaching career, said; 

 

No opportunities have been provided, not for the language itself or for overseas 
education. I have not really seen many seminars for teachers, or any kinds of trainings 
etc. There are not many opportunities, the state does not have those kinds of means. 
(Okan, 1st int)  
 

In addition to the availability of PL opportunities, the nature of the already available 

opportunities seemed equally important. The teachers all confirmed that there were annual 

meetings (Zumre meetings), yet these were largely seen as `box ticking exercises` rather than 

development opportunities. 

 

For MEB teachers, there are generally Zumre meetings in towns and city centres. But 
these Zumre meetings are empty inside, it goes like “Let`s get it over with”. All 
formality. There are no conversations that might be helpful for our improvement. 
(Okan, 1st int)  
 
Those are only for show. … For MEB, the only thing that matters is `Done, done, done`. 
(Esma, 2nd int) 
 

This suggests that the teachers did not find many available or helpful structured 

collaborative opportunities, which might have affected the type of the collaborative activities 

they were engaged in by limiting them mostly to unstructured collaborative activities. 

Additionally, as they were not expected to do more than Zumre meetings, engaging in other 

collaborative activities seemed to be their decision, which may have led some of the teachers 

to become more individualistic and relatively closed to others.  
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Eight of the teachers (Mine, Sedef, Ilker, Gaye, Hande, Pinar, Dilek and Esma) 

highlighted that the examination system prioritised vocabulary and grammar knowledge over 

assessing skills (reading, writing, listening, speaking). This, according to them, resulted in 

people`s associating knowing English with doing well in exams. 

 
This is our system, they (authorities) expect us to prove ourselves through exam scores. 
Our perspective of success is strange. If you are a good teacher, then you should 
improve the exam scores. The problem is our perspective of success, I think. (Esma, 3rd 
int) 
 
In our country, knowing English is assessed based on grammatical knowledge; if you 
can correctly use he, she, it adding `s` for simple present tense, or if you can put -ing 
after am, is, are in the present continuous tense, that is it. (Ilker, 1st int) 
 

Having the pressure for their students to do well in the exams seemed to have led the 

teachers to adopt an exam-oriented approach to their teaching. By doing so, they may have 

felt they were meeting the expectations already, which might have prevented them from 

looking for other ideas and therefore engaging in reflective practice. This is because, on the 

occasions when they experienced a problem or they wanted to improve the learning 

outcomes and thought of ideas, the importance given to the exam results might have set a 

barrier, limiting them from taking actions. At the end, they might have chosen to take the safe 

path by trying to do well on the exams only. Additionally, Sedef, Gaye and Esma discussed 

that there were no incentives for them.  

 

You try once, twice, then you give up too. That is because you look around and see 
everyone is a teacher, they all get the same salary. Something confuses you, I mean, 
something breaks your resistance, something demotivates you. (Gaye, 3rd int)  
 
You expect something, like they can give certificates, or they can just put it in our 
Mebbis (teachers` personal portal established by MEB) records. They can just even put 
a statement like “A drama activity has been done”. … But we do not have that, even 
that does not happen. (Esma, 2nd int) 
 

As this suggests, not getting any rewards or incentives for their efforts demotivated 

the teachers and they might have lacked the motivation to do more than they were required 

to.    
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6.3.2. Material contexts 

The problems the teachers reported regarding teaching materials, class and school 

size and syllabus and class hours seemed to be related to the resources inside and outside of 

their school contexts and they all appeared to affect the forms of reflection they were 

engaged in.  

All teachers highlighted that the textbooks were problematic in terms of the way they 

were designed, and the focus was on teaching grammatical rules rather than daily language 

and skills.  

 

I try to avoid teaching grammar to students as much as possible, but the textbook 
keeps pushing me to do that. I would like to be freer. (Gaye, 3rd int) 
 
Teaching materials should support that (teaching speaking) too. Like, for example, I 
cannot teach that (speaking) and then give them (students) homework from the 
textbook. That is because, in the textbooks, they ask students whether to put is or are 
in the blanks, that is what the textbooks teach. Teachers have to teach what they see 
in the textbooks, so they stick to the syllabus. What I mean is, there is a disconnection. 
(Ilker, 3rd int) 
 

In addition to the focus of the textbooks, the efficacy of the textbook activities seemed 

to be another issue. Dilek, for example, confirming that there were listening activities in the 

textbooks, emphasised that they were not useful.  

 

Now, MEB coursebooks, listening, …, it is so weak in visuals and all. … It is so boring, 
so boring. Even I feel bored, I do not know how the students are bearing with it. (Dilek, 
1st int) 
 

A lack of supplementary materials appeared to be another problem regarding the 

teaching materials. Six of the teachers (Gaye, Okan, Ilker, Mine, Dilek and Lale) reported that 

the only available teaching materials were textbooks and online portals. Yet, as Dilek, Gaye 

and Mine did not have smart boards in their schools, they did not have access to online portals 

either, which seemed to impact negatively on their teaching.  
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But we do not have smart boards, so they (students) can`t do listening. … To be honest, 
I do not really look for what else I can do because the resources we have are very 
limited. So, I do not look for other ways. Generally, I use Grammar Translation Method 
(GTM), it is what is commonly used in Turkey anyway. (Mine, 2nd int) 
 

Not having smart boards, these teachers might have felt restricted in terms of the 

activities they could apply in their classes and lacked motivation to look for different ideas. 

And, for the teachers who had access to smart boards, even the provided online portals did 

not seem to help much. 

 

EBA (the online portal for teaching materials) this year is helpful to an extent. Although 
there is not much there and although I do not like it really, there are some activities for 
secondary school students. (Okan, 1st int) 
 
They say we should use EBA, I do not know if you know about that. But it has nothing, 
nothing in there. I search for things there, but nothing appeals to me. I was having a 
look at it the other day, found a PowerPoint for example, about causatives. Well, I can 
prepare PowerPoints too. If it provides different options, alternative activities with 
songs and games and etc, I can do better in my classes too. (Lale, 3rd int) 
 

Naz, Gaye, Mine and Sedef indicated issues regarding the school and class size as well. 

Naz stated that she used to use story books to teach vocabulary and track students` reading 

when she was working in a village school in Ariburnu (a pseudonym). Yet, when she was asked 

if she was still doing that, she said; 

 

Rather than that (story books), I am using the reading texts (in the teaching materials) 
now. I cannot do the story books anymore. That is because, I had one class from each 
year there, from year 2 to year 8. It was much easier. But now I have a lot more 
students, this school is crowded. To be honest, I cannot put that much effort now. (Naz, 
2nd int) 
 

The increase in the number of the students with the change of the schools seemed to 

have led Naz to thinking that she would not be able to do what she could do with less 

students, and therefore giving up on looking for different ideas.   

Eleven of the teachers (Ilker, Hande, Esma, Kerim, Okan, Pinar, Dilek, Lale, Naz, Gaye 

and Mine) reported problems regarding the syllabus, the class hours and the imbalance 
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between them. According to them, the syllabus was either beyond the students` levels or too 

intensive, having too much to teach for each class hour.  

 

I feel like it would be better if we could teach through games, songs, activities, in a fun 
way. But we do not have time to do that, at the moment. And, at the end, we have a 
syllabus to finish on our plates. (Lale, 3rd int) 
 
For example, I have three class hours. And I have this syllabus, in the same coursebook 
unit I have to teach present tense, comparatives and there is something else as well, I 
cannot remember it now. And I have to teach all these in three weeks. Present tense 
on its own can take three weeks already as I want students to learn it well. … So, class 
hours can be increased. (Esma, 3rd int) 
 

The teachers, as this indicates, might have felt obliged to prioritise finishing the 

syllabus to meet what was expected from them. And not having balance between the 

teaching content and the class hours might have limited them from looking for ideas. As such, 

even on occasions where they reflected on their teaching and felt the need to make changes 

as in Lale`s case, they might not have taken further actions.  

 

6.3.3. Situated contexts 

The problems that the teachers talked about regarding schools` location (including 

parents and students), colleagues, schools` expectations, teaching groups, workload and 

time, autonomy and in-school initiatives seemed to be related to their working environments. 

While in-school initiatives and colleagues were found to impact more on the teachers` 

engagement in collaborative activities, school location affected their engagement in both 

collaborative and reflective activities. The other factors, on the other hand, appeared to 

impact more on their experiences of reflective practice.   

Six of the teachers (Hande, Lale, Okan, Dilek, Pinar and Mine) reported that their 

schools did not promote collaboration and interaction among colleagues.    

 

There is not much communication among colleagues for the classes we teach. Such 
things do not happen at MEB (schools). (Okan, 3rd int) 
 
Now, to improve this (the system in MEB schools), I believe the things that private 
schools do can be done in MEB schools too, establishing a feedback mechanism. 
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Instead of letting people be, we could observe an English class and then give 
suggestions to each other like “This could be done, we could do that, etc”. (Hande, 3rd 
int)  
 

The lack of such initiatives in their schools might have led the teachers to become 

more individualistic rather than collaborative and even closed to others` ideas as in Okan`s 

case which was discussed previously in Section 5.2. 

Additionally, colleagues` characteristics, their attitudes towards English classes and 

having other ELT teachers in their schools seemed to play an important role in the extent to 

which nine of the teachers (Gaye, Yeliz, Naz, Pinar, Esma, Hande, Lale, Dilek and Mine) were 

engaged in in-school collaborative activities. For example, Esma confirmed that she had not 

been engaged in any kind of interaction or collaboration with her colleagues in previous 

schools since she had not felt accepted by them. Yet, she looked quite open to collaboration 

in her current school which, according to her, was because of the relationship she had 

established with the other ELT in the school.  

 

Me with Ferhan (the other ELT teacher), that is something personal, like for example I 
prepare exam papers and ask her to have a look at them. We were talking about that 
yesterday morning actually, with other colleagues with whom I drive to the school. We 
have another colleague, and she has a zumre (a colleague from the same field) as well. 
She says “I would not show them (exam papers)”, she adds “if I show them to her, I 
know she would look down on me thinking why I cannot do it on my own, why I am 
asking that, etc”. Not having communication between zumre teachers is a problem. I, 
for example, show things to Ferhan, she does the same. I ask her like “What do you 
think about this” and she can go like “I think it is a bit heavy, so might be confusing for 
students” and I remove that item. (Esma, 2nd int) 
 

 For Esma, having an ELT teacher who was approachable and not judgemental was 

important. As well as the characteristics of ELT teachers in their schools, other colleagues` 

attitudes towards English classes seemed important.  

 

What demotivates me is, always having colleagues who are like “Never mind English, 
students should learn Turkish”. I see even colleagues are narrow-minded like that. That 
is one of the sentences that pisses me off the most, and they kind of affect students. 
The students, also, go like “Never mind English, teacher. What use will it do to us?” 
(Yeliz, 2nd int) 
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Not being respected or taken seriously as a teacher by her colleagues might have 

affected Yeliz as to whether she felt comfortable to work with her colleagues, which seemed 

to be the case for Lale as well.  

 

I wish we could be working with people who were more open minded and respectful, 
and who had more positive attitudes towards English, I mean in terms of the 
management and the school level. That would be better for us. And in that case, our 
only job would be teaching English. (Lale, 3rd int) 
 

Their colleagues` having such negative attitudes towards their classes might have 

impacted on the extent to which the teachers were able to approach them. This might also 

have led them to collaborate only with ELT teachers or become more individualistic as in 

Lale`s case which was explained previously (see Section 5.2.). 

In addition, where the schools were located seemed to affect the collaborative 

opportunities the teachers could find. Naz, Dilek and Mine mentioned having difficulties by 

not having access to many opportunities because of teaching (and living) in small cities or 

remote villages. Dilek, for example, when asked what she thought about the available PL 

options for the ELT teachers, said; 

 

I come across trainings and courses sometimes on Facebook groups, taking place in 
big cities like Istanbul or Ankara, from organisations like British Culture or others, like 
bringing professors and stuff. And they are open to all ELT teachers. I wish I could have 
such opportunities, I would love to attend and I would attend for sure. But, 
unfortunately, I have not come across with such a thing in the city I live. (Dilek, 1st int) 
 

Not having out-of-school activities might have affected the range of collaborative 

activities the teachers were engaged in, and the lack of structured and planned activities 

might have led them to engaging in online and informal collaborative activities mostly.  

The schools` location appeared to play an indirect role in impacting on the teachers` 

engagement in reflective practice as well. It seemed the schools` location was linked to the 

profile of the students (their academic success and way of behaviours) and the parents (their 

socioeconomic status), which, according to all teachers, influenced their motivation to a great 
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extent. Gaye, when asked if she was faced any difficulties, talked about the parents rather 

than the students.  

 

You can somehow control the students. Why do the students react? That is because 
they most probably do not understand something about the activity, they feel like they 
will not be able to do it and having such a fear they go like “I do not want to do this”. 
If you make things clearer for them, they will do it eventually. … But what frustrates 
me the most is the parents, because they simply do not get it. (Gaye, 2nd int) 
 

Not having the parents` support for her teaching approach or their respect as a 

teacher was an important demotivator for Gaye (see Sections 4.3.3. and 6.2.1.), which might 

be linked to the area her school was located, where, according to her, most parents had lower 

socioeconomic status. For Dilek, the profile of the students appeared to be more important 

and she gave an example of a previous school where she felt obliged to look for different 

ideas and teach skills in order to meet the students` needs. 

 

I used to prepare listening activities, look for answers, and go to my classes prepared. 
… The students would get bored with grammar because they already knew the rules, 
they had already known everything. When we do (different) activities, they would 
become interested asking what we were doing for that day, listening to a song or 
something about some other topic. That is it. (Dilek, 2nd int) 
 

Having a high achieving student profile seemed to serve as an external drive for Dilek 

to reflect on her qualities and develop her practice. However, in her current school she did 

not feel such an external push as she felt competent enough for the student profile as was 

discussed in Section 6.2.2. 

The groups the teachers were teaching were found to affect the extent to which they 

could take initiatives on their teaching. Mine, Naz, Sedef, Ilker, Esma, Kerim, Yeliz and Pinar 

stated that they were preparing some groups for the exams, and this seemed to have shaped 

what and how they were teaching. For example, Kerim mentioned applying various teaching 

techniques in his classes as he believed enriching his classes could work better on the 

students. However, for the exam groups he was teaching he did not appear to feel as flexible 

as he did in other groups.  
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The centre is students, that is what matters. If students learn things, if they can speak 
English outside of the school, if they feel confident about it, then it means that teacher 
is successful. How that teacher does that does not really matter, you need to go beyond 
classical methods anyway. But, as I said before, you cannot do it in language groups 
(students who choose to take exam from English in the university examination), that 
is because you prepare them for the exam. … For them, you cannot do listening or 
speaking activities, you purely focus on grammar and tips on how to do well on tests, 
why? They do not ask them (speaking, listening) in the exam. (Kerim, 2nd int) 
 

As this suggests, the teachers felt obliged to adopt an exam-oriented teaching 

approach with the exam groups and therefore they were less able to take initiatives to teach 

in alignment with their beliefs. In addition to the teaching groups, their schools` expectations 

from them might have been limiting as well. Sedef, for example, indicated that she wanted to 

use activities such as games and competitions during the weekend courses as the students 

liked them; however, after doing that for two weeks, she reported she received a notice from 

the management asking her to focus on tests and exam preparation.  

 

Students were like “Aren`t there any competitions this week? Let`s have a competition 
again”. I had bought a bar of chocolate for the winner, so they wanted to do that again. 
But this week I focused on tests as the management told us to do that. For the first two 
weeks, I tried to do different activities in the classes, but with that in mind I focused on 
tests this week. The students were complaining “Why tests? So, no games?”, but there 
is nothing to do. (2nd int) 
 

Such expectations from their schools might be linked to wider systemic issues. As the 

educational system was grounded on an exam-oriented way (see Section 6.3.1.), this might 

have put pressure on the head teachers who, in return, pressurised the teachers. These 

expectations and pressures appeared to limit the teachers` autonomy as well. That is because 

even when they wanted to take initiatives as in Sedef`s example, they might have ended up 

with seeing no options but to do whatever was expected from them. Not having much 

autonomy and freedom seemed to be a problem for Esma, Naz, Pinar and Kerim as well.  

 

When you think about the ideal scenario, I would love to be free, autonomous, so that 
I could focus on teaching four skills. … I should be free, exploring through trial and 
error, and I would fix it at the end. That responsibility should be mine. (Pinar, 3rd int) 
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Having limited autonomy and control over their teaching might have impacted 

negatively on their engagement in reflection as they might not have found space for trying 

out different ideas.  

Nine of the teachers (Mine, Okan, Ilker, Pinar, Dilek, Lale, Esma, Naz and Sedef) 

reported issues over work and life balance. 

 

I teach 30 hours a week, plus weekend courses, plus my home life and my child. … In 
that school (a previous school where she was teaching in the mornings), I could prepare 
for my classes, I could find time to open my laptop and download videos, or prepare 
materials for students. Now, it is not like that anymore. Now, I go home around 16:30. 
… I will go home, cook, take care of my child… When am I supposed to make time for 
myself and for preparing for my classes? It is impossible. (Dilek, 1st int) 
 

In addition to their weekly teaching hours, the teachers were expected to teach on 

the weekend courses as well, which, according to Naz, did not always happen on a voluntary 

basis. When asked what demotivated her in the teaching profession, she said; 

 

The compelling attitudes of the management are not nice, things like doing 
compulsory weekend courses. I got rid of it this term, but I will do it on the second term. 
We shared it with Okan. There is no point in crying over it, it will happen. (Naz, 1st int) 
 

Similarly, Lale, who had additional managerial duties and staying in student 

dormitories as a teacher aide, highlighted that she could not find time to focus on her teaching 

due to overworking.  

 

I am here for five days a week, no days off. Sometimes, I cannot even find time for 
myself. Sometimes, on the weekends, I come for staying here (dormitories) since the 
students need some stuff or they get sick. So, I have to go there. During the week, I 
have no time anyway … For that (doing more) you need to put extra effort and spend 
time for that, which is the problem. We have very limited time, if any. (Lale, 1st int)  

 

This suggests, the teachers` in-school workload left them limited time for reflecting on 

their teaching or looking for ideas to improve. 
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6.4. Summary  

This chapter shed light on the individual and contextual factors affecting the teachers` 

experiences of reflective and collaborative PL activities. And it also explored how the teachers 

differed from each other in terms of the way they perceived the contextual factors. In this 

chapter, therefore, it was signalled that individual mechanisms might be more influential on 

the teachers` learning/change and these will be discussed in detail later in 7.4 and 7.5. The 

next chapter will discuss the findings from Chapters 4-5-6 in relation to the relevant literature 

and theoretical ideas addressed in Chapter 2.   
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CHAPTER 7 DISCUSSION 

7.1. Introduction 

This chapter presents the analysis of the findings in relation to the relevant literature 

and theoretical ideas discussed in Chapter 2. Previously, in Chapter 4, Chapter 5 and Chapter 

6, the findings of this research were explored with the aim of answering three main research 

questions:  

1. How do ELT teachers working in different contexts experience reflective practice in 

their PL? 

2. How do ELT teachers working in different contexts experience collaboration with their 

colleagues in their PL? 

3. What are the factors that affect ELT teachers` engagement in reflective and 

collaborative PL activities? 

The data obtained through three interview sessions with 13 ELT teachers working in 

public primary, secondary and high schools in Turkey, showed that the teachers` experiences 

of reflective and collaborative PL activities varied. And even though there were common 

factors inhibiting or promoting their PL experiences, the teachers were found to differ from 

each other in terms of their response to these factors and their way of dealing with the 

existing situations. The remainder of this chapter is devoted to discussing what results of this 

research are important in understanding the ELT teachers` experiences of reflective and 

collaborative PL activities, how the interaction between the individual and contextual factors 

impacted on their engagement in these activities, and this will be followed by a discussion 

about the role of agency in teachers` PL. These three main areas will guide the discussion of 

the findings, which is structured in the following way: 7.2. discusses teachers` reflective 

practice, 7.3. discusses teachers` collaborative working, 7.4. discusses the individual factors 

affecting teachers` engagement in reflective and collaborative PL activities, 7.5. reflects back 

on teacher agency and 7.6. summarises this chapter.  

 

7.2. Teachers` Reflective Practice 

 Reflective practice seemed to contribute strongly to the teachers` professional growth 

with regards to whether or not they made changes in their classroom practice to improve 
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learning outcomes. The teachers differed from each other in terms of their experiences of 

reflection, and not all reflection examples they mentioned were found to lead to change. Carr 

and Kemmis`s (1986) proposition of three forms of reflection which are grounded in 

Habermas` (1972) concepts of technical knowledge, practical knowledge and emancipatory 

knowledge will be used to explain how the teachers differed in terms of the level of their 

reflection. And, Weiner`s (1972) Attribution Theory will be used to understand whether they 

reflected on solutions or problems. Additionally, Biesta and Tedder`s (2007) Ecological Agency 

Model will also be of use to explain the differences among the teachers in terms of their 

backgrounds, present evaluations and decisions and future aspirations, and to understand 

how the teachers become more or less reflective across settings. Bringing these theories 

together will show what constituted effective reflection and why the quality of reflection 

examples varied among the teachers.  

Figure 6 demonstrates where the ELT teachers, as the individual cases in this study, 

stand with regards to the type of their reflection, what they reflect on, and the quality of their 

reflection. To determine the quality of the teachers` reflection, I looked at whether any 

meaningful change occurred as a result of their engagement in reflection. And change, in their 

case, seemed to be linked to how the teachers reflected and what they reflected on. The 

quality of the teachers` reflection seemed to increase as they moved from descriptive to more 

critical levels of reflection and as they became more aware of what they could do to solve the 

problems.  

 

Figure 6 

Teachers in relation to how they reflect, what they reflect on and the quality of their reflection 
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As is suggested, there is a link between the forms of reflection and what to reflect on. 

Technical reflection seems to be linked to reflecting on problems while emancipatory 

reflection is linked to considering solutions. For this research, low-quality reflection refers to 

engaging in reflection at the technical level, reflecting on problems and attributing 

responsibility to others, while a high-quality reflection refers to engaging in more towards 

emancipatory reflection, reflecting on solutions and attributing responsibility to self instead 

of others. While the examples of low-quality reflection seemed to fail in achieving long-term 

change, the high-quality reflection examples indicated a longer-term change in the learning 

outcomes, the teachers` beliefs and practices.    

The teachers who were mostly engaged in technical reflection seemed to experience 

reflection at the individual level only, meaning their reflection did not trigger 

interaction/collaboration with others or vice versa. On the other hand, as the teachers 

reflected at deeper levels (engaging in practical and emancipatory forms of reflection), the 

amount of interaction/collaboration involved in reflection increased as well, making 

reflection the result or the initiator of a collaborative activity. Several factors were found to 

impact on the teachers` engagement in reflection. These were grouped as individual factors 

(motivation, self-efficacy and beliefs), and contextual factors (related to Braun et al.`s (2011) 

external contexts, material contexts and situated contexts). All these areas will be discussed 

below in relation with the relevant literature. 

 

7.2.1. “When” 

The teachers gave examples of reflection during and after teaching, which refer to 

Schön`s (1983) concepts of reflection-in-action and reflection-on-action. On the occasions 

when the teachers were engaged in reflection-in-action, their concern seemed to be to find 

out what could work at that particular moment, which might be the reason why most 

reflection-in-action examples seemed to be superficial and lacked depth. This absence of 

depth might be because of the nature of reflection-in-action itself. Schön (1987) 

acknowledges that reflection-in-action may lack depth as it is challenging to reflect and 

simultaneously act. And, since effective reflection requires time and careful planning (Dewey, 

1933), the teachers may not have had as much time to think and plan while teaching. As such, 

the teachers` engagement in reflection-in-action seemed to happen at the technical level and 

derived from their aim to take control over the situation by implementing short-term 
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solutions (Habermas, 1972). In most cases, therefore, reflection-in-action examples did not 

appear to lead to reflection-on-action. 

Their engagement in reflection-on-action, on the other hand, could lead to learning 

and change. This might be because, as Dewey (1933) indicates, reflection-on-action allows 

time and space which are necessary for practitioners to step back from their practice, analyse 

themselves from a third perspective, formulate options to improve the situation and take 

actions for the goals they set. This suggests that reflecting on their teaching enabled the 

teachers to experience, reflect, think and act, which, according to Kolb and Kolb (2005), are 

essential steps to link reflection with learning. However, as was discussed in 4.2. and 4.3., the 

teachers differed from each other in terms of following the reflective cycle. Hande`s 

engagement in reflection-on-action to experiment different ideas and techniques for teaching 

speaking, for example, looked like a spiral where she followed each step of the reflective 

cycle, continuously evaluated the results of her actions and thought of alternative ideas for 

future actions. Dilek`s use of medical life related reading texts to change her students` 

attitudes towards English classes, on the other hand, looked more linear where she followed 

the reflective cycle to try out one single idea only. And some other reflection-on-action 

examples, such as Mine`s example, where there was no mention of any plans or actions to 

help her students to improve their pronunciation skills, did not seem to even proceed further 

than experiencing a problem. In such cases, the teachers` reflection might consist of collecting 

evidence only, not knowing what to do with it (Shabeeb & Akkary, 2014).  

In terms of the relationship between the teachers` learning and their practices of 

reflection-in-action and reflection-on-action, this study is in line with Shabeeb and Akkary 

(2014). The researchers collected data from 11 teachers in a private school in Lebanon by 

employing multiple instruments (documents and artefacts about the school, observations and 

interviews) with the purpose of understanding how an in-house PD programme helped 

teachers to develop into reflective practitioners. Similar to the teachers in this research, their 

participants were engaged in reflection-on-action to examine what they did in their classes 

and evaluate what went well or wrong and what needed further adjustment for improvement 

(Shabeeb & Akkary, 2014). And, similar to the findings of this research, the researchers found 

that their participants` learning emerged from their reflection on teaching not from their 

reflection while teaching (Shabeeb & Akkary, 2014). The researchers, based on their findings, 
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claimed not all types of reflection led to change or enhanced the teaching practice (Shabeeb 

& Akkary, 2014), which applies to this research as well.  

 

7.2.2. “How” 

The findings indicated that the teachers were engaged in reflection-on-action at three 

levels, which typify Carr and Kemmis`s (1986) technical, practical and emancipatory 

reflection. These forms of reflection seemed to determine the teachers` progress of change. 

While Gaye and Pinar moved from one to another level of reflection depending on what they 

reflected on (Shabeeb & Akkary, 2014), some (Yeliz, Dilek, Mine, Sedef and Naz) gave 

examples of technical reflection only, and most of the teachers did not seem able to go 

beyond practical reflection. This might be because different educational settings triggered 

different levels of reflection by powerfully shaping the teachers` decision making and action 

taking processes (Priestley et al., 2015). 

After reflecting on their students, Yeliz, Mine, Dilek, Sedef and Naz mentioned either 

trying out an idea prescribed by others or falling back on their previous experiences and 

implementing an idea they tested before. Larrivee (2008) explains this is because when 

teachers are engaged in reflection at a superficial level, they evaluate the results of their 

actions based on their usefulness and effectiveness to achieve the immediate goals rather 

than questioning what they want to achieve in the long term. Therefore, engaging in technical 

reflection might help the teachers to generate known outcomes and facilitate their control 

over the situations (Carr & Kemmis, 1986), which in their case involved avoiding chaos in the 

classroom, keeping the students engaged and delivering the teaching content. Although 

achieving these for that particular class hour may have been perceived as a success by the 

teachers, their reflection did not seem to lead to a further analysis of their practices, 

interpretations and situations (Carr & Kemmis, 1986). This, according to Carr and Kemmis 

(1986), is because the ideas that are being tested do not emerge from self-reflection, 

therefore experiences of technical reflection may lack authenticity, meaning and depth. 

Following others` ideas without examining their beliefs and personalities or not being able to 

tie teaching decisions to their beliefs about teaching and learning processes, the teachers 

appeared to end up having `a bag of tricks` rather than actually achieving change (Larrivee, 

2000, p.294). 
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On the occasions when the teachers reflected at the practical level, they were able to 

invest more time to interpret their experiences, think of alternative ideas to improve the 

situation and give themselves space to explore and restructure their teaching (Larrivee, 2008). 

After reflecting on their students` speaking skills, Esma, Hande and Lale talked about the 

importance of teaching speaking to feeling fulfilled in their teaching career (see Section 

4.3.2.). This act of visiting their feelings may have helped them to learn more about 

themselves and their reasons for the actions they were specifically taking (Carr & Kemmis, 

1986). Carr and Kemmis (1986) view this as an interpersonal dialogic process which helps 

individuals to articulate their own concerns, monitor the problems and the impact of their 

approach, and evaluate the value and the consequences of change achieved at the end. 

Engaging in such a process seemed to enable the teachers to criticise their own teaching in a 

constructive way, take responsibility for the students` failure in speaking English, 

acknowledge the gap between the current and the ideal speaking outcomes and identify ways 

to achieve desired learning outcomes, which led them to experimenting and taking risks 

(Larrivee, 2008). This brings to completion, rather than repeating their old patterns or 

following imposed ideas, the teachers could move towards self-challenge and better self-

knowledge (Shabeeb & Akkary, 2014), and achieve more consistency between their beliefs 

and practice (Larrivee, 2008).   

Engaging in emancipatory reflection, on the other hand, appeared to empower Gaye 

and Pinar to take responsibility not only for developing the learning outcomes but also for 

improving outer situations that surrounded their educational settings (Carr & Kemmis, 1986). 

This, in their case, constituted changing colleagues` and parents` attitudes towards English 

classes (Gaye), and changing the mindset about teaching and learning processes from 

teacher-centred to learner-centred (Pinar) (see Section 4.3.3.). In contrast to the other 

teachers, Gaye and Pinar appeared to recognise that they had to think further than their 

classrooms, free themselves from external controls and constraints and make more 

autonomous and independent judgements (Carr & Kemmis, 1986). Achieving this may have 

required them to go through conflicts within themselves, shift their way of thinking from 

more of a victimised position towards feeling empowered, and see new ways and strategies 

to respond to the problems, which eventually led to change on and beyond the students 

(Larrivee, 2000). 
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In addition, a number of factors impact on teachers` reflection. The material, situated 

and external contexts were found to affect the teachers` experiences of reflective practice by 

promoting or inhibiting higher levels of reflection. Teaching materials, class and school size, 

syllabus and class hours, workload and time, and school location, all of which formed the 

material aspect of the practical-evaluative dimension of the teachers` agency, may have 

shaped their decisions and actions, and this, in return, determined the amount of agency they 

exerted across school settings (Priestley et al., 2015), as in the example of Naz who felt  

restricted by the large school size and lessened her efforts for her classes (see Section 6.3.2.). 

Such limitations of the teaching profession may set barriers to reflection (Bishop et al., 2010), 

by not allowing time and space for teachers to analyse their classes and to think of alternative 

ideas (Fullan, 2007). Additionally, the autonomy the teachers felt they had for experimenting 

with ideas in classes might be another factor influencing their engagement in reflection. This 

seemed to be linked to the groups they were teaching, which in the broader sense, was 

connected to the existing exam-oriented education system and its impact on schools and 

what was expected from the teachers. Schools` pressuring the teachers to adopt an exam-

oriented teaching may have given them very limited control over their teaching, which is an 

obstacle to enable teacher agency (Priestley et al., 2015). Performative practices embraced 

in schools is grounded in the idea of measuring and monitoring student, teacher and school 

performances in connection to the targets that are externally imposed (Keddie, 2013). Such 

a performative culture may have led the teachers to split between their own beliefs and 

judgements about good practice and the expected performance outputs, which appeared to 

lead them to setting beliefs aside and prioritising what was externally valued and approved 

as in Dilek (see Section 6.2.3.) and Sedef (see Section 6.3.3.) (Ball, 2003). As such, in the school 

settings where the teachers did not feel encouraged to experiment and take risks, they may 

have become less reflective (Timperley, 2008). Yet, the extent to which the teachers felt 

restricted by such practices and whether they chose the familiar (the accountability demands) 

or the unknown (experimenting and reconstructing) varied depending on their knowledge, 

attitudes and skills (constituting the iterational dimension of their agency) to manoeuvre 

between the externally defined agendas and their own beliefs and commitments (Priestley et 

al., 2015). 

Gaye and Pinar, differed to the other teachers, as they did not seem to feel as 

constricted by these external factors and they could still achieve higher levels of reflection. 
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They appeared to be able to integrate deep thinking into their daily practice, become a 

perpetual problem solver, see their school settings as a laboratory for experimenting and 

challenge their beliefs, assumptions and expectations (Larrivee, 2000), which may indicate 

they had a greater sense of agency. This might be linked to their personal characteristics, 

which, according to Jaeger (2013), play a key role in determining the way teachers engage in 

reflection. In their case, their motivation, self-efficacy and beliefs may have been more 

impactful on their experiences of reflection, which will be discussed later in 7.4. This finding 

aligns with Smith (2012), where teachers` disposition towards learning and their way of 

utilising their contexts were found to be more important than the characteristics of their 

contexts in terms of achieving change.  

Regarding the majority of the teachers` reflecting at the technical and practical level, 

this finding aligns with Shabeeb and Akkary (2014). The researchers used technical, practical 

and critical levels for reflection, and defined critical reflection as the highest level. 

Surprisingly, although some of the teachers perceived their reflection as critical, the 

researchers indicated that their understanding of critical reflection was limited, and that none 

of the teachers could reflect critically. This, according to Shabeeb and Akkary (2014), was 

because the collective view of reflection in their school context did not go beyond sense-

making, and the tools that the teachers used for reflection (unit planners and inquiry 

indicators) led them to reflect at the technical and practical levels but failed in triggering the 

examination of their beliefs. The researchers concluded that promoting reflection with others 

through interactive activities and establishing a community of practice in the school could 

have promoted critical reflection and brought change (Shabeeb & Akkary, 2014). Similarly, in 

this research as well, not being provided with many collaborative and interactive activities 

and therefore reflecting alone might be another reason why the majority of the teachers 

could not go beyond practical reflection and this will be discussed further in 7.3. 

 

7.2.3. “On what” 

The levels of reflection the teachers were engaged in might be linked to what they 

reflected on, whether on problems or solutions. Whilst the teachers reflected on similar areas 

which were previously categorised as students, others, pedagogical approaches, PL activities, 

individual dispositions and resources, they differed from each other in terms of their 

judgement of the particular situation they reflected on. Reflecting on the problems might lead 



 

154 
 

them to feeling powerless about the situation, reflecting on the solutions, on the other hand, 

may have given them a sense of responsibility and control over the situation.  

This may be because perceptions are subjective, and therefore the way teachers 

interpret the situations or the meaning they attach to a particular incident determine the way 

they respond (Larrivee, 2000), which seems to trace back to Weiner`s (1972) Attribution 

theory (Chapter 2). Attribution theory is grounded on “the idea that casual beliefs reside 

within (internal to) or outside (external to) person” (Weiner, 2019, p.603). As such, people`s 

different attributions lead them to different feelings, assumptions and expectations, and 

these, in turn, lead them to different set of behaviours (Dweck, 2018). This may indicate, the 

attributions the teachers made in a particular situation, or to whom they ascribed the 

outcome shaped their future actions (Weiner, 1972).  

For example, the limitedness of the available in-school teaching materials seemed to 

affect Gaye, Dilek and Mine`s engagement in reflection, as was explained in 6.3.2. In spite of 

experiencing the same problem, they differed in terms of their response to it. While Gaye had 

a more solution-oriented approach by taking responsibility for the learning outcomes and 

thinking of alternative ways, Dilek and Mine attributed the problem to external sources, 

which in their case was the authorities and the school management for not providing the 

essential teaching materials, and therefore did not perceive they had a role in the learning 

outcomes. This shows, ascribing success or failure to internal sources may have helped the 

teachers to realise they could have an impact on the outcome by increasing their effort 

(Weiner, 1972), which may have led them to focus on the solutions. On the other hand, when 

they ascribed failure to external sources which were beyond their personal control, they 

might tend to view change as impossible (Weiner, 1972). As such, while the former group 

might have a higher achievement motivation and could work harder, persist longer when they 

were faced with difficulties and challenge themselves with harder tasks, the latter group may 

have lacked such a motive, experienced learned helplessness and failed in recognising that 

their effort and the learning outcomes covaried (Weiner, 1972). 

The differences among the teachers with regards to their perceptions of the situations 

might be linked to the components of their agency. Priestley et al. (2015) argue that past, 

present or future elements can become significant in shaping teachers` agency on different 

occasions. In the cases when the teachers had future aspirations which were strongly rooted 

in their belief systems (making iterational and projective dimensions more significant on their 
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agency) (Priestley et al., 2015), they could distance themselves from the practical-evaluative 

constraints and reflect in a solution-oriented way. According to Larrivee (2000), this is 

because teachers may become driven by the goals they have, which leads them to open up 

to a wide range of possible responses. On the occasions where the teachers did not have a 

strong belief set, skills and knowledge or lacked an agenda for themselves, the practical-

evaluative component may have become more significant in shaping their agency. And the 

lived conditions of the present, facilitating or inhibiting (Priestley et al., 2015), may have 

filtered their perception. Regarding the link between the level of the teachers` achievement 

motivation and their locus of causality, this research is in line with van Eekelen et al. (2006). 

The researchers found that teachers` willingness to learn determines whether they attribute 

outcomes to internal or external sources. And teachers who are not willing to learn may tend 

to see themselves as victims of external factors and perceive the existing factors as excuses 

to exempt themselves from taking responsibility for outcomes (van Eekelen et al., 2006), 

which seems to apply to the findings of this research as well. The way in which the teachers` 

motivation, self-efficacy and beliefs affected their sense of responsibility will be discussed 

later in 7.4. 

 

7.3. Teachers` Collaborative Working 

Collaborative working, as well as reflective practice, contributed to the teachers` 

pursuit of PL and achieving change. However, as was indicated previously in Chapter 5, the 

degree of collaboration in which the teachers were engaged was found to be lower generally 

than their engagement with reflective activity. And, not all collaboration examples that the 

teachers mentioned appeared to lead to change. Johnson and Johnson`s (1989) Social 

Interdependence Theory (see Section 2.4.2.) will be used to explain the differences among 

the teachers in terms of their approach towards collaboration (positive interdependence and 

no interdependence for this research) and the way they interacted/collaborated with others 

(socially interdependent, socially dependent and socially independent). Unlike reflective 

practice which occurs mainly at the individual level as it is a largely cognitive activity, teachers` 

engagement in collaboration involves others and therefore happens at a more collective level. 

Therefore, Edwards and Darcy`s (2004) Relational Agency and Biesta and Tedder`s (2007) 

Ecological Agency Model will be used to understand how the teachers, as individuals, 
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interacted with the outer world (at the school and systemic level) surrounding them. Bringing 

these theories together will allow me to explain why some of the teachers were more 

collaborative than the others, how they became more or less collaborative in different 

settings and whether or not their experiences of collaboration triggered reflection. Figure 7 

illustrates the teachers` approach towards collaboration, how they interacted with others, 

and their position as individuals within external social systems. 

 

Figure 7 

Teachers within external social systems in relation to their approach towards collaboration 

and their interaction way with others 

 

 

 

 

 

 

 

 

 

 

 

 The teachers who had a neutral approach towards others looked more individualistic 

and independent by failing to see the value in collaboration. On the limited occasions when 

they were engaged in collaboration, their collaboration stayed as an isolated activity as it did 

not lead to further thinking. The ones who held a positive approach, on the other hand, 

appeared more collaborative and were able to recognise the value in collaboration. As they 

viewed collaborating with others as learning opportunities, they tended to reflect more on 

their collaborative experiences. And therefore, there seemed to be an overlap between the 

reflective and collaborative teachers (see Figure 6 and Figure 7). As the teachers became more 

reflective, they may have become more willing to collaborate with others in order to grow 
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professionally (van der Heijden et al., 2015), or the collaborative activities the teachers were 

engaged in may have helped them to develop critical reflective skills. 

The teachers` motivation, self-efficacy and beliefs may have shaped their approach 

towards collaboration and their interaction way with others. And, the situated and external 

contexts may have influenced the variety and the amount of collaborative activities available 

to the teachers. These areas will be discussed further with respect to literature in the 

remaining part of this section.  

 

7.3.1. “The interaction type” 

 In Chapter 5, the teachers were categorised into three groups in terms of their 

engagement in collaboration and these were minimal collaboration (Yeliz, Lale, Mine, Sedef 

and Okan), open to collaboration (Dilek, Naz, Ilker and Kerim) and collaborative (Pinar, Gaye, 

Esma and Hande). And, there seemed to be a gap between these three groups in terms of the 

range of collaborative activities with which they were engaged, and whether or not they 

limited themselves regarding who they were collaborating with. The differences among the 

teachers may have derived from their approach towards collaborating with others, which 

Johnson and Johnson (1989) categorise as positive interdependence, negative 

interdependence and no interdependence. However, two of these categories (positive 

interdependence and no interdependence) seem appropriate for this research as none of the 

teachers appeared to experience negative interdependence. Johnson and Johnson (2005) 

argue that negative interdependence exists when individuals are competitive, they perceive 

that their achievement is possible through others` failure and therefore they try to obstruct 

others` efforts to achieve their own goals. Such negative interdependence does not apply to 

the teachers in this research, and this may be because Johnson and Johnson`s (2005) work is 

not related to teachers, therefore having competitive roles may not be very applicable to 

teaching.  

 Having a neutral approach towards collaboration refers to Johnson and Johnson`s 

(2005) ̀ no interdependence` and ̀ social independence` categories. The teachers in this group 

(Lale, Yeliz, Okan, Sedef and Mine) did not appear to be open to being influenced and to 

influencing others, which Johnson and Johnson (2005) define as inducibility and claim it is a 

required psychological process for achieving positive interdependence. Not letting 

themselves be open to others seemed to lead them to working mostly independently from 
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others and having limited, if any at all, interaction with their colleagues (Johnson & Johnson, 

2009). Okan`s preferring his own way over collaborating with others, or Sedef`s adopting a 

narrow perspective on the collaborative opportunities she found during her master courses 

(see Section 5.2.) suggest that these teachers viewed teaching as an individual pursuit 

(Murugaiah et al., 2012), and therefore believed that they could achieve their goals without 

others` involvement or contribution (Johnson & Johnson, 2005). This might explain why they 

did not get involved in collaborative activities that would require them to rely on others` 

expertise and experience (Wenger et al., 2002), but rather they interacted with others mainly 

for exchanging teaching materials. Johnson and Johnson (2009) view this as a resource 

interdependence which exists when individuals need others` resources but do not share 

common goals with them. This kind of interaction, according to Wolgast and Fischer (2017), 

cannot be regarded as positive as it did not involve the teachers` cooperating with others to 

reach a shared goal.  

 The teachers who felt more positively about collaboration differed from the first group 

of teachers by showing the state of being inducible and viewing others as resources. However, 

Gaye, Esma, Pinar and Hande differed from Dilek, Naz, Ilker and Kerim as they were able to 

establish positive interdependence with others. They were able to recognise that they could 

achieve their goals if their colleagues with whom they were cooperatively linked achieved 

their goals as well (Johnson & Johnson, 2005). This highlights the teachers did not see others` 

efforts as unrelated to theirs as the first group of teachers did, and therefore they became 

interdependent through common goals rather than focusing on individual goals (Johnson & 

Johnson, 2009). By expanding their self-interest to mutual interest, the teachers could create 

new goals and motives (Gaye`s starting with an individual plan turned into a mutual goal with 

her colleague, and was followed by new ones as was mentioned in Section 5.4.), and felt 

responsible towards their colleagues to do their part in order to achieve the desired result 

(Johnson & Johnson, 2005). In addition, having common goals seemed to result in the 

teachers` encouraging and facilitating each other`s efforts for the completion of the task they 

were involved in (Esma`s mentioning a supportive environment for organising a theatre play) 

or for reaching the goal they set (Johnson & Johnson, 2005). This refers to Johnson and 

Johnson`s (2005) concept of promotive interaction which occurs as a result of positive 

interdependence and consists of giving and receiving help and assistance, exchanging 

required resources, effective communication and trust. Achieving such a relationship with 
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others, according to Wenger (2000), can become possible by individuals` depending on each 

other`s capability of contributing to the outcome, which seems to apply to these teachers. 

 Similarly, Dilek, Naz, Ilker and Kerim could recognise the value of collaboration and 

rely on others for the things that they may not have known (Eraut, 2000). However, as was 

discussed in Section 5.3, they did not appear to be proactive, therefore needed others` 

initiation or lead to work collaboratively for a common goal. On the occasions when they had 

such initiations from others, like Dilek did in her previous school, they were able to set joint 

decisions and felt motivated to strive for the mutual goals (Johnson & Johnson, 2009). Yet, 

when they did not have that, their interaction with their colleagues seemed to typify what 

Johnson and Johnson`s (2005) define as social dependence. As in the example of Naz, asking 

for suggestions from the management for the classroom management problems she was 

experiencing, the outcomes of their efforts were affected by others, but not vice versa 

(Johnson & Johnson, 2005). And the absence of mutual goals might result in a lack of shared 

responsibility and collective identification, which, according to Johnson (2003), is created 

through only positive interdependence.  

 The way the teachers interacted with others may provide insights about their sense 

of agency. The second group of teachers appeared to have a stronger sense of agency than 

the other teachers as they were able to not only see others as resources but also serve as 

resources for others in return (Edwards, 2005). Some individual and contextual factors may 

have impacted on their sense of agency. The first factor might be related to their ability to 

work with others (Edwards, 2005), which corresponds to Johnson and Johnson`s (2009) 

concept of appropriate use of social skills. Johnson and Johnson (2009) claim that individuals 

need to have interpersonal and group skills which are necessary for effective collaboration; 

however, not all teachers in this research seemed to have these required skills. As was 

explored in Chapter 5, the teachers` backgrounds and previous experiences were found to 

play a role in determining the way the teachers interacted with their colleagues, and this 

highlights the importance of the iterational dimension of agency, which, according to Priestley 

et al. (2015), lays the base for teachers` professional knowledge and skills. The strength of the 

iterational dimension of the teachers` agency seemed to differ and shape how they interacted 

with others. For example, Dilek and Ilker`s not being trained to become teachers may have 

led them to become dependent on others, Okan`s lack of previous collaborative experiences 

may have fed into his individualistic view about teaching, and Hande and Pinar`s being a 
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member of in-school ELT communities in previous schools may have developed their 

openness to others. 

 Another factor might be their relationships with colleagues, which can be regarded as 

a structural element affecting the practical-evaluative dimension of their agency and serving 

as an enabler or a constraint for their engagement in collaboration (Priestley et al., 2015). 

Having relationships grounded in mutual respect and trust seems crucial for collaboration (Le 

Fevre, 2014), and the lack of that, like Esma`s experiences in a previous school where she felt 

rejected by her colleagues` unfriendly attitudes as was explained in 6.2.1., may have led the 

teachers to isolation and withdrawing themselves from interacting and sharing with others 

(Roberts, 2000). Yet, having good personal relationships only may not have been sufficient 

for effective collaboration, as the teachers who had a neutral approach towards 

collaboration, for example, were not able to go beyond resource interdependence even 

though they all mentioned having friendly and positive relationships with their colleagues. 

This finding seems in line with Le Fevre (2014) where the researcher examined the barriers to 

the implementation of a school-wide literacy change initiative and collected the data through 

interviews, observations and document analysis from 12 teachers, the principal and the 

change facilitator. Despite having close friendships with each other, the participants still felt 

reluctant and intimidated to engage in peer observation by reporting it was risky for them to 

make their teaching public even with their friends (Le Fevre, 2014). Based on the findings, Le 

Fevre (2014) concludes that in-school collaborative improvement requires more than what 

may result from long standing friendships alone. Wenger (2000) claims this is possible only 

through professional and personal trust, by drawing attention to the school level as well as 

the individual level. As was elaborated previously in Chapter 6, the teachers` school contexts 

impacted on the nature of the relationships between the teachers and their colleagues in 

terms of whether or not they offered collaborative opportunities, and this will be further 

discussed below.  

 

7.3.2. “The activity type” 

The teachers differed from each other with regards to the range of collaborative 

activities they were engaged in. The ones who had a natural approach towards collaboration 

were engaged mainly in informal talks and discussions, while the ones on the other end of 

the spectrum mentioned engaging in deliberative and structured collaborative activities as 
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well as the ones on daily basis (see Table 9 in Chapter 5). As such, it seemed that the more 

positive the teachers felt about collaboration the more diverse their experiences of 

collaboration became, and vice versa. This points out to a link between the teachers` 

engagement in collaboration and the collaborative activities that were available to them, as 

the characteristics of the educational contexts might be important in terms of whether or not 

the teachers were provided with opportunities to share their expertise, make sense of their 

experiences and expand their ideas with their colleagues (Wright, 2015).  

As was discussed in Chapter 6, there seemed to be a lack of collaborative opportunities 

at the systemic level, and the limited available opportunities such as annual Zumre meetings 

and occasional seminars and training courses were found ineffective. This might be because 

the available seminars and trainings were based on a top-down approach where the 

authorities decided the content and structure (Easton, 2008). The main purpose behind such 

activities, therefore, might be to transmit the necessary content or pedagogical knowledge to 

the teachers (Graves, 2009). The ELT seminar that Lale mentioned (see Section 5.2.), for 

example, shows that the teachers had not been involved in the planning stage to 

communicate what and how they wanted to learn, and they did not have any control over the 

delivery stage either as it was mainly one-way interaction from the experts to the teachers 

(Easton, 2008). Such a process, in alignment with Tam`s (2015) aforementioned claim, could 

not go beyond being a top-down intervention and did not enable the teachers to achieve 

change. The annual Zumre meetings, similarly, failed in enabling the teachers to effectively 

interact with other ELT teachers in their districts. Even though these meetings may have been 

more flexible in terms of the content, they were based on contrived collegiality (Hargreaves 

& Dawe, 1990) and the teachers were obligated to attend the meetings as a requirement of 

the regulations. Because of their nature, i.e. annual and not situated, Zumre meetings seemed 

to fail in both serving as frequent cooperation opportunities for the teachers (Wolgast & 

Fischer, 2017), and allowing them to develop trust, familiarity and respect towards each other 

(Murugaiah et al., 2012). This finding is in line with Murugaiah et al. (2012) where the 

researchers looked at the impact of an online CoP on teacher learning and found that the 

implemented CoP failed in triggering two-way interaction among the participants and 

resulted in limited learning, which was because of a lack of trust and shared workplace.  

Similarly, the schools in which the teachers were working seemed to lack in 

opportunities for the teachers to collaborate (Chapter 6), and only Hande and Pinar 
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mentioned working as members of PLC or CoP previously when they were working in private 

schools (see Section 5.3.). This signalises that the public schools did not have a cooperative 

climate and therefore even though the teachers shared the same workplace with others, they 

may not have gained a sense of belonging to a group or being a member of a community 

(Murugaiah et al., 2012), which contrasts with the idea of teachers` being learners and 

schools` being learning communities (Clarke & Hollingsworth, 2002). The absence of situated 

collaborative opportunities might determine what the teachers collaborated with others on. 

While they may have felt comfortable enough to share resources and work together in 

organising events and extra-curricular activities, they might avoid sharing their work and 

examining their practice with colleagues because of a lack of trust, which could have been 

built through situated learning communities (Wenger et al., 2002).  

Lacking a sense of collegiality and systematic feedback and support systems, the 

schools did not seem to have the characteristics of a healthy school (Kyriacou, 2001). This 

corresponds to Hargreaves and Fullan`s (2013) concept of social capital, which in this study 

seems to be quite low as the schools did not appear to provide the teachers with 

opportunities to access each other`s knowledge and human capital. In terms of the schools` 

social capital, the finding in this study contradicts Opfer et al. (2011) where the researchers 

felt the schools in England served more like learning communities and promoted collective 

capacity among teachers. This contradiction may be because of the different educational 

systems adopted by these countries. However, the finding in this research with regards to the 

public schools` lacking PLC contradicts Bellibas, Bulut and Gedik (2017) as well. That study 

examined schools` capacity for supporting PLC and collected data through surveys from 492 

schools staff members (teachers, principals and assistant principals) working in 27 schools 

across Turkey. The researchers found that PLC were well developed in the schools and the 

schools promoted a culture of sharing among the staff (Bellibas et al., 2017). In their study, 

what the researchers referred as PLC seemed to be the occasional grade-level and subject-

matter meetings where the teachers and the management came together as a requirement 

of the regulations in order to discuss educational programmes and teaching resources, to seek 

solutions to instructional and disciplinary problems and to learn about up-to-date issues in 

education. Therefore, the contradiction between the findings of this research and Bellibas et 

al. (2017) may be because of the meaning attributed to PLC, as in this research the schools 

did not seem to have situated learning communities which were grounded in the idea of 
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bringing teachers together on a regular systematic basis to help them engage in analysing and 

planning their teaching (Servage, 2008). Alternatively, the contradiction may be related to the 

selected schools as every school is unique within its own setting and may differ in terms of 

the implementations, or it may be because of the methodological differences, as Bellibas et 

al. (2017) acknowledge a better picture of PLC can be captured through a qualitative study. 

The type of collaborative activity the teachers in this research were engaged in looked 

important in terms of whether it would lead to reflection and bring change. It seemed the 

more the interaction/collaboration occurred on an ongoing basis and was initiated by the 

teachers themselves for common concerns, goals or needs, the more likely it would trigger 

further thinking. Esma`s thinking further about her practice after voluntarily attending a 

UNICEF training for a week (see Section 4.3.2.), Hande`s developing reflective skills while 

working in a private school where she gave and received regular feedback from her colleagues 

(see Section 4.3.2.), and Pinar`s change in her beliefs about teaching after working jointly with 

other ELTs in her previous school (see Section 5.4.) show that voluntary attendance, ongoing 

interaction and autonomy on their agenda may have helped to achieve change. These 

examples also show that such interaction with their colleagues provided the teachers with 

the opportunity of exploring different points of view (Johnson & Johnson, 2009) and 

challenging each other`s mental models (Norman, 1983), which seemed to result in transfer 

of learning (from group to individual transfer) as the teachers took what they learnt within a 

group to the individual level (Johnson & Johnson, 2005). Regarding the link between 

collaboration and reflection, this study is in line with Fazio (2009) where the researcher found 

informal discussions and reflections among the participants helped them to develop reflective 

skills and achieve change. And, in terms of the positive impact of PLC on the teacher`s change, 

this study is in alignment with Tam (2015). 

All these external and internal opportunities, in addition to the factors mentioned in 

the previous section, can be regarded as the structural elements that influenced the teachers` 

sense of agency (Priestley et al., 2015). The social structures and relational resources, 

according to Priestley et al. (2015), constitute the nature of teachers` social environments 

and affect the practical-evaluative aspect of their agency. Within their day-to-day working 

environments, the teachers appeared to exert more or less agency depending on the 

dynamics of their ecological environments (Biesta & Tedder, 2007). For example, Naz` 

seeming more collaborative previously because of the more diverse and effective 
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opportunities (see Section 5.3) and Esma`s being more agentic in her current school because 

of the in-school and out-of-school opportunities which were not available to her previously 

as a substitute teacher (see Section 4.3.2.) suggest that the teachers felt enabled or 

constrained by their ecological contexts as they offered different possibilities to foster agency 

(Priestley et al., 2015). This finding aligns with Priestley et al. (2015) where the researchers 

collected the data from one primary and two secondary schools (two teachers and one 

manager from each school) through interviews and observations, and examined how the 

differences in contexts shaped the participants` responses to the expectations posed by the 

new curricular policy in Scotland. The data from the secondary schools showed that although 

the teachers were quite similar with regards to their levels of experience, beliefs and values, 

they differed in terms of the agency they exerted (Priestley et al., 2015). The reason behind 

this difference was found to be related to the nature of professional relationships within the 

schools, while one of them fostered agency by providing support and facilitating a 

collaborative culture, the other school had a more hierarchical top-down approach that 

hindered agency amongst staff (Priestley et al., 2015). In the next section of this chapter, how 

the teachers in this research differed regarding their responsiveness towards contextual 

factors will be discussed further in detail.  

 

7.4. Individual Factors Affecting Teachers` Engagement in Reflective and Collaborative 

PL Activities 

The findings indicated that the teachers` engagement in reflective and collaborative 

PL activities was influenced by several individual and contextual factors. According to Le Fevre 

(2014), this is because change/learning operates at a multi layered system consisting of 

individual, organisational and systemic elements, which are interconnected and can impact 

on each other. This finding is in line with Braun et al. (2011) where the researchers found that 

four similar schools differed from each other in terms of their implementation of policy 

enactments, and these differences derived from both individual and contextual factors. I 

already utilised Braun et al.`s (2011) external, material and situated dimensions to categorise 

the contextual factors in this research (see Section 6.3.), and the individual factors (teachers` 

motivation, self-efficacy and beliefs) may correspond to their professional dimension. And, 

the interrelationship between these individual and contextual dimensions seemed to 
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determine the efficacy of the teachers` engagement in reflective and collaborative PL 

activities (Hodkinson & Hodkinson, 2005).  

However, the teachers` internal mechanisms (their motivation, self-efficacy and 

beliefs) were more impactful on their engagement in reflection while the outer factors played 

a more determining role in their engagement in collaboration. This may be because, as was 

mentioned in Chapter 2, reflective practice occurs at the individual level as it involves 

cognitive processing and collaborative working at a more collective level as it involves others. 

Given that I discussed the impact of the external, material and situated contexts on the 

teachers` engagement in reflective and collaborative PL activities in 7.2. and 7.3., in this 

section I will look at the role of the teachers` motivation, self-efficacy and beliefs in their 

engagement in reflection and collaboration, then explain the relationship between these 

three individual aspects.  

 

7.4.1. Motivation 

One of the individual aspects was found to be motivation, and the level and the source 

of motivation played a key role in determining the teachers` engagement in reflective and 

collaborative PL activities. Gaye and Pinar appeared to be driven by their internal 

mechanisms, which was having an ideal ELT teacher vision for Gaye and fearing of becoming 

an ineffective teacher for Pinar (Chapter 6). Having such personal agendas, goals and 

aspirations may have led them to becoming more reflective (Larrivee, 2000) and collaborative 

in working toward goal accomplishment (Johnson & Johnson, 2005), and served to expand 

their teaching repertoire. In their case, it seemed the past patterns rather than the present 

elements were significant in feeding into their motivation and shaping their agency (Priestley 

et al., 2015). The other teachers` motivation, on the other hand, was more dependent on 

cultural, structural and material aspects of the present conditions (Priestley et al., 2015). As 

such, their motivation for engaging in reflective and collaborative PL activities changed across 

time depending on the available possibilities their workplaces offered (Priestley et al., 2015). 

Even though all teachers experienced similar contextual problems, the ones who were 

externally motivated differently perceived and interpreted the enablers and constraints than 

the ones who were internally motivated (Leijen, Pedaste & Lepp, 2020). This suggests, the 

teachers with stronger internal mechanisms had a higher level of personal capacity, which 

according to Priestley et al. (2015) is “important in enabling agency to emerge” (p.31). 
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This finding aligns with van Eekelen et al.`s (2006) study which shows that teachers` 

willingness is a prerequisite for learning. Additionally, as in van Eekelen et al. (2006), the 

teachers` motivation in this study seemed to affect their decision-making process in relation 

to whether to attribute the outcome to internal or external causes, which was discussed 

previously in 7.2.3. In terms of the impact of motivation on the teachers` agency, this study is 

in line with van der Heijden et al. (2015), where the researchers collected the data from four 

selected primary schools by interviewing four external experts, four principals and 12 

teachers in the Netherlands with the aim of understanding the characteristics of teachers as 

change agents. The researchers found that having an intrinsic and high level of motivation, 

having an internal drive to reflect on the quality of their teaching, being aware of needing 

others to enhance their own teaching and continually striving to improve their expertise in 

teaching were some of the characteristics that their participants attributed to agentic 

teachers (van der Heijden et al., 2015). By fostering a collaborative and supportive 

environment, according to van der Heijden et al. (2015), schools can help teachers to develop 

such characteristics.  

 

7.4.2. Self-efficacy 

 Another individual aspect found in this study was self-efficacy. As self-efficacy refers 

to individuals` perceived ability to be effective and impactful, the teachers` efficacy beliefs 

seemed to underestimate, overestimate or accurately reflect their effectiveness (Wheatley, 

2005). Therefore, rather than the level of their self-efficacy, how they made sense of that 

(striving to grow or feeling satisfied) appeared to shape their engagement in reflective and 

collaborative PL activities. For the teachers who felt satisfied with their current teaching, their 

confidence emerged from several sources, which were their previous teaching experiences 

(Durksen, Klassen & Daniels, 2017), having the content knowledge (Graves, 2009) and 

experiencing easy successes which Bandura (2012) calls mastery experiences. For example, 

this is illustrated in this study by Yeliz`s dependence on her current teaching pedagogy 

because of her previous experiences (Chapter 6), Ilker`s associating his efficacy to his 

knowledge of the teaching content (Chapter 6), and Mine`s adopting a widely used approach 

in her classes (Chapter 4). This suggests, these teachers` sense of efficacy was rooted in past 

elements, which were their backgrounds and knowledge bases. In this case, it seemed they 

took their existing knowledge for granted and therefore their classroom teaching turned into 
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a self-confirmation process (Oosterheert & Vermunt, 2001). As such, they may have resisted 

new teaching methods and had little incentive to reflect or collaborate in order to improve 

their teaching. On the other hand, the other teachers who were disposed towards growth 

seemed to be either driven by projective elements including their long-term and short-term 

future aspirations (Priestley et al., 2015), or their doubts about their ability to teach 

(Wheatley, 2005). Hande`s action of continuously setting new goals for herself and Pinar`s 

critiquing her ability to deal with the problems she did not come across before are some of 

the examples showing their drive to grow further, as was explained in Chapter 6. This 

suggests, their motivations and doubts triggered their engagement in reflection and 

collaboration to make improvements (Wheatley, 2005). As the comparison between the 

teachers highlights, their dispositions may have shaped whether their confidence and doubts 

became beneficial or problematic (Wheatley, 2005). 

In terms of the relationship between self-efficacy and agency, this study is in line with 

van der Heijden et al.`s (2015) study which points out that teachers` having confidence in 

their abilities as well as their being unsure and feeling insecure about their teaching 

approaches are some of the characteristics of agentic teachers. However, this research partly 

contradicts Durksen et al.` (2017) work where the researchers looked at the connection 

between motivation and teachers` learning across their professional life phases by using the 

data they collected through questionnaires from 253 teachers in Canada. Their findings 

indicated that teachers` collaborative and collegial learning experiences contributed to their 

sense of efficacy, which aligns with this research. Yet, Durksen et al. (2017) also found that 

teachers` self-efficacy beliefs predicted their later engagement in learning activities and 

teachers with high self-efficacy tended to have positive attitudes towards learning, which 

does not align with the totality of self-efficacy related findings in this study. The difference 

may be related to the methodological differences as, according to Wheatley (2005), the 

attributed meaning to teachers` self-efficacy has long been explained through numerical 

levels and therefore may differ in interpretative research. Or, it may be because of the cultural 

and social differences between the settings, and the individual differences among the 

participants.  
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7.4.3. Beliefs 

Beliefs was the third individual aspect found in this research. The type of beliefs and 

the alignment between beliefs and classroom practices appeared to considerably impact on 

the teachers` engagement in reflective and collaborative PL activities. The type of beliefs the 

teachers had (progressive or traditional) may have acted as filters by expanding or limiting 

them as, according to Larrivee (2000), what teachers believe about themselves and learners, 

and about the nature of learning and teaching processes disclose their operating principles. 

The teachers who had aligned `traditional` beliefs to their teaching appeared to teach in a 

way that confirmed their existing beliefs (Hart et al., 2009), which points out to cognitive bias 

(Le Fevre, 2014). As they tended to avoid challenging their underlying beliefs which would 

require them to critically examine and interpret them (Larrivee, 2000), their belief sets may 

have been formed in by either their previous experiences as language learners (Yeliz`s beliefs 

about good teacher qualities in Section 4.3.) or their schools` agenda (Naz`s exam-oriented 

teaching in Section 6.2.3).  

In the other case where the teachers had more progressive beliefs, not all of them 

seemed able to align their beliefs with practices, which might be because of the differences 

between what the teachers claimed they believed (stated beliefs) and their beliefs in action, 

the latter of which, according to Larrivee (2000), guide teachers` practices. Therefore, for the 

ones whose belief sets were not strongly formed enough to persevere in a demanding work 

environment (Durksen et al., 2017), the contextual factors may have guided their teaching 

(Ilker and Dilek`s putting their beliefs aside in order to meet exam-oriented expectations in 

Chapter 6). This finding is in line with Shi, Delahunty and Gao (2019) where the researchers 

looked at the constraints preventing teachers from putting their stated beliefs into practice 

and collected the data from 6 teachers through classroom observations and interviews in 

China. Their findings showed that teachers` practices were not consistent with their stated 

beliefs, and contextual factors such as large class size, teachers` knowledge of students and 

test-driven teaching situation strongly influenced their ability to achieve that (Shi et al., 2019). 

Despite the contextual factors, Pinar, Gaye, Esma and Hande could still manage to 

teach in the way that was congruent with their beliefs. For them it seemed their beliefs acted 

as a motivational force involving their personal commitments and aspirations, and these 

future elements may have guided their classroom teaching (Kramer & Engestrom, 2019). 

Therefore, different from the teachers whose beliefs were fixed by their early experiences or 
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the ones who appeared to experience dissonance and dilemma; these teachers could put 

their beliefs under examination through reflective and collaborative activities, and therefore 

became able to act more agentically and flexibly (Priestley et al., 2015). Regarding the role of 

the teachers` beliefs in their sense of agency, this research aligns with Luka (2015). 

 

7.4.4. The relationship between motivation, self-efficacy and beliefs 

In the light of the findings and what has been discussed so far, beliefs seemed to play 

a key role in how the teachers perceived the present situations and how that guided their 

future actions (Priestley et al., 2015). This indicates, beliefs (iterational patterns) may have 

formed a base for the teachers` self-efficacy (present-evaluative elements) and their 

motivations (projective elements). Table 14 shows the relationship between motivation, self-

efficacy and beliefs and how the teachers looked in relation to their motivation and self-

efficacy. 

 

Table 14 

Teachers with regards to their motivation and self-efficacy  

BELIEFS MOTIVATION 

HIGH MODERATE LOW 

SE
LF

-E
FF

IC
A

C
Y

 

HIGH GROW Gaye, Esma, Hande ------- ------- 

SATISFIED ------- Okan, Ilker Naz, Yeliz, Sedef, Mine 

LOW GROW Pinar Kerim, Lale ------- 

GIVE UP ------- ------- Dilek 

 

High level of motivation, regardless of whether self-efficacy was high or low, led the 

teachers to growth; however, in the cases of low or moderate levels of motivation, growth 

was linked to distinct forms of self-efficacy. This relationship between self-efficacy and 

motivation appears to be different from what is proposed in the literature. According to 

Bandura (2006), self-efficacy operates as a motivator. Bandura (2012) claims self-efficacy 

beliefs determine how well individuals motivate themselves and low self-efficacy results in a 
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low level of motivation while high self-efficacy in a high level of motivation. Therefore, “when 

faced with obstacles, setbacks, and failures, those who doubt their capabilities slacken their 

efforts, give up, or settle for mediocre solutions. Those who have a strong belief in their 

capabilities redouble their effort to master the challenges” (Bandura, 2000, p.120).  

In contradiction to that, Pinar`s low self-efficacy did not lead to low motivation in the 

face of the contextual constraints. Instead, in her case, low self-efficacy seemed to have been 

channelled into continuous effort to achieve the goals she set for herself, resulting in a high 

level of motivation, which may have played a role in the development of more positive self-

efficacy beliefs. Or, Naz, Yeliz, Mine and Sedef`s high self-efficacy, rather than a motivator, 

appeared to act as a barrier leading them to repetition and disillusionment about their 

teaching approach (Wheatley, 2005), and by inhibiting them from intensifying their efforts in 

challenging situations. The contradiction between this research and Bandura (2006) may be 

because of the nature of Bandura`s work, but may also reflect the importance of cultural 

context, differences in educational values and settings, and how teachers are perceived. 

 

7.5. Revisiting Teacher Agency 

As was discussed in the previous sections of this chapter, the teachers` motivation, 

self-efficacy and beliefs affected how they perceived the contextual factors, and the 

contextual factors, in return, appeared to play an important role in their motivation, self-

efficacy and beliefs. This interplay between the individual and contextual factors in relation 

to the teachers` PL is in line with other empirical studies (Day, 2000; Le Fevre, 2014) 

mentioned in Chapter 2. 

The findings in this research, which differ from what Priestley et al. (2015) propose, 

showed that it was not the interplay between the individual capacities and ecological 

conditions per se that shaped the teachers` agency, but it was the internal or external drive 

that emerged from their engagement in reflective and collaborative PL activities, which 

suggests agency was not a mediator but an outcome (see Figure 8). This contradiction may 

be because reflective practice and collaborative working have not been previously combined 

together in relation to teachers` PL, and Biesta and Tedder`s (2007) model has not been 

empirically utilised to look at these two aspects. Bringing these concepts together revealed 

different individual and contextual factors feeding into the teachers` reflective practice and 
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collaborative working, from which motivation emerged as the key requisite for personal 

growth and change.  

 

Figure 8 

Agency as the outcome of the relationship between the individual and contextual factors and 

reflective and collaborative PL activities 

 

Still, Biesta and Tedder`s (2007) Ecological Agency Model seems useful to explain most 

of the teachers (Mine, Sedef, Dilek, Naz, Yeliz, Okan, Lale, Kerim, Ilker, Esma and Hande) with 

regards to the ongoing interplay between their personal capacities and work environments 

and how that eventually influenced their agency. As these teachers acted through their 

environments rather than simply in their environments, they felt enabled and constrained by 

their ecological conditions (White, 2018), and therefore their sense of agency varied across 

time in relation to their responsiveness according to the educational contexts they were 

situated in (Biesta & Tedder, 2007). On the occasions when the school structure fostered 

agency, the abovementioned teachers were able to engage in more effective forms of 

reflective and collaborative PL activities, which triggered an internal or external drive to exert 

more agency. Dilek`s experiences of more effective reflection and collaboration in a previous 

school, for example, fed into her individual capacity by helping her become more proactive 

and creative (see Section 5.3.). And, when the schools were not agency supportive, these 

teachers became more individualistic and less reflective, which led them to exerting limited 

or no agency. Esma`s practice of following a routinised pattern of teaching in a previous 

school without consideration of alternatives (see Section 6.2.1.), for example, indicates a lack 
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of agency (Priestley et al., 2015). For them, it seemed that their agency was a product of a 

process where the interplay between their individual capacities and ecological environments 

guided their engagement in reflective and collaborative PL activities, and this, accordingly, 

shaped their sense of agency. Figure 9 shows the process of exercising agency for these 

teachers. 

 

Figure 9 

Teacher agency as the outcome of the interaction between individual and contextual factors, 

and reflective and collaborative PL activities 

Even though all teachers were affected by the imposed environment, Pinar and Gaye 

differed from the others with regards to the way they construed and reacted to it (Bandura, 

2012). As they felt less restricted by the contextual factors and could free themselves from 

the constraints, their sense of agency did not vary as much across time and educational 

settings, which indicates the Ecological Agency Model may not explain Pinar and Gaye. For 

them, it seemed their individual mechanisms played a bigger role in their engagement in 

reflective and collaborative PL activities, and shaping their agency. This is in line with Burn et 

al. (2010) where the researchers found teachers` individual stance towards PL determined 

the way they utilised their contexts. While for the other teachers, the interplay between the 

individual and contextual factors determined the efficacy of their reflective and collaborative 

experiences, Gaye and Pinar, having a high level of internal motivation, seemed able to 
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engage in more effective forms of reflection and collaboration regardless of their educational 

environments and exercise a higher sense agency. Figure 10 demonstrates Gaye and Pinar`s 

process of agency. 

 

Figure 10 

Teacher agency as the outcome of the interaction between individual factors and reflective 

and collaborative PL activities 

 

Gaye and Pinar, striving to grow professionally from inside, were able to persevere in 

the face of the external barriers. The other teachers, on the other hand, having internal 

barriers already (in terms of their beliefs, self-efficacy and motivation), seemed to need an 

external drive to continue learning (Parsons, Parsons, Morewood & Ankrum, 2016). These 

motivational differences among the teachers may have impacted on the level of their 

proactivity and how they viewed their PL process. While Pinar and Gaye were able to see 

themselves as initiators of change by being eager to take role in improving their practice and 

learning outcomes (Luka, 2015), the other teachers differed from each other in terms of the 

extent they saw themselves as the recipients of change.  

The teachers were grouped into five categories in relation to their position towards 

PL, which were guided by the level of their proactivity. Proactive, based on the findings in this 

research, refers to initiating change, having a sense of responsibility for PL, making future 

plans and taking required actions, and pursuing further PL opportunities. Among the teachers 

who were found to be proactive, there seems to be two stances towards PL: “I try no matter 
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what” and “I am trying because”. While the first group (Gaye and Pinar) were driven by their 

internal motivation and therefore could act agentically no matter what the circumstances 

were, the second group (Esma and Hande) appeared to feel motivated partly by their school 

contexts therefore might not stay as proactive and agentic across different contexts. Reactive 

refers to taking limited responsibility for PL, needing an external initiative or drive and being 

dependent on the available opportunities. The teachers who were grouped as reactive (Dilek, 

Lale, Okan, Kerim and Ilker) seemed to have an “I try if “ stance towards PL and they felt 

empowered or constrained by their context to a great extent, which might reflect on their 

sense of agency as well. Inactive refers to taking no/little responsibility for PL, not having any 

explicit plans to better their current situations, favouring ready-made solutions and waiting 

for opportunities to be created. The teachers who seemed to be inactive lacked motivation, 

either because of experiencing burnout and feeling detached from teaching (Sedef and Naz 

having an “I am done with trying” stance) or having high levels of self-efficacy and being 

content with their current teaching (Yeliz and Mine having an “I will never try” stance), which 

might lead to exerting little/no agency. 

 

7.6. Summary 

This chapter discussed the findings and related them to the relevant literature and 

theoretical ideas set out in Chapter 2. The findings revealed that reflective practice and 

collaborative working could facilitate teacher learning, and there was a link between 

reflection and collaboration in relation to teachers` PL.  

Teacher learning occurred as a result of reflection-on-action as they had more time 

and space to analyse their teaching and make further plans. To be able to achieve effective 

reflection, teachers needed to follow the reflective cycle and engage in deeper levels of 

reflection. This required them to analyse their beliefs and values, and attribute outcome to 

themselves. Even though material, external and situated contexts hindered or encouraged, 

reflection, this practice was more closely linked to individual factors and affected by teachers` 

beliefs and motivations (past and future elements).  

Collaborative working led to learning as well, by triggering reflection. Teachers could 

learn from their collaborative experiences within in-school teacher communities where they 

were autonomous learners, they met their colleagues on an ongoing and regular basis, 

received and offered feedback and engaged in discussions and talks to challenge their mental 
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models. Although openness to learning with/from others seemed to be an important 

individual characteristic, collaborative working was greatly influenced by contextual factors 

(present elements). Nevertheless, the findings did not suggest a noticeable difference 

between teachers working in urban and rural settings in relation to their engagement in 

collaborative PL activities.  

The Ecological Agency Model helped to provide an explanation for the past, present 

and future dimensions of teachers` agency, and how some teachers exerted more or less 

agency across settings. However, the findings of this research suggested that motivation, 

rather than agency, played an important role in teachers` learning resulting from reflective 

and collaborative activities. In addition, motivation, not self-efficacy, determined the extent 

to which teachers persevered in the face of difficulties.  
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CHAPTER 8 CONCLUSION 

This research aimed at exploring Turkish ELT teachers` experiences of PL. Chapter 1 

introduced the research and examined the teacher education system in Turkey in terms of 

the entry process and the pre-service and in-service stages. Looking at these areas shed light 

on the weaknesses regarding each phase and highlighted the gap in which this research is 

grounded. Chapter 2 provided an overview of the literature in relation to teachers` PL, 

conceptualised reflective practice and collaborative working as individual and collective 

learning activities and discussed the factors affecting change/learning. Linking PL to change 

brought out the question of how to achieve teacher change, and Edwards and Darcy`s (2004) 

Relational Agency Theory and Biesta and Tedder`s (2007) Ecological Agency Model were 

addressed as the theoretical ideas underpinning the research at the end of the chapter. 

Following, Chapter 3 set out the ontological and epistemological positioning, gave reasons for 

the use of multiple case study design and explained the data collection tools. The data analysis 

and interpretation stages were explained in detail as well, together with the steps to ensure 

the quality of the research. Chapter 4-5-6 displayed the findings for each research question, 

and Chapter 7 provided a discussion of the findings in relation to the relevant literature and 

theoretical ideas.  

This chapter will restate the research questions and provide answers to them. Then, 

it will identify the contributions to knowledge, consider the implications at the teacher level, 

university training level, school level and systemic level, discuss the limitations of this 

research and make suggestions for further research. I will end the chapter with my personal 

reflections on the doctoral process.  

 

8.1. Research Questions 

This research sought to answer the following research questions:  

1. How do ELT teachers working in different contexts experience reflective practice in 

their PL? 

2. How do ELT teachers working in different contexts experience collaboration with their 

colleagues in their PL? 

3. What are the factors that affect ELT teachers` engagement in reflective and 

collaborative PL activities? 
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Next, the findings in relation to each research questions will be summarised.  

 

8.1.1. How do ELT teachers working in different contexts experience reflective 

practice in their PL? 

The findings presented in Chapter 4 suggested that the teachers reflected both during 

and after teaching; however, learning occurred mostly as a result of their engagement in 

reflection on teaching. There were three forms of reflection that the teachers were engaged 

in, and the teachers differed from each other with regards to whether they reflected on 

problems or solutions. When engaged in technical reflection, the teachers tended to consider 

the problems, attribute responsibility for the learning outcomes to external sources and 

therefore either followed the reflective steps in a linear way by experimenting with one single 

idea or failed in completing the reflective cycle. This form of reflection brought limited or no 

change. In the cases when the teachers were engaged with practical reflection, they were 

more able to think of solutions and take more responsibility for the learning outcomes, which 

led them to reflecting in a cyclical way by experimenting multiple ideas. This form of reflection 

helped the teachers bring change to the learning outcomes and their practices. Emancipatory 

reflection, however, required the teachers to reflect at the critical level by analysing and 

critiquing their beliefs and values. When engaged in this form of reflection, the teachers were 

able to surpass their existing constraints and restructure their belief systems, which led to 

more effective change and professional growth. These differences in reflection seemed to 

have derived from the individual factors (motivation, self-efficacy and beliefs) and contextual 

factors (the lack of incentives, examination system, teaching materials, class and school size, 

syllabus and class hours, school location, schools` expectations, teaching groups, workload 

and time and autonomy) as these factors affected the degree of reflection the teachers were 

engaged in and the efficacy of their learning from this practice. Nevertheless, the quality of 

reflection was found to be more closely linked to the individual factors as was discussed in 

depth in Section 7.2.  
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8.1.2. How do ELT teachers working in different contexts experience collaboration 

with their colleagues in their PL? 

In Chapter 5, the findings indicated that the teachers differed from each other in terms 

of their experiences of collaboration with regards to the range of collaborative activities they 

were engaged in and with whom they collaborated. Engaging in both planned and unplanned 

in-school activities with colleagues from the same workplace provided the teachers with the 

opportunities of talking about their teaching and looking at their practice from a different 

perspective, which prompted reflection and led to change. Other times, when the teachers 

did not have such opportunities, their level of collaboration was mostly to exchange resources 

and organise extra-curriculum events, which led to limited or no change. Overall, the degree 

of collaboration the teachers were engaged in was interestingly lower than their engagement 

in reflective practice, therefore most of their learning derived from their reflective 

experiences. The differences among the teachers in terms of their openness to collaboration 

(linked to their motivation, self-efficacy and beliefs), and the contextual factors such as the 

lack of PL opportunities, school location, colleagues and in-school initiatives impacted on the 

degree of the collaboration the teachers were engaged in, and the efficacy of their 

collaborative experiences. In contrast to reflective practice, teachers` collaborative working 

experiences were closely linked to the contextual factors. The findings did not indicate a 

noticeable difference between the teachers working in the rural and urban area in relation to 

their engagement in reflective and collaborative PL activities.  

 

8.1.3. What are the factors that affect ELT teachers` engagement in reflective and 

collaborative PL activities? 

Several individual and contextual factors influenced the teachers` reflective and 

collaborative experiences as was elaborated in detail in Chapter 6. Yet, despite similar 

contextual factors, the teachers varied with regards to their engagement in reflective practice 

and collaborative working, which highlighted the importance individual factors relating to 

teachers` beliefs, self-efficacy and motivation. The teachers differed in terms of the level of 

their motivation (high, moderate and low) and the source of their motivation (internal and 

external), the level of their self-efficacy (high and low) and what they were disposed to 

(striving to grow and feeling satisfied), and the type of their beliefs (progressive and 

traditional) and whether their practices were aligned with their beliefs (see Table 14 in 
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Section 7.4.4.). The findings suggested that the teachers who had high levels of motivation 

could engage in effective forms of reflection and collaboration regardless of the external 

actors and transform their practice, and that motivation might be the key individual factor 

affecting the teachers` growth and their sense of agency (see Figure 8 in Section 7.5.). While 

the ones who had internal motivation could persevere in the face of difficulties and stay 

agentic no matter what the circumstances were (see Figure 10 in Section 7.5.), the ones 

whose motivation was more dependent on the existing circumstances exerted more or less 

agency across time and settings (see Figure 9 in Section 7.5.). The teachers were grouped into 

five categories with regards to their position towards PL, and these were “I try no matter 

what”, “I am trying because”, “I try if”, “I am done with trying” and “I will never try”. The 

teachers in the first two categories had high levels of motivation and were proactive in 

initiating change and pursuing their PL, the ones in the third category were reactive and the 

power they felt in themselves to bring change was dependent on their contexts, and the 

teachers in the last two categories were inactive by lacking motivation and waiting for change 

initiatives from authorities. Figure 11 illustrates the teachers in relation to their positions 

towards PL and their proactivity. 

 

Figure 11 

Teachers in relation to the level of their proactivity and their positions towards PL 

 

 

 

Proactive

• I try no matter what (Gaye and Pinar)

• I am trying because (Hande and Esma)

Reactive

• I try if (Dilek, Lale, Okan, Kerim and Ilker)

Inactive

• I am done with trying (Naz and Sedef)

• I will never try (Yeliz and Mine)
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8.2. Contributions to Knowledge 

This research contributes to knowledge by: 

1. Providing insight that reflective practice is more linked to internal mechanisms 

(teachers` motivation, self-efficacy and beliefs) and collaborative working is more 

influenced by outer factors and proposing that these two PL activities feed into each 

other (see Figure 12). Effective models of collaboration can challenge teachers` 

thinking and prompt reflection, and as teachers become more reflective, they tend to 

acknowledge others` expertise and become more open to learning with/from others. 

The existing literature has not empirically brought these concepts together in relation 

to teacher learning/change. 

 

Figure 12 

Teachers in relation to their engagement in reflective and collaborative PL activities 

 

2. Reformulating the relationship between self-efficacy and motivation and offering a 

new look at the role of motivation in relation to teacher agency. The literature 
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indicates that self-efficacy determines the level of motivation meaning low self-

efficacy results in low levels of motivation and high self-efficacy leads to high levels of 

motivation, and that self-efficacy is closely linked to teacher agency. The evidence 

from this research, however, suggests that motivation is not guided by self-efficacy 

and high levels of motivation, regardless of self-efficacy, leads to growth. And 

motivation, rather than self-efficacy, may be the key requisite for agency. Research 

thus far on teacher self-efficacy have tended to be quantitative and assessed teachers` 

self-efficacy through numerical levels, as opposed to this research which utilised 

qualitative in-depth data focusing on teachers` personal experiences. 

 

3. Offering a new perspective for teacher development in Turkey by proposing reflective 

practice and collaborative working as two activities that can facilitate in-service 

teachers` professional growth. Research thus far in Turkey has mostly focused on the 

entry process and pre-service stage in relation to teacher education, and highlighted 

the issues around the unrigorous admission process, the lack of collaboration among 

the stakeholders and the absence of the reflective component in teaching practicum 

and pre-service programmes. Yet, reflective practice and collaborative working have 

not been investigated for in-service teachers. While teachers are encouraged to 

become more reflective and collaborative to foster PD in high-achieving educational 

systems, teacher development is viewed in a didactic way in Turkey.  

 

4. Developing a better understanding of teacher agency. Whilst external factors may 

hinder professional growth, teachers with strong internal mechanisms (comprising of 

beliefs, self-efficacy and internal motivation) can detach themselves from the 

constraining features of settings and stay agentic across time (see Figure 10 in Section 

7.5.). Previous research using the Ecological Agency Model have focused on factors 

such as beliefs whereas this research has looked at the relationship between agency 

and reflection and collaboration.  

 

5. Readjusting the position of teacher agency in relation to PL. The literature proposes a 

close link between teacher agency and PL/change and defines agency as individuals` 

potential to bring change to the current situation. However, the evidence from this 
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research indicates that teachers` engagement in reflective and collaborative activities 

generates internal and external motivation to exercise agency (see Figure 8 in Section 

7.5.), which highlights that motivation, rather than agency, may have a key role in 

teacher growth and change.  

 

8.3. Implications of the Research 

By providing insights into ELT teachers` experiences of reflection and collaboration, 

and the contextual and individual factors affecting their engagement in these PL activities, 

this research suggests the following implications: 

1. With the continuous change in the international arena and the developments in 

knowledge, students` needs are constantly changing as well. To be able to engage 

with global developments and adapt themselves to the new trends in teaching, 

teachers need to understand the importance of improving their practice and 

change their attitudes towards PD. Also, they ought to change their perspective 

from being trained or developed, to being life-long learners and take responsibility 

for their learning process (Easton, 2008). Doing so may enable teachers to detect 

their own professional needs, determine how to best address them and design 

their personalised PL programme. In order to achieve this, teachers should view 

their classes as laboratories where they can experiment innovative and creative 

ideas and perceive their teaching experience as a basis for conducting action 

research. They need to be open and eager to engage in critical analysis of their 

beliefs, values and goals, to make plans, take required actions and reflect on the 

results, which can help them to refine and restructure their thinking and develop 

their practice. And teachers need to understand teaching is more of a social 

practice rather than a private experience that occurs in isolation. Therefore, rather 

than feeling threatened or intimidated by others, they should be open to sharing 

their teaching with colleagues and talking about their classroom practice with 

them, they should consider colleagues as sources for professional growth and 

develop the skills to benefit from others` expertise. For ELT teachers specifically, 

engaging in reflective practice and collaborative activities can be invaluable by 

enhancing their thinking and widening their teaching repertoire. These activities 

can challenge ELT teachers to critique their current teaching approach, help them 
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to rebuild their beliefs about teaching and adopt a more progressive approach to 

teaching English. As the evidence from this study indicates, engaging in effective 

forms of reflection and collaboration can enable ELT teachers to distance 

themselves from the widely preferred exam-oriented teaching and commonly 

used traditional teaching techniques such as memorisation, repetition and 

translation, and move towards adopting a skills-based English teaching approach 

in their classes, which may provide students with opportunities to actually use 

their knowledge of English. And, continuously exploring new ideas may result in 

less monotonous classes, which may help ELT teachers to change students` 

attitudes positively and increase their motivation for learning English. This, in the 

long term, can lessen the gap between the current and the desired learning 

outcomes.  

 

2. Schools should be designed as learning environments for teachers, not just 

students, by offering a wide range of individual and collective learning 

opportunities, incentives and support (Hodkinson & Hodkinson, 2005). The 

evidence from this research underlines the importance of schools` promoting in-

school activities such as making inquiries, experimenting, mentoring, supervising, 

classroom observation and team working, which provide teachers with systematic 

and regular feedback and involve individual and collective reflection to enable 

teachers to improve their teaching quality and pursue PL. To achieve this, 

teachers` school hours and workload should be arranged in a way that allows them 

time and space to reflect on their teaching, to meet, share, observe and interact 

with colleagues. Having such interactive opportunities may help ELT teachers to 

be exposed to new teaching techniques and to realise how English can be taught 

differently. And having lessened workload can allow them to make more time for 

preparing their classes and break out of their routine by trying out new ideas. The 

findings of this research highlight the role headteachers play in the extent to which 

ELT teachers have control over their teaching, how valuable and accepted they 

feel within their school contexts and the dynamics of the relationship among 

teachers. Therefore, as well as enacting regulations and policies, headteachers 

should develop a vision about their role in schools which involves encouraging 
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teachers to be autonomous, supplying educational resources and supporting 

teacher growth. By taking responsibility for teachers` professional growth, 

headteachers can create a school environment that strengthens teachers` 

professionalism and stimulates teachers` voice. Working in such school settings 

may provide ELT teachers with the resources they need for testing curricular and 

extra-curricular ideas they may have and with some sense of flexibility to 

experiment more innovative and progressive teaching techniques and also ELT 

teachers may feel less pressurised and limited by the exam-oriented education 

system.  

 

3. Universities should offer opportunities for teacher candidates at the pre-service 

stage to help them develop skills for reflection and collaboration. The evidence 

from this research emphasises the role that teachers` backgrounds play in shaping 

their belief systems and guiding their teaching. To form a strong basis of beliefs 

about teaching and PL, pre-service programmes should promote reflective 

assignments as well as discussion groups, group work, peer observation, 

microteachings to challenge teacher candidates` thinking, to provide systematic 

feedback for them, and to encourage them to analyse their experiences and link 

them with theories. Having such opportunities at the pre-service stage can equip 

prospective ELT teachers with skills to become autonomous and proactive in their 

PL process, and self-evaluative and reflective in their teaching career. 

 

4. Authorities should consider the following suggestions which involve practical and 

conceptual change to achieve relatively immediate and long-term improvements:  

i. As the evidence from this research reveals, certain forms of reflection can help 

ELT teachers to achieve change in their belief sets and classroom practice and 

students` learning outcomes. Therefore, authorities need to integrate 

reflective components in pre-service programmes and train teacher 

candidates to become reflective, which can lead to immediate improvements 

at the individual teacher level.  
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ii. It is crucial for authorities to offer incentives and rewards to teachers as a 

result of their time and involvement in such activities to motivate and 

encourage teachers for PL.  

iii. A monitoring system should be set up to evaluate the efficacy of the already 

existing out-of-school collaborative opportunities and a feedback loop should 

be built between teachers and educational planners to make these 

opportunities more relevant to teachers` needs and to design further 

activities. Furthermore, ELT-related collaborative opportunities should be 

offered to ELT teachers, as in the current situation the available opportunities 

seem to be limited to general teaching mostly. Being provided with 

opportunities related to their subject area and being consulted about what and 

how they want to learn can change ELT teachers` attitudes towards these 

activities and motivate them for PL. 

iv. At the stage of designing materials for teaching English, educational planners 

need to take into consideration the most recent trends in the field of ELT and 

align the teaching content according to the desired outcomes. Whilst students 

are expected to be able to understand in English and be fluent in using their 

knowledge of English, the existing teaching materials published by MEB seem 

to undermine the teaching of particular skills. Additionally, the annual teaching 

content for English should be reconsidered in relation to the assigned class 

hours. Having less content and better designed teaching materials can 

encourage ELT teachers to explore more freely in teaching. 

v. The approach to change should be re-examined and rather than imposing top-

down initiatives, authorities should acknowledge that teachers play a key role 

in achieving educational change and that time is needed for sustained change. 

The perspective of teacher development should be revised and teachers 

should be encouraged to take responsibility for their learning. Even though the 

centralised education system may have benefits to realise MEB`s equality and 

fairness principles, allowing more adaptability and autonomy in schools can 

lessen the pressure on teachers and help them take more control over their 

teaching, which can pave the way for owning the change and staying more 

committed in the change process. The involvement of teachers in the change 
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process can impact on the status of teaching profession positively as teachers 

could start to feel more respected and trusted by authorities.  

vi. It is crucial for authorities to provide support systems for teachers within their 

school settings, as well as outside of schools. A school culture which is 

grounded in collaboration, trust and respect should be promoted. 

vii. Instead of individualising each school unit within itself, interactive and 

collaborative initiatives can be introduced among schools, and between 

schools and universities, which can provide ELT teachers with invaluable 

opportunities to challenge their beliefs and practices and keep up with 

improvements in the field of English teaching.   

viii. Authorities should take cultural and educational differences into consideration 

while implementing Western theories into the teacher education system in 

Turkey. While reflective skills can be relatively easily developed by integrating 

reflective components into pre-service programmes and designing activities 

that can promote critical reflection, collaborative working seems harder to 

achieve as there are various layers affecting it. However, to promote 

collaboration as well, authorities can redesign EBA in a way that would allow 

teachers to interact with each other, upload from their classes, access to 

updated sources and online interactive courses. Doing this may smoothly 

introduce teachers to the idea of PL, which can be further supported by the 

other suggestions mentioned in this section.  

 

8.4. Limitations of the Research 

This research has the following limitations: 

1. It is small in scale and it adopts a qualitative approach with a specific focus on ELT 

teachers; therefore, its findings cannot be generalised to a larger population, or the 

findings may not be applicable to other teachers in the same field or teachers in other 

subject areas, which is an inevitable limitation as a result of the very nature of this 

research. Yet, the findings of this research can be informative for educational 

researchers about what constitutes effective reflection and collaboration and what 

factors impact on teachers` PL.  
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2. The sample of this research had a teaching experience between 4 and 11 years in 

teaching English. Therefore, I acknowledge that ELT teachers who are more 

experienced may have different experiences of reflective and collaborative ELT 

activities, or there may be differences between less and more experienced ELT 

teachers with regards to the factors affecting their engagement in these activities. As 

such, the findings of this research may not apply to more experienced ELT teachers.  

3. This research targeted public school ELT teachers only as informants and did not 

include private school ELT teachers. The data from two of the teachers in this research 

suggested that private schools could differ from public schools in terms of the 

opportunities they provide for teachers.  Yet, it may not be known, for sure, how such 

opportunities contribute to PL without actually investigating private schools.  

4. This research did not adopt a purposive sampling for the schools that the teachers 

were situated in with regards to whether they had a collaborative culture established, 

and the findings did not provide many examples of collaborative learning. Therefore, 

it may not be known, for certain, the extent to which the existence of such 

collaborative opportunities would impact on the findings.  

5. The findings of this research brought out effective models for reflective and 

collaborative learning. Yet, these models emerged from the teachers` experiences 

who already had the reflective and collaborative skills and were motivated to learn. 

Therefore, it may not surely be known how these models would work on teachers 

lacking these skills, and what specific methods would enhance their development of 

reflective and collaborative skills. 

6. Whilst reflection and collaborative activities can lead to teacher growth as shown in 

this research, transferring Western theories to the Turkish context without taking into 

consideration the cultural and religious background of the country and its impact on 

the education and schooling systems, the differences regarding the status of teaching 

and the perception of education may bring up questions about their applicability. 

Currently, there does not seem to be a culture of critical reflection among teachers, 

and there seems to be a severe lack of collaborative opportunities. Imposing these 

practices as they are widely suggested in the literature may bring about difficulties 

and create tension. Therefore, cultural values and factors should be considered and 
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these activities should be modified accordingly to benefit better when implementing 

them.  

7. The data collection tools may be another limitation of the research. The data were 

collected through three forms of interviews and the teachers may not have been 

honest in their responses or may have shared according to what they thought would 

be acceptable, they may have withdrawn information or may have remembered 

incidents wrongly. To minimise such issues and ensure the quality of the data, I took 

precautions which were explained in Sections 3.4.3, 3.6.1., 3.6.2. and 3.6.4. 

8. Another limitation may be linked to my own belief and value system and my previous 

experiences, which can be sources of bias. To ensure the trustworthiness of the 

research and the quality of the data, I explained every step of the research in Chapter 

3 and took precautions which were described in Sections 3.6.1. and 3.6.2. 

9. I conducted and transcribed the interviews in Turkish, then coded them in English and 

translated relevant parts into English. In order to minimise misinterpretations and 

bias, I sent the interviews back to the teachers for respondent validation and I peer 

checked with a bilingual colleague to ensure the accuracy of my translation.  

 

8.5. Future Research Recommendations 

1. This research looked at the ELT teachers working in public schools only by excluding 

ELT teachers working in private schools. A comparative study can be conducted to 

examine the differences between public and private schools, and to further determine 

the extent to which teachers` current educational environments can empower or 

constrain them. Or a comparative study between countries may be carried out to 

understand how educational and cultural differences shape contextual and individual 

factors in relation to ELT teachers` engagement in reflective and collaborative PL 

activities.  

2. Future research can be carried out by purposively selecting schools offering 

collaborative opportunities in order to clearly understand the link between 

collaborative and reflective learning. And, focus groups can be employed for teachers 

in a purposively selected school to better identify the individual differences towards 

the same contextual factors.  
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3. An intervention study can be designed to help teachers develop reflective and 

collaborative skills according to the effective forms of reflection and collaboration 

suggested by the findings of this research.  

4. This research was not initially planned to look at the link between teachers` 

motivation and PL, or it was not expected to find a reverse link between self-efficacy 

and motivation. Therefore, looking at the link between teachers` motivation and self-

efficacy in relation to PL can be an interesting area for further research.  

 

8.6. Reflections on the Doctoral Process  

 I kept a research diary from the start of my PhD, mainly to be able to control the ideas 

that pass through my mind. Apart from my doctoral journey, I have always been a diary 

keeper as seeing things written down provides me with a sense of concreteness, helps me to 

make sense of those ideas and decide what to do with them. With the same purpose, I wrote 

down all random ideas that I had for each step of my PhD and reflected on them, which greatly 

built on my thinking.  

 I had begun this painfully long but utterly enlightening journey to learn more about a 

topic I was personally interested in. I had had negative experiences as an ELT teacher 

throughout my teaching years and suffered from feeling lonely and disliking myself for the 

mistakes I had been making. Years passing by, I had felt increasingly inadequate in teaching 

and had been constantly looking for ways to improve myself. To feel more competent as a 

teacher, I took whatever exam I needed to take to, first, transfer to a university which, 

according to my thinking, would push me further to achieve more; and, second, to start a 

Master`s degree in education in Turkey. These, in time, had not felt satisfactory and I took 

further actions to study abroad, the success of which would have proved myself to me. I can 

better analyse and understand my past self now, but back then I was, to myself, an ELT 

teacher simply trying to do more.  

 By the end of the Master`s degree, I had decided what I wanted to focus on for my 

PhD. Yet, I cannot claim I knew much about the literature, and certainly did not think in depth 

about the concepts I had in my mind. And I was not aware of the complexity of doing a PhD. 

I was naïve to believe that it would be a linear process, I would know what I would be doing, 

and as long as I do my part everything would be under control. My fondness of certainty and 

control has turned into a big challenge throughout my doctoral journey.  
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Once I started reading the literature, I was amazed by the limitlessness of the articles 

and books that were available and terrified knowing I would not be able to read them all and 

therefore would miss something important. My initial ideas began to develop as I read more 

about reflection and collaboration, and why engaging in these practices was not as easy as I 

thought it would be. When I got to the point where I was thinking about my theoretical 

framework and teacher change, I was lost in the theories and did not know which one to 

choose. The way Guskey (1986) described the change process made sense to me as a former 

teacher, but Clarke and Hollingsworth`s (2002) model was also sensible and maybe change 

does not occur linearly. Or, the dilemma that I had like, should I choose agency theory or think 

about teachers within their school contexts and maybe take into consideration organisational 

change and read more about contingency and complexity theories, or can I use them all? I 

was – maybe still sometimes am – the type who used to see things as black or white or expect 

a yes or no answer - most probably because of my educational and cultural background - and 

not giving a definite answer to my questions was very challenging. 

Designing my research was equally challenging because of the responsibility I felt I was 

taking by making all the decisions. Yet, I must confess, the hardest part was trying to 

understand what my epistemological and ontological positioning was, and how it actually 

guided my thinking and the whole research process. I found myself reading and reading even 

more to comprehend those philosophical ideas, and thinking how everyone was the same 

and yet very different, how everything we do was very subjective, and amazedly questioning 

is it the same yellow we all see? Despite its complexity, I loved and enjoyed thinking about 

how the way we see things guides our lives, and how it is shaped by our education and culture.  

The timing for my confirmation and doing the pilot study could not have been better; 

I could interview the teachers just before the schools closed for summer holiday in Turkey. 

And having the summer, before I started the main study in September 2018, gave me the 

time to actually analyse the pilot study data, link it to the literature I had read and made sense 

of the bit that did not fit in the literature. Doing such a thorough analysis for the pilot study 

gave me the opportunity to present my work at European Educational Research Association 

(EERA) 2018, Italy. That was my first academic interaction with researchers coming from 

around the world, the first time I felt like a researcher, not a student, by presenting my work 

to other researchers and by being able to inform the academia. And it was a very big 

opportunity for me to be able to listen to the scholars like G. Biesta whose model I used to 
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ground my research in, and admire the great minds and their thinking level, all of which 

inspired and motivated me greatly.   

I believe I was extremely lucky being able to find the teachers for the main study in a 

relatively short time and the deep data they provided. But I cannot say it was without any 

difficulties. As I had to travel between the urban and the rural areas all the time to interview 

the teachers, transportation was a problem for me. And I had to organise my interview 

schedule very carefully to avoid any clashes and to update it as the teachers asked for 

changes. At the times when I had multiple interview sessions with different teachers in the 

rural area on the same day, I would wait for the following sessions at the bus station as it was 

comparatively detached from the residents of the rural area who were very conservative and 

the public places like parks and cafès were dominated by and reserved for men. Another 

difficulty I experienced at the data collection stage was when I asked the teachers to reflect 

on their teaching. This was an opportunity for most of them, as they reported, which they had 

not had before. Once they reflected on a specific learning incident and traced it back to how 

it happened, they seemed to be amazed by noticing how they could learn from their own 

teaching or from their interactions with their colleagues. And, when I asked them to reflect 

on their teaching, they seemed to like having the chance to talk to someone about the way 

they teach and their fears and visions of teaching English, and they were equally surprised by 

exploring, through our conversations, why they did what they did. Going through such a 

process with the teachers was both heart-breaking and hope-inspiring for me.   

After the completion of the data collection and the transcription stages, I, excitedly, 

started the analysis with the hope of finally seeing what I had in there. But I could never 

imagine that the analysis itself would take almost the half of my doctoral process and I would 

not be able to clearly see what I found until towards the end of my PhD. The most challenging 

and gruelling period throughout my research was the data analysis stage, maybe because of 

the length of the analysis and the decrease in my motivation as I spent more and more time 

in the data, or maybe because of the energy I spent continuously thinking about the data and 

writing down every thought I had or voice recording all possible interpretations and links that 

occurred to me. I remember crystal clear the exact moment I came up with Table 14 in Section 

7.4.4.; I was at the gym running on the treadmill trying to clear my head from the data. To 

analyse the data thoroughly, I had to stay alert to my thinking and that was exhausting. Yet, 

it would be a lie if I say I did not enjoy the pain as it led to learning more about my research 
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and myself personally. For example, my initial Literature Review did not involve the forms of 

reflection and what teachers can reflect on, or I did not know anything about how individuals 

differ in terms of their attitudes towards collaborating with others. And even regarding the 

agency theory I had already written about initially, I had not thought in depth about how I 

would use it. The analysis and the findings guided me regarding what new literature to look 

for and how to better benefit from the theories which were already in my Literature Review.  

At the stage of the analysis, I went to the United States to participate in American 

Association for Applied Linguistics (AAAL) 2019. Attending that conference was surprisingly 

informative as I did not expect to interact with as many researchers as I had not focused on 

linguistics or classroom English teaching. There, I noticed how other researchers looked at my 

research and thought of possible theories that could have been used, which showed me that 

there was not one way of doing the research and somebody else would maybe have used a 

different literature to explain the same findings, and that doing research was very subjective 

indeed.  

The second most challenging period throughout my research has been the last few 

months since March 2020. I have been using every fibre of my motivation to survive mentally 

in the face of the pandemic and write up my thesis according to the timetable I had planned. 

It has been very frustrating and slightly depressing for me to be away from my family in 

Turkey, to helplessly worry about them, then to feel sorry for myself for being alone while 

almost all of my friends left for home. In the midst of these psychological ups and downs and 

the fight with the uncertainty, I had to find ways to motivate myself to write my Discussion 

and prepare for submission. It has not been easy, at all. I had to think about my priorities, the 

things I could control relatively easily and the ideal vision of myself, which led me to creating 

a personalised plan for the things I wanted to achieve academically, mentally, spiritually and 

physically.  

Writing, rewriting, thinking, editing and reediting the chapters of my thesis made me 

understand that I was very wrong assuming PhD would be very straightforward and linear. It 

is full of complexity and uncertainty, and it is certainly cyclical. Every time I took a step back 

from what I was reading or writing and went back to it later, I could perceive things slightly 

differently or explore what I could not see initially. Hence the quote from T. S. Eliot and me 

arriving where I started and knowing what I had not looked for.  

 



 

193 
 

REFERENCES 

Abazaoglu, I., Yildirim, O., & Yildizhan, Y. (2016). Teacher Training in Turkish Educational  
System from Past to Present. International Journal of Turkish Educational Sciences. 
4(6), 143-160. 

Adelman, C., Kemmis, S., & Jenkins, D. (1980). Rethinking case study: notes from the second  
Cambridge conference. In H. Simon (Eds.), Towards a Science of the Singular (pp. 45-
61). Norwich: Centre for Applied Research in Education, University of East Anglia. 

Aksoy, N. (2008). Multigrade schooling in Turkey: An overview. International Journal of  
Educational Development, 28, 218-228. doi: 10.1016/j.ijedudev.2007.05.002 

Aksu, M., Engin Demir, C., Daloglu, A., Yildirim, S., & Kiraz, E. (2010). Who are the future  
teachers in Turkey? Characteristics of entering student teachers. International 
Journal of Educational Development, 30(1), 91-101. doi: 
10.1016/J.IJEDUDEV.2009.06.005 

Arthur, J., Waring, M., Coe, R., & Hedges, L. V. (2013). Research Methods & Methodologies  
in Education. London: SAGE Publications.  

Attard, K. (2007). Habitual practice vs. the struggle for change: can informal teacher learning  
promote ongoing change to professional practice? International Studies in Sociology  
of Education, 17(1-2), 147-162. doi: 10.1080/09620210701433894 

Bailey, K. M. (2009). Language Teacher Supervision. In A. Burns & J. C. Richards (Eds.), The  
Cambridge guide to second language teacher education (pp. 269-279). Cambridge:  
Cambridge University Press. 

Ball, S. (2003). The Teacher’s Soul and the Terrors of Performativity. Journal of Education  
Policy 18(2), 215-228. doi: 10.1080/0268093022000043065 

Bandura, A. (1989). Human Agency in Social Cognitive Theory. American Psychologist, 44(9),  
1175-1184. doi: 10.1037/0003-066x.44.9.1175 

Bandura, A. (2000). Exercise of Human Agency through Collective Efficacy. Current  
Directions in Psychological Science, 9(3), 75-78. 

Bandura, A. (2006). Toward a Psychology of Human Agency. Perspectives on Psychological  
Science, 1(2), 164-180. doi: 10.1111/j.1745-6916.2006.00011.x 

Bandura, A. (2012). On the Functional Properties of Perceived Self-Efficacy Revisited. Journal  
of Management, 38(1), 9-44. doi: 10.1177/0149206311410606  

Bayar, A. (2013). Factors Affecting Teachers` Participation in Professional Development  
Activities in Turkey (Unpublished doctoral dissertation). The University of Missouri, 
Columbia. 

Bell, J. (2010). Doing Your Research Project: A guide for first-time researchers in education,  
health and social sciences, 5th edn. England: Open University Press. 

Bell, J., & Waters, S. (2014). Doing Your Research Project: a guide for first-time researchers,  
6th edn. England: Open University Press. 

Bellibas, S. M., & Gumus, E. (2016). Teachers` perceptions of the quantity and quality of  
professional development activities in Turkey. Cogent Education, 3(1), 1-15. doi: 
10.1080/2331186X.2016.1172950 

Bellibas, S. M., Bulut, O, & Gedik, S. (2017). Investigating Professional Learning Communities  
In Turkish Schools: The effects of contextual factors. Professional Development in 
Education, 43(3), 353-374. doi: 10.1080/19415257.2016.1182937 

Bengtsson, J. (2003). Possibilities and Limits of Self-Reflection in the Teaching Profession.  
Studies in Philosophy and Education, 22, 295-316. doi: 10.1023/A:1022813119743 

https://doi.org/10.1016/j.ijedudev.2007.05.002
https://doi.org/10.1016/J.IJEDUDEV.2009.06.005
https://doi.org/10.1080/09620210701433894
https://doi.org/10.1080/0268093022000043065
https://doi.org/10.1037/0003-066x.44.9.1175
https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.1111%2Fj.1745-6916.2006.00011.x
https://doi.org/10.1080/2331186X.2016.1172950
https://doi.org/10.1080/19415257.2016.1182937
https://doi.org/10.1023/A:1022813119743


 

194 
 

Berger, P. L., & Luckmann, T. (1967). The Social Construction of Reality. GB: Latimer Trend &  
Co Ltd. 

Berry, A. (2004). Self-study in teaching about teaching. In J. J. Loughran, M. L. Hamilton, V. K.  
LaBoskey, & T. Russell (Eds.), International handbook of self-study of teaching and 
teacher education practices (pp. 1295–1332). Dordrecht: Kluwer. 

Biesta, G., & Tedder, M. (2007). Agency and learning in the lifecourse: Towards an ecological  
perspective. Studies in the Education of Adults, 39(2), 132-149. doi: 
10.1080/02660830.2007.11661545 

Bilir, A. (2011). The historical evolution of teacher training and employment policies in  
Turkey. Journal of Faculty of Educational Sciences, 44(2), 223-246. doi: 
10.1501/Egifak_0000001231 

Bishop, A. G., Brownell, M. T., Klingner, J. K., Leko, M. M., & Galman, S. A. C. (2010).  
Differences in beginning special education teachers: The influences of personal 
attributes, preparation, and school environment on classroom reading practices. 
Learning Disability Quarterly, 33(2), 75-92. doi: 10.1177/073194871003300202 

Bleicher, R. E. (2014). A collaborative action research approach to professional learning.  
Professional Development in Education, 40(5), 802-821. doi: 
10.1080/19415257.2013.842183 

Bogdan, R., & Biklen, S.K. (2006). Qualitative Research for Education: An Introduction to  
Theories and Methods, 5th edn. UK: Pearson. 

Borg, S. (2009). Language Teacher Cognition. In A. Burns & J. C. Richards (Eds.), The  
Cambridge guide to second language teacher education (pp. 163-171). Cambridge: 
Cambridge University Press. 

Bradbury-Jones, C., & Tranter, S. (2008). Inconsistent use of the critical incident technique in  
nursing research. Journal of Advanced Nursing, 64(4), 399-407. doi: 10.1111/j.1365-
2648.2008.04811.x 

Braun, A., Ball, S., Maguire, M., & Hoskins, K. (2011). Taking Context Seriously: Towards  
Explaining Policy Enactments in the Secondary School. Discourse: Studies in the 
Politics of Education 32(4): 585–596. doi: 10.1080/01596306.2011.601555 

Braun, V., & Clarke, V. (2006). Using Thematic Analysis in Psychology. Qualitative Research  
in Psychology, 3(2), 77-101. doi: 10.1191/1478088706qp063oa 

British Council (2017). Ogretmen Egitimi Yaz Donemi Online Kurslari. Retrieved from 
https://www.britishcouncil.org.tr/teach/teacher-training-summer-online-courses 

Bryman, A. (2016). Social Research Methods, 5th edn. UK: Oxford University Press. 
Burbank, M. D., & Kauchak, D. (2003). An alternative model to professional development:  

Investigations into effective collaboration. Teaching and Teacher Education, 19, 499-
514. doi: 10.1016/S0742-051X(03)00048-9 

Burkitt, I. (2016). Relational agency: Relational sociology, agency and interaction. European  
Journal of Social Theory, 19(3), 322-339. doi: 10.1177/1368431015591426 

Burn, K., Mutton, T., & Hagger, H. (2010). Strengthening and sustaining professional learning  
in the second year of teaching. Oxford Review of Education, 36(6), 639-659. doi: 
10.1080/03054985.2010.501140 

Burr, V. (2003). Social Constructionism, 2nd edn. UK: Routledge. 
Bryk, A. S., & Schneider, B. (2002). Relational trust: A core resource for school improvement.  

New York: Russell Sage Foundation. 
Burton, J. (2009). Reflective Practice. In A. Burns & J. C. Richards (Eds.), The Cambridge  

guide to second language teacher education (pp. 298-308). Cambridge: Cambridge  

https://doi.org/10.1080/02660830.2007.11661545
https://doi.org/10.1501/Egifak_0000001231
https://doi.org/10.1177%2F073194871003300202
https://doi.org/10.1080/19415257.2013.842183
https://doi.org/10.1111/j.1365-2648.2008.04811.x
https://doi.org/10.1111/j.1365-2648.2008.04811.x
https://doi.org/10.1080/01596306.2011.601555
https://doi.org/10.1191/1478088706qp063oa
https://www.britishcouncil.org.tr/teach/teacher-training-summer-online-courses
https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.1016%2FS0742-051X(03)00048-9
https://doi.org/10.1177%2F1368431015591426
https://doi.org/10.1080/03054985.2010.501140


 

195 
 

University Press. 
Carr, W., & Kemmis, S. (1986). Becoming Critical: Education, Knowledge and Action  

Research. Lewes: The Falmer Press. 
Celik, O. T., & Atik, S. (2020). Prospective teacher training program in Turkey: A meta  

synthesis study. Journal of Qualitative Research in Education, 8(2), 539-564. doi: 
10.14689/issn.2148- 624.1.8c.2s.6m 

Cephe, P. T. (2010). A Study of the Factors Leading English Teachers to Burnout. H. U.  
Journal of Education, 38, 25-34. 

Cepik, S., & Polat, N. (2014). Mandates, needs, equitable resources, and current research in  
English language teacher education: The case of Turkey. International Journal of 
Research Studies in Education, 3(2), 83-96. doi: 10.5861/IJRSE.2014.642 

Chenail, R. J. (2011). Interviewing the Investigator: Strategies for Addressing  
Instrumentation and Researcher Bias Concerns in Qualitative Research. The 
Qualitative Report, 16(1), 255-262. 

Choi, D. S., & Morrison, P. (2014). Learning to Get it Right: Understanding change processes  
in professional development for teachers of English learners. Professional 
Development in Education, 40(3), 416-435. doi: 10.1080/19415257.2013.806948 

Chung, J., & Monroe, G. S. (2003). Exploring Social Desirability Bias. Journal of Business  
Ethics, 44, 291-302. doi: 10.1023/A:1023648703356 

Clarke, D., & Hollingsworth, H. (2002). Elaborating a model of teacher professional growth.  
Teaching and Teacher Education, 18, 947–967. doi: 10.1016/S0742-051X(02)00053-7 

Cohen, L., Manion, L., & Morrison, K. (2005). Research Methods in Education, 5th edn.  
London: Routledge. 

Cohen, L., Manion, L., & Morrison, K. (2011). Research Methods in Education, 7th edn. Oxon:  
Routledge. 

Cole, A. L. (1997). Impediments to Reflective Practice: Toward a New Agenda for Research  
on Teaching. Teachers and Teaching, 3(1), 7-27. doi: 10.1080/1354060970030102 

Cole, A. L., & Knowles, J. G. (2001). Lives in context: The art of life history research. CA:  
AltaMira Press. 

Coskun, A., & Daloglu, A. (2010). Evaluating an English language teacher education program  
through Peacock’s model. Australian Journal of Teacher Education, 35, 24-42. doi: 
10.14221/ajte.2010v35n6.2 

Creswell, J. C. (2014). Research Design: Qualitative, Quantitative, and Mixed Methods  
Approaches, 4th edn. USA: SAGE Publications. 

Crookes, P., & Davies, S. (1998). Research into Practice: Essential Skills for Reading and  
Applying Research in Nursing and Health Care. London: Balliere Tindall.  

Crotty, M. (1998). The Foundations of Social Research: Meaning and Perspective in the  
Research Process. Australia: Allen & Unwin. 

Cubukcu, K. M., & Cubukcu, E. (2009). Evaluating Higher Education Policy in Turkey:  
Assessment of the Admission Procedure to Architecture, Planning and Engineering  
Schools. International Journal of Education Policy & Leadership. 4(4), 1-13. doi: 
10.22230/ijepl.2009v4n4a166  

Darling-Hammond, L. (2003). Teacher learning that supports student learning.  
Contemporary Issues in Curriculum, 3, 277–83. 

Darling-Hammond, L., Holtzman, D. J., Gatlin, S. J., & Heilig, J. V. (2005). Does Teacher  
Preparation Matter? Evidence about Teacher Certification, Teach for America, and  
Teacher Effectiveness. Education Policy Analysis Archives, 13(42), 1068-2341. 

https://doi.org/10.5861/IJRSE.2014.642
https://doi.org/10.1080/19415257.2013.806948
https://doi.org/10.1023/A:1023648703356
https://doi.org/10.1016/S0742-051X(02)00053-7
https://doi.org/10.1080/1354060970030102
https://doi.org/10.22230/ijepl.2009v4n4a166


 

196 
 

Day, C. (2000). Stories of Change and Professional Development: The Costs of Commitment.  
In C. Day, A. Fernandez, T. E. Hauge, & J. Moller (Eds.), The Life and Work of 
Teachers: International Perspectives in Changing Times (pp. 107-127). Oxon: 
RoutledgeFalmer. 

Denton, D. (2011). Reflection and Learning: Characteristics, obstacles and implications.  
Educational Philosophy and Theory, 43(8), 838-852. doi: 10.1111/j.1469-
5812.2009.00600.x 

Desimone, L. M. (2009). Improving impact studies of teachers’ professional development:  
Toward better conceptualizations and measures. Educational Researcher, 38(3), 
181–199. doi: 10.3102/0013189X08331140 

Dewey, J. (1933). How we think. Chicago: Henry Regnery. 
Dewey, J. (1938). Education and experience. New York: Simon and Schuster.  
Durksen, T. L., Klassen, R. M., & Daniels, L. M. (2017). Motivation and Collaboration: The  

keys to a developmental framework for teachers` professional learning. Teaching 
and Teacher Education, 67, 53-66. doi: 10.1016/j.tate.2017.05.011 

Dweck, C. S. (2018). Reflections on the Legacy of Attribution Theory. American Psychological  
Association, 4(1), 17-18. doi: doi.org/10.1037/mot0000095 

Easton, L. B.  (2008). From Professional Development to Professional Learning. The Phi Delta  
Kappan, 89(10), 755-761. doi: 10.1177/003172170808901014 

Edwards, A. (2005). Let’s get beyond community and practice. The many meanings of  
learning by participating. Curriculum Journal 16(1), 49-65. doi: 
10.1080/0958517042000336809 

Edwards, A. (2011). Building common knowledge at the boundaries between professional  
practices: Relational agency and relational expertise in systems of distributed  
expertise. International Journal of Educational Research, 50(1), 33-39. doi: 
10.1016/j.ijer.2011.04.007 

Edwards, A., & D’arcy, C. (2004). Relational agency and disposition in socio-cultural accounts  
of learning to teach. Educational Review 56(2), 147-55. doi: 
10.1080/0031910410001693236  

Ellis, V. (2010). Impoverishing Experience: The problem of teacher education in England.  
Journal of Education for Teaching, 36(1), 105-120. doi: 10.1080/02607470903462230 

Emirbayer, M., & Mische, A. (1998). What is agency? American Journal of Sociology, 103(4),  
962-1023. 

Eraut, M. (1994). Developing Professional Knowledge and Competence. GB: The Falmer  
Press. 

Eraut, M. (2000). Non-formal learning and tacit knowledge in professional work. British  
Journal of Educational Psychology, 70, 113-136. doi: 10.1348/000709900158001 

Eret Orhan, E. (2017). What do Teacher Candidates in Turkey Think About Their Teacher  
Education? A Qualitative Study. Education and Science, 42(189), 197-216. doi: 
10.15390/eb.2017.4661 

Eret Orhan, E., Ok, A., & Capa Aydin, Y. (2018). We train, but what do they think? Preservice  
teachers` perceptions of the adequacy of their teacher education in Turkey. Asia-
Pacific Journal of Teacher Education, 46(2), 183-198. doi: 
10.1080/1359866X.2017.1355050 

ETS (2016). Test and Score Data Summary for TOEFL Tests. Retrieved from 
https://www.ets.org/s/toefl_itp/pdf/toefl-itp-test-score-data-2016.pdf 

Fallon, G., & Barnett, J. (2009). When is a Learning Community Just a Pseudo Community?  

https://doi.org/10.3102%2F0013189X08331140
https://psycnet.apa.org/doi/10.1037/mot0000095
https://doi.org/10.1177%2F003172170808901014
https://doi.org/10.1080/0958517042000336809
https://doi.org/10.1016/j.ijer.2011.04.007
https://doi.org/10.1080/02607470903462230
https://doi.org/10.1348/000709900158001
http://doi.org/10.15390/eb.2017.4661
https://doi.org/10.1080/1359866X.2017.1355050
https://www.ets.org/s/toefl_itp/pdf/toefl-itp-test-score-data-2016.pdf


 

197 
 

Towards the Development of a Notion of an Authentic Learning Community. 
International Studies in Educational Administration 37(2), 3-24. 

Faraday, A., & Plummer, K. (1979). Doing Life Histories. Sociology Review, 27, 773-798. doi:  
10.1111/j.1467-954X.1979.tb00360.x 

Farrell, T. S. C. (1998). Reflective teaching: The principles and practices. Forum 36(4),  
October– December. Retrieved from 
http://dosfan.lib.uic.edu/usia/E-USIA/forum/vols/vol36/no4/p10.htm 

Farrell, T. S. C. (2014). “I feel like I`ve plateaued professionally… gone a little stale”: mid- 
career reflections in a teacher discussion group. Reflective Practice, 15(4), 504-517. 
doi: 10.1080/14623943.2014.900029 

Fazio, X. (2009). Teacher Development Using Group Discussion and Reflection. Reflective  
Practice, 10(4), 529-541. doi: 10.1080/14623940903138407 

Fenwick, T. J. (2003). The `good` teacher in a neo-liberal risk society: a Foucaultian analysis  
of professional growth plans. Journal of Curriculum Studies, 35(3), 335-354. doi: 
10.1080/00220270210151089 

Fiona, P. (2013). Neoliberalism, the Knowledge Economy, and the Learner: Challenging the  
Inevitability of the Commodified Self as an Outcome of Education. ISRN Education, 
2013. Art. 108705. ISSN 2090-8652. 

Flanagan, J. (1954). The critical incident technique. Psychological Bulletin, 51, 327-358. doi:  
10.1037/h0061470 

Flick, U. (2014). An Introduction to Qualitative Research, 5th edn. London: SAGE Publications. 
Freeman, D. (1989). Teacher Training, Development, and Decision Making: A Model of  

Teaching and Related Strategies for Language Teacher Education. TESOL Quarterly, 
23(1), 27-45. doi: 10.2307/3587506 

Frost, D. (2012). From professional development to system change: teacher leadership and  
innovation. Professional Development in Education, 38(2), 205-227. doi: 
10.1080/19415257.2012.657861 

Fullan, M. (1993). Change forces: Probing the depth of educational reform. New York:  
Falmer Press. 

Fullan, M. (2007). Change the terms for teacher learning. Journal of Staff Development,  
28(3), 35-36. 

Fullan, M. (2015). Freedom to Change: Four Strategies to Put Your Inner Drive into Overdrive.  
USA: Jossey-Bass. 

Fullan, M. (2016). Amplify Change with Professional Capital. Journal of Staff Development,  
37(1), 44-56. 

Fusch, P. I., & Ness, L. R. (2015). Are We There Yet? Data Saturation in Qualitative Research.  
The Qualitative Report, 20(9), 1408-1416. 

Gadamer, H.G. (2004). Truth and Method. London: Continuum International Publishing  
Group. 

Gamlem, S. M. (2015). Feedback to support learning: changes in teachers` practice and  
beliefs. Teacher Development, 19(4), 461-482. doi: 10.1080/13664530.2015.1060254 

Garet, M. S., Porter, A. C., Desimone, L., Birman, B. F., & Yoon, K. S. (2001). What makes  
professional development effective? Results from a national sample of teachers,  
American Educational Research Journal, 38(4), 915–945. doi: 
10.3102/00028312038004915 

Gay, L. R., & Airasian, P. (2003). Educational Research: Competencies for Analysis and  
Applications, 7th edn. USA: Merrill Publishing Company.  

https://doi.org/10.1111%2Fj.1467-954X.1979.tb00360.x
http://dosfan.lib.uic.edu/usia/E-USIA/forum/vols/vol36/no4/p10.htm
https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.1080%2F14623943.2014.900029
https://doi.org/10.1080/00220270210151089
https://psycnet.apa.org/doi/10.1037/h0061470
https://doi.org/10.1080/19415257.2012.657861
https://doi.org/10.1080/13664530.2015.1060254
https://doi.org/10.3102%2F00028312038004915


 

198 
 

Gebhard, J. G. (2006). Teaching English as a foreign or second language: A teacher self- 
development and methodology guide. ProQuest Ebook Central 
 https://ebookcentral.proquest.com 

Gellert, U. (2008). Routines and collective orientations in mathematics teachers'  
professional development. Educational Studies in Mathematics, 67(2), 93-110. doi: 
10.1007/s10649-007-9089-x 

Gergen, K. J. (1999). Agency: Social Construction and Relational Action. Theory and  
Psychology, 9(1), 113-115. doi: 10.1177/0959354399091007 

Gocer, A. (2010). A qualitative research on the teaching strategies and class applications of  
the high school teachers who teach English in Turkey as a foreign language. 
Education, 131(1), 196-219. Retrieved from 
https://link.gale.com/apps/doc/A239813838/AONE?u=rdg&sid=AONE&xid=0b8a87e
f 

Gomleksiz, M. N. (1999). Training Foreign Language Teachers, Problems and Solutions. Firat  
University Journal of Social Science, 9(1), 79-101. 

Goodson, I. F. (2010). Times of educational change: towards an understanding of patterns of  
historical and cultural refraction. Journal of Education Policy, 25(6), 767-775. doi: 
10.1080/02680939.2010.508179 

Gove, M (2010) Speech to the National College Annual Conference, Birmingham. Retrieved  
from 
https://www.gov.uk/government/speeches/michael-gove-to-the-national-college-
annual-conference-birmingham 

Graves, K. (2009). The curriculum of second language teacher education. In A. Burns, & J. C.  
Richards (Eds), The Cambridge guide to second language teacher education (pp. 115-
124). Cambridge: Cambridge University Press.  

Gray, D. E. (2014). Doing Research in the Real World, 3rd edn. London: SAGE Publications. 
Grimmett, H. (2014). The Practice of Teachers` Professional Development: A Cultural- 

Historical Approach. Rotterdam: Sense Publishers. 
Grossman, G. M., Sands, M. K., & Brittingham, B. (2010). Teacher education accreditation in  

Turkey: The creation of a culture of quality. International Journal of Educational 
Development, 30, 102-109. doi: 10.1016/j.ijedudev.2009.08.003 

Guba, E. G., & Lincoln, Y. S. (1994). Competing paradigms in qualitative research. In N. K.  
Denzin, & Y. S. Lincoln (Eds.), Handbook of qualitative research (pp. 105-117). 
London: SAGE. 

Guerriero, S. (2014). Teachers` Pedagogical Knowledge and the Teaching Profession:  
Background Report and Project Objectives. Retrieved from 
http://www.oecd.org/edu/ceri/Background_document_to_Symposium_ITEL-
FINAL.pdf 

Gungor, M. N. (2016). Turkish Pre-service Teachers` Reflective Practices in Teaching English  
to Young Learners. Australian Journal of Teacher Education, 41(2), 137-151. doi: 
10.14221/ajte.2016v41n2.9  

Gursoy, E., & Celik Korkmaz, S. (2013). Foreign Language Teaching Within 4+4+4 Education  
System in Turkey: Language Teachers` Voices. Eurasian Journal of Educational 
Research, 53, 59-74.  

Guskey, T.R. (1986). Staff development and the process of teacher change. Educational  
Researcher, 15(5), 5-12. doi: 10.3102/0013189X015005005 

Guskey, T.R. (2002). Professional development and teacher change. Teachers and Teaching,  

https://ebookcentral.proquest.com/
https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.1007%2Fs10649-007-9089-x
https://doi.org/10.1177%2F0959354399091007
https://link.gale.com/apps/doc/A239813838/AONE?u=rdg&sid=AONE&xid=0b8a87ef
https://link.gale.com/apps/doc/A239813838/AONE?u=rdg&sid=AONE&xid=0b8a87ef
https://doi.org/10.1080/02680939.2010.508179
https://www.gov.uk/government/speeches/michael-gove-to-the-national-college-annual-conference-birmingham
https://www.gov.uk/government/speeches/michael-gove-to-the-national-college-annual-conference-birmingham
https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.1016%2Fj.ijedudev.2009.08.003
http://www.oecd.org/edu/ceri/Background_document_to_Symposium_ITEL-FINAL.pdf
http://www.oecd.org/edu/ceri/Background_document_to_Symposium_ITEL-FINAL.pdf


 

199 
 

8, 381-391. doi: 10.1080/135406002100000512 
Guskey, T. R. (2003). What Makes Professional Development Effective? The Phi Delta  

Kappan, 84(10), 748-750. doi: 10.1177/003172170308401007 
Guskey, T. R., & Yoon, K. S. (2009). What Works in Professional Development? The Phi Delta  

Kappan, 90(7), 495-500. doi: 10.1177/003172170909000709 
Habermas, J. (1972). Knowledge and Human Interests. GB: Heinemann Educational Books. 
Hagger, H., Burn, K., Mutton, T., & Brindley, S. (2008). Practice Makes Perfect? Learning to  

Learn as a Teacher. Oxford Review of Education, 34(2), 159-178. doi: 
10.1080/03054980701614978 

Hagger, H., & McIntyre, D. (2006). Learning teaching from teachers: Realising the potential  
of school-based teacher education. Maidenhead: OUP. 

Hagger, H., Mutton, T., & Burn, K. (2011). Surprising but not shocking: The reality of the first  
year of teaching. Cambridge Journal of Education, 41(4), 387-405. doi: 
10.1080/0305764X.2011.624999 

Hancock, L. (2011). Why are Finland’s schools successful? Retrieved from  
http://www.smithsonianmag.com/innovation/why-are-finlands-schools-successful-
49859555/ 

Hani, M. (2014). The Education System in Finland: A Success Story Other Countries Can  
Emulate. Childhood Education, 90(6), 453-457. doi: 10.1080/00094056.2014.983013 

Hargreaves, A. (1997). From reform to renewal: A new deal for a new age. In A. Hargreaves,  
& R. Evans (Eds.), Beyond educational reform. Bringing teachers back in (pp. 105-
125). Buckingham: Open University Press. 

Hargreaves, A. (2004). Inclusive and exclusive educational change: emotional responses of  
teachers and implications for leadership. School Leadership and Management, 24(3), 
287-309. doi: 10.1080/1363243042000266936 

Hargreaves, A. (2005). Educational change takes ages: Life, career and generational factors  
in teachers` emotional responses to educational change. Teaching and Teacher 
Education, 21(8), 967-983. doi: 10.1016/j.tate.2005.06.007 

Hargreaves, A., & Dawe, R. (1990). Paths of professional development: Contrived  
collegiality, collaborative culture, and the case of peer coaching. Teaching and  
Teacher Education, 6(3), 227-241. doi: 10.1016/0742-051X(90)90015-W 

Hargreaves, A., & Fullan, M. (2013). The Power of Professional Capital. Journal of Staff  
Development, 34(3), 36-39. 

Harris, R. (2011). Learning how to be a teacher - lessons the government needs to learn.  
PROSPERO, 17(3), 28-33. 

Hart, W., Albarracin, D., Eagly, A, H., Brechan, I., Lindberg, M. J., & Merrill, L. (2009). Feeling  
validated versus being correct: a meta-analysis of selective exposure to information. 
Psychological Bulletin, 135(4), 555-588. doi: 10.1037/a0015701 

Haznedar, B. (2010). Turkiye`de Yabanc Dil Egitimi: Reformlar, Yonelimler ve  
Ogretmenlerimiz. International Conference on New Trends in Education and Their 
Implications, 11-13 November 2010, Antalya, 747-755. ISBN: 978 605 364 104 9  

Hewitt-Taylor, J. (2001). Use of constant comparative analysis in qualitative research.  
Nursing Standard, 15(42), 39-42. doi: 10.7748/ns2001.07.15.42.39.c3052 

Hitchcock, G., & Hughes, D. (1995). Research and the Teacher, 2nd edn. London: Routledge. 
Hobson, L.D., & Moss, L. (2011). Analysis of teacher leadership as a teacher development  

model: An opportunity for reform and improved practice. National Forum of 
Educational Administration & Supervision Journal, 27, 28-42. 

https://doi.org/10.1177%2F003172170308401007
https://doi.org/10.1177/003172170909000709
https://doi.org/10.1080/03054980701614978
https://doi.org/10.1080/0305764X.2011.624999
http://www.smithsonianmag.com/innovation/why-are-finlands-schools-successful-49859555/
http://www.smithsonianmag.com/innovation/why-are-finlands-schools-successful-49859555/
https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.1080%2F00094056.2014.983013
https://doi.org/10.1080/1363243042000266936
https://doi.org/10.1016/j.tate.2005.06.007
https://psycnet.apa.org/doi/10.1016/0742-051X(90)90015-W
https://doi.org/10.1037/a0015701
https://doi.org/10.7748/ns2001.07.15.42.39.c3052


 

200 
 

Hodkinson, H., & Hodkinson, P. (2005). Improving schoolteachers` workplace learning.  
Research Papers in Education, 20(2), 109-131. doi: 10.1080/02671520500077921 

Hogan, D., & Gopinathan, S. (2008). Knowledge management, sustainable innovation, and  
pre-service teacher education in Singapore. Teachers and Teaching, 14(4), 369-384. 
doi: 10.1080/13540600802037793 

Horsburgh, D. (2003). Evaluation of the qualitative research. Journal of Clinical Nursing, 12,  
307-312. doi: 10.1046/j.1365-2702.2003.00683.x 

Jaeger, E. L. (2013). Teacher Reflection: Supports, Barriers, and Results. Issues in Teacher  
Education, 22(1), 89-104. 

Johnson, D. W. (2003). Social interdependence: Interrelationships among theory, research,  
and practice. American Psychologist, 58(11), 934-945. doi:10.1037/0003-
066X.58.11.934 

Johnson, K. E. (2018). Studying language teacher cognition: Understanding and enacting  
theoretically consistent instructional practices. Language Teaching Research, 22(3), 
259-263. doi:10.1177/1362168818772197 

Johnson, D. W., & Johnson, R. T. (1989). Cooperation and competition: Theory and research.  
Edina, MN: Interaction Book Company. 

Johnson, D. W., & Johnson, R. T. (2005). New Developments in Social Interdependence  
Theory. Genetic, Social, and General Psychology Monography, 131(4), 285-358. doi: 
10.3200/MONO.131.4.285-358 

Johnson, D. W., & Johnson, R. T. (2009). An educational psychology success story: Social  
interdependence theory and cooperative learning. Educational Researcher, 38(5), 
365-379. doi:10.3102/0013189X09339057 

Johnston, B. (2009). Collaborative Teacher Development. In A. Burns, & J. C. Richards (Eds.),  
The Cambridge guide to second language teacher education (pp. 241-249). 
Cambridge: Cambridge University Press.  

Josselson, R. (1996). On Writing Other People`s Lives: Self-Analytic Reflections of a Narrative  
Researcher. In R. Josselson (Eds.), Ethics and Process in The Narrative Study of Lives  
(pp. 60-72). USA: SAGE Publications.  

Kaasila, R., & Lauriala, A. (2010). Towards a collaborative, interactionist model of teacher  
change. Teaching and Teacher Education, 26(4), 854-862. doi: 
10.1016/j.tate.2009.10.023 

Karakas, A. (2012). Evaluation of the English Language Teacher Education Program in  
Turkey. ELT Weekly, 4(15), 1-16. 

Keddie, A. (2013). Thriving amid the performative demands of the contemporary audit  
culture: a matter of school context. Journal of Education Policy, 28(6), 750-766. 
10.1080/02680939.2013.768706 

King, F. (2016). Teacher professional development to support teacher professional learning:  
Systemic Factors from Irish case studies. Teacher Development, 20(4), 574-594. doi: 
10.1080/13664530.2016.1161661 

King, M. F., & Bruner, G. C. (2000). Social Desirability Bias: A Neglected Aspect of Validity  
Testing. Psychology & Marketing, 17(2), 79-103. doi: 10.1002/(SICI)1520-
6793(200002)17:2<79::AID-MAR2>3.0.CO;2-0 

Kirkgoz, Y. (2007). English Language Teaching in Turkey: Policy Changes and Their  
Implementations. Regional Language Centre Journal 38(2): 216-228. 
doi:10.1177/0033688207079696 

Kırkgöz, Y. (2009). Globalization and English Language Policy in Turkey. Educational Policy,  

https://doi.org/10.1080/02671520500077921
https://doi.org/10.1080/13540600802037793
https://doi.org/10.1046/j.1365-2702.2003.00683.x
https://doi.org/10.3200/MONO.131.4.285-358
https://doi.org/10.1016/j.tate.2009.10.023
https://doi.org/10.1080/02680939.2013.768706
https://doi.org/10.1080/13664530.2016.1161661
https://doi.org/10.1002/(SICI)1520-6793(200002)17:2%3c79::AID-MAR2%3e3.0.CO;2-0
https://doi.org/10.1002/(SICI)1520-6793(200002)17:2%3c79::AID-MAR2%3e3.0.CO;2-0


 

201 
 

23(1), 663–684. doi: 10.1177/0895904808316319 
Kizilaslan, I. (2012). Teaching in rural Turkey: pre-service teacher perspectives. European  

Journal of Teacher Education, 35(2), 243-254. doi: 10.1080/02619768.2011.643394 
Knowles, M. S. (1980). The Modern Practice of Adult Education: From Pedagogy to  

Andragogy. New York: Cambridge Adult Education.   
Koc, E. M. (2016). A General Investigation of the In-Service Training of English Language  

Teachers at Elementary Schools in Turkey. International Electronic Journal of  
Elementary Education, 8(3), 455-466. 

Kolb, D. A. (1984). Experiential learning: experience as the source of learning and  
development. London: Prentice-Hall. 

Kolb, A. Y., & Kolb, D. A. (2005). Learning Styles and Learning Spaces: Enhancing Experiential  
Learning in Higher Education. Academy of Management Learning & Education, 4(2), 
193-212. 

Korthagen, F. (2001). Linking practice and theory: The pedagogy of realistic teacher  
education. London: Lawrence Erlbaum Associates. 

Kramer, M., & Engestrom, R. (2019). Teachers` beliefs as a component of motivational force  
of professional agency. Learning, Culture and Social Interaction, 21, 214-222. doi: 
10.1016/j.lcsi.2019.03.007 

Kumaravadivelu, B. (2012). Language Teacher Education for a Global Society: A Modular  
Model for Knowing, Analysing, Recognising, Doing, and Seeing. USA: Taylor & 
Francis. 

Kyriacou, C. (2001). Teacher Stress: Directions for future research. Educational Review,  
53(1), 27-35. doi: 10.1080/00131910120033628 

Kwakman, K. (2003). Factors affecting teachers` participation in professional learning  
activities. Teaching and Teacher Education, 19(2), 149-170. doi: 10.1016/S0742-
051X(02)00101-4 

Labaree, R. V. (2006). Encounters with the Library: Understanding Experience Using the Life  
History Method. Library Trends, 55(1), 121-139. doi: 10.1353/lib.2006.0048 

Larrivee, B. (2000). Transforming Teaching Practice: Becoming the critically reflective  
teacher. Reflective Practice, 1(3), 293-307. doi: 10.1080/713693162 

Larrivee, B. (2008). Development of a tool to assess teachers` level of reflective practice.  
Reflective Practice, 9(3), 341-360. doi: 10.1080/14623940802207451 

Lave, J., & Wenger, E. (1991) Situated learning: legitimate peripheral participation.  
Cambridge: Cambridge University Press. 

Leana, C. R. (2011). The Missing Link in School Reform. Stanford Social Innovation Review, 9,  
30-35. 

Le Fevre, D. M. (2014). Barriers to implementing pedagogical change: The role of teachers`  
perceptions of risk. Teaching and Teacher Education, 38, 56-64. doi: 
10.1016/j.tate.2013.11.007 

Leijen, Ä., Pedaste M., & Lepp L. (2020). Teacher Agency Following the Ecological Model:  
How it is achieved and how it could be strengthened by different types of 
reflection. British Journal of Educational Studies, 68(3), 295-310. 
doi: 10.1080/00071005.2019.1672855 

Leung, L. (2015). Validity, reliability, and generalizability in qualitative research. Journal of 
Family Medicine and Primary Care, 4(3), 324-327. doi: 10.4103/2249-4863.161306 

Lim, K. M. (2013). Teacher Education in Singapore. Paper presented at the SEAMEO RIHED  
Regional Seminar on Teacher Education, Singapore doi: 10.13140/2.1.3100.2245 

https://doi.org/10.1177%2F0895904808316319
https://doi.org/10.1080/02619768.2011.643394
https://doi.org/10.1016/j.lcsi.2019.03.007
https://doi.org/10.1080/00131910120033628
https://doi.org/10.1016/S0742-051X(02)00101-4
https://doi.org/10.1016/S0742-051X(02)00101-4
https://doi.org/10.1353/lib.2006.0048
https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.1080%2F713693162
https://doi.org/10.1080/14623940802207451
https://doi.org/10.1016/j.tate.2013.11.007
https://doi.org/10.1080/00071005.2019.1672855


 

202 
 

Lofland, J., & Lofland, L. (1995). Analysing Social Settings: A guide to Qualitative Observation  
and Analysis, 3rd edn. CA: Wadsworth. 

Loughran, J. J. (2002). Effective reflective practice: In search of meaning in learning about 
teaching. Journal of Teacher Education, 53(1), 33-43. doi: 
10.1177/0022487102053001004 

Low, E. L., Lim, S. K., Ch`ng, A., & Goh, K. C. (2011). Pre-service teachers` reasons for  
choosing teaching as a career in Singapore. Asia Pacific Journal of Education. 31(2), 
195-210. doi: 10.1080/02188791.2011.567441 

Luka, K. (2015). `For Me, Change is not a Choice`: The Lived Experience of a Teacher  
Change Agent. American Secondary Education 44(1), 38-50. 

Lukacs, K., & Galluzzo, G. R. (2014). Beyond empty vessels and bridges: toward defining  
teachers as the agents of school change. Teacher Development, 18(1), 100-106. doi: 

 10.1080/13664530.2013.856338 
Maguire, M. (2014). Reforming teacher education in England: “an economy of discourses of  

truth”. Journal of Education Policy, 29(6), 774-784. doi:10707/331575 
Malinen, O., Vaisanen, P., & Savolainen, H. (2012). Teacher education in Finland: a review of  

a national effort for preparing teachers for future. The Curriculum Journal, 23(4), 
567-584. doi: 10.1080/09585176.2012.731011 

Mason, M. (2010). Sample size and saturation in PhD studies using qualitative interviews.  
Forum Qualitative Sozialforschung, 11(3), 19-11:3<19. doi: 10.17169/fqs-11.3.1428  

McKinsey & Company (2007). How the world’s best performing school systems come out on  
top. London, McKinsey & Company. 

McNicholl, J. (2013). Relational agency and teacher development: a CHAT analysis of a  
collaborative professional inquiry project with biology teachers. European Journal of  
Teacher Education, 36(2), 218-232. doi: 10.1080/02619768.2012.686992 

MEB (1998). Milli Egitim Bakanligi Ogretmen ve Yoneticilerinin Ders ve Ek Ders Saatlerine  
Iliskin Esaslar. Retrieved from 
http://mevzuat.meb.gov.tr/html/23555_0.html 

MEB (2016). Bakan Yilmaz, YOK`te egitim fakultelerinin yoneticileriyle bir araya geldi.  
Retrieved from  
http://meb.gov.tr/bakan-yilmaz-yokte-egitim-fakultelerinin-yoneticileriyle-bir-araya-
geldi/haber/11969/tr 

MEB (2017). General Competencies for Teaching Profession. Retrieved from 
https://oygm.meb.gov.tr/meb_iys_dosyalar/2018_06/29111119_TeachersGeneralC
ompetencies.pdf 

MEB (2019). Egitim Analiz ve Degerlendirme Raporlari Serisi, No:7, Haziran. 2019  
Ortaogretim Kurumlari Merkezi Sinav. Retrieved from 
https://www.memurlar.net/common/news/documents/837830/dosya.pdf 

Miles, M. B. (1979). Qualitative Data as an Attractive Nuisance: The Problem of Analysis.  
Administrative Science Quarterly, 24(4), 590-601. doi: 10.2307/2392365 

Mitton-Kukner, J., & Akyuz, C. (2012). Burrowing into the reciprocal learning collaboration of  
two instructors in an English-medium university in Turkey. Teacher Development,  
16(4), 425-442. doi: 10.1080/13664530.2012.717213 

Moon, J. A. (2005). Reflection in Learning and Professional Development: Theory and  
Practice. Oxon: RoutledgeFalmer. 

Murray, E. 2015. Improving Teaching through Collaborative Reflective Teaching Cycles.  

https://doi.org/10.1177%2F0022487102053001004
https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.1080%2F02188791.2011.567441
https://doi.org/10.1080/13664530.2013.856338
http://hdl.voced.edu.au/10707/331575
https://doi.org/10.1080/09585176.2012.731011
http://dx.doi.org/10.17169/fqs-11.3.1428
https://doi.org/10.1080/02619768.2012.686992
http://mevzuat.meb.gov.tr/html/23555_0.html
http://meb.gov.tr/bakan-yilmaz-yokte-egitim-fakultelerinin-yoneticileriyle-bir-araya-geldi/haber/11969/tr
http://meb.gov.tr/bakan-yilmaz-yokte-egitim-fakultelerinin-yoneticileriyle-bir-araya-geldi/haber/11969/tr
https://oygm.meb.gov.tr/meb_iys_dosyalar/2018_06/29111119_TeachersGeneralCompetencies.pdf
https://oygm.meb.gov.tr/meb_iys_dosyalar/2018_06/29111119_TeachersGeneralCompetencies.pdf
https://www.memurlar.net/common/news/documents/837830/dosya.pdf
https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.1080%2F13664530.2012.717213


 

203 
 

Investigations in Mathematics Learning 7(3), 23-29. 
doi:10.1080/24727466.2015.11790343 

Murugaiah, P., Azman, H., Thang, S. M., & Krish, P. (2012). Teacher learning via communities  
of practice: A Malaysian case study. International Journal of Pedagogies and 
Learning, 7(2), 162-174. doi: doi.org/10.5172/ijpl.2012.7.2.162 

Nergis, A. (2011). Foreign language teacher education in Turkey: A historical overview.  
Procedia Social and Behavioral Sciences. 15, 181-185. doi: 
10.1016/j.sbspro.2011.03.070 

Norman, D. A. (1983). Some observations on mental models. Mental models, 7(112), 7-14. 
Nunan, D. (2003). The Impact of English as a Global Language on Educational Policies and  

Practices in the Asia-Pacific Region. TESOL Quarterly, 37(4), 589-613. doi: 
10.2307/3588214 

O`Brien, J., & Jones, K. (2014). Professional learning or professional development? Or  
continuing professional learning and development? Changing terminology, policy 
and practice. Professional Development in Education, 40(5), 683-687. doi: 
10.1080/19415257.2014.960688 

Odabasi Cimer, S., & Cimer, A. (2012). Issues around Incorporating Reflection in Teacher  
Education in Turkey. Journal of Turkish Science Education, 9(1), 17-30. 

OECD (2009). Teaching Practices, Teachers` Beliefs and Attitudes. Retrieved from 
https://www.oecd.org/berlin/43541655.pdf 

OECD (2009). Creating Effective Teaching and Learning Environments: First Results from  
TALIS. Retrieved from 
http://www.oecd.org/education/school/43023606.pdf?TSPD_101_R0=c9869838c45
24cfcce5d2267c37301bfz8v000000000000000046d8cd1fffff00000000000000000000
000000005a9ad52d00d1f1b247 

OECD (2014). PISA 2012 Results in Focus: What 15-year-olds know and what they can do  
with what they know. Retrieved from 
https://www.oecd.org/pisa/keyfindings/pisa-2012-results-overview.pdf 

OECD (2016). PISA 2015: Results in Focus. Retrieved from 
https://www.oecd.org/pisa/pisa-2015-results-in-focus.pdf 

OECD (2017). PISA 2015 Results: Collaborative Problem Solving Volume 5. Retrieved from 
http://www.oecd-ilibrary.org/education/pisa-2015-results-volume-v/overview-
collaborative-problem-solving_9789264285521-6-en 

OECD (2020). Youth unemployment rate (indicator). Retrieved from 
https://data.oecd.org/unemp/youth-unemployment-rate.htm 

Oktay, A. (2015). Foreign language teaching: A problem in Turkish education. Procedia –  
Social and Behavioural Sciences, 174, 584-593. doi: 10.1016/j.sbspro.2015.01.587 

Omidvar, O., & Kislov, R. (2014). The Evolution of the Communities of Practice Approach:  
Toward Knowledgeability in a Landscape of Practice – An Interview with Etienne 
Wenger-Trayner. Journal of Management Inquiry, 23(3), 266-275. doi: 
10.1177/1056492613505908 

Oner, D., & Adadan, E. (2011). Use of Web-Based Portfolios as Tools for Reflection in  
Preservice Teacher Education. Journal of Teacher Education, 62(5), 477-492. doi: 
10.1177/0022487111416123 

Onwuegbuzie, A. J., & Leech, N. L. (2005). The role of sampling in qualitative research.  
Academic Exchange Quarterly, 9(3), 280-284.  

Oosterheert, I. E., & Vermunt, J. D. (2001). Individual differences in learning to teach— 

https://doi.org/10.5172/ijpl.2012.7.2.162
https://doi.org/10.1016/j.sbspro.2011.03.070
https://doi.org/10.2307/3588214
https://doi.org/10.1080/19415257.2014.960688
https://www.oecd.org/berlin/43541655.pdf
http://www.oecd.org/education/school/43023606.pdf?TSPD_101_R0=c9869838c4524cfcce5d2267c37301bfz8v000000000000000046d8cd1fffff00000000000000000000000000005a9ad52d00d1f1b247
http://www.oecd.org/education/school/43023606.pdf?TSPD_101_R0=c9869838c4524cfcce5d2267c37301bfz8v000000000000000046d8cd1fffff00000000000000000000000000005a9ad52d00d1f1b247
http://www.oecd.org/education/school/43023606.pdf?TSPD_101_R0=c9869838c4524cfcce5d2267c37301bfz8v000000000000000046d8cd1fffff00000000000000000000000000005a9ad52d00d1f1b247
https://www.oecd.org/pisa/keyfindings/pisa-2012-results-overview.pdf
https://www.oecd.org/pisa/pisa-2015-results-in-focus.pdf
http://www.oecd-ilibrary.org/education/pisa-2015-results-volume-v/overview-collaborative-problem-solving_9789264285521-6-en
http://www.oecd-ilibrary.org/education/pisa-2015-results-volume-v/overview-collaborative-problem-solving_9789264285521-6-en
https://data.oecd.org/unemp/youth-unemployment-rate.htm
https://doi.org/10.1016/j.sbspro.2015.01.587
https://doi.org/10.1177%2F1056492613505908
https://doi.org/10.1177%2F0022487111416123


 

204 
 

Relating cognition, regulation, and affect. Learning and Instruction, 11, 133–156. 
Opfer, V. D., & D. Pedder. (2011a). The Lost Promise of Teacher Professional Development in  

England. European Journal of Teacher Education 34(1), 3–24. doi: 10.1016/S0959-
4752(00)00019-0 

Opfer, V. D., & Pedder, D. (2011b). Conceptualizing Teacher Professional Learning. Review of  
Educational Research, 81(3), 376-407. doi: 10.3102/0034654311413609 

Opfer, V. D., Pedder, D. J., & Lavicza, Z. (2011). The influence of school orientation to  
learning on teachers` professional learning change. School Effectiveness and School  
Improvement, 22(2), 193-214.  

OSYM (2017). YGS Statistics. Retrieved from 
www.osym.gov.tr 

Ozdemir, S., Bulbul, M., & Acar, M. (2010). Challenges Associated with Administrative and  
Professional Accountability in the Turkish Educational System. State and 
administration in a changing world, 271-282. Retrieved from 
https://papers.ssrn.com/sol3/papers.cfm?abstract_id=1992399 

Ozturk, G., & Aydin, B. (2019). English Language Teacher Education in Turkey: Why Do We  
Fail and What Policy Reforms are Needed? Anadolu Journal of Educational Sciences 
International, 9(1), 181-213. doi: 10.18039/ajesi.520842 

Oxtoby, R. (1979). Problems facing heads of department. Journal of Further and Higher  
Education, 3(1), 46-59. 

Parsons, A. W., Parsons, S. A., Morewood, A., & Ankrum, J. (2016). Barriers to Change:  
Findings from Three Literacy Professional Learning Initiatives. Literacy Research and 
Instruction, 55(4), 331-352. doi: 10.1080/19388071.2016.1193575 

Patton, M. Q. (2015). Qualitative Research and Evaluation Methods, 4th edn. USA: SAGE  
Publications.  

Peters, M. A. (2012). Neoliberalism, Education and the Crisis of Western Capitalism. Policy  
Features in Education, 10(2), 134-141. doi: 10.2304/pfie.2012.10.2.134 

Plummer, K. (2001). The Call of Life Histories in Ethnographic Research. In P. Atkinson, A.  
Coffey, S. Delamont, J. Lofland, & L. Lofland (Eds.), Handbook of Ethnography (pp. 
395-407). London: Sage.  

Poggenpoel, M., & Myburgh, C. (2003). The researcher as research instrument in  
educational research: a possible threat to trustworthiness. Education, 124(2), 418-
421, 320. 

Priestley, M., Biesta, G., & Robinson, S. (2015). Teacher Agency: An Ecological Approach.  
London: Bloomsbury Academic. 

Priestley, M., Edwards, R., Priestley, A., & Miller, K. (2012). Teacher Agency in Curriculum  
Making: Agents of Change and Spaces for Manoeuvre. Curriculum Inquiry, 42(2), 191-
214. doi: 10.1111/j.1467-873X.2012.00588.x 

Priestley, M., Miller K., Barrett L., & Wallace C. (2011). Teacher Learning Communities and  
Educational Change in Scotland: The Highland Experience. British Educational 
Research Journal 37(2): 265–284. doi:10.1080/01411920903540698  

Prilla, M., M. Degeling, & T. Herrmann. (2012). Collaborative Reflection at Work: Supporting  
Informal Learning at a Healthcare Workplace. Paper presented at the International 
Conference on Support Group Work, Florida, 55-64.  

Richards, J. C. (2008). Second Language Teacher Education Today. RELC, 39(2), 158-177. doi:  
10.1177/0033688208092182 

Richardson, V., & Placier, P. (2001). Teacher change. In V. Richardson (Ed.), Handbook of  

https://doi.org/10.1016/S0959-4752(00)00019-0
https://doi.org/10.1016/S0959-4752(00)00019-0
https://doi.org/10.3102%2F0034654311413609
http://www.osym.gov.tr/
https://papers.ssrn.com/sol3/papers.cfm?abstract_id=1992399
https://doi.org/10.1080/19388071.2016.1193575
https://doi.org/10.2304%2Fpfie.2012.10.2.134
https://doi.org/10.1111/j.1467-873X.2012.00588.x
https://doi.org/10.1177%2F0033688208092182


 

205 
 

research on teaching, 4th edn (pp. 877-904). Washington, DC: American Educational 
Research Association. 

Roberts, J. (1998). Language Teacher Education. London: Arnold.  
Roberts, J. (2000). From know-how to show-how: the role of information and  

communication technologies in the transfer of knowledge. Technology Analysis and 
Strategic Management, 12(4), 429-43. doi: doi.org/10.1080/713698499 

Roberts, J. (2006). Limits to Communities of Practice. Journal of Management Studies, 43(3),  
623-639. doi: 10.1111/j.1467-6486.2006.00618.x 

Robson, C. (2011). Real World Research, 3rd edn. UK: John Wiley and Sons, Ltd, Publication. 
Saban, A. (2003). A Turkish profile of prospective elementary school teachers and their 

views of teaching. Teaching and Teacher Education, 19(8), 829–846. doi: 
10.1016/j.tate.2003.03.004 

Sagir, M. (2014). Teachers` Professional Development Needs and the Systems That Meet  
Them. Creative Education, 5, 1497-1511. doi: 10.4236/ce.2014.516167  

Sahenk Erkan, S. S. (2012). Problems of English Language Instruction in Primary in Turkey  
and Their Suggestions. Procedia – Social and Behavioural Sciences, 46, 1117-1121.  
Retrieved from  
https://core.ac.uk/reader/82056788 

Saldaña, J. (2016). The Coding Manual for Qualitative Researchers, 3rd edn. London, SAGE. 
Schluter, J., Seaton, P., & Chaboyer, W. (2007). Critical incident techniques: a user`s guide  

for nurse researchers. Journal of Advanced Nursing, 61(1), 107-114. doi: 
10.1111/j.1365-2648.2007.04490.x 

Schneider, J. (2014). Rhetoric and practice in pre-service teacher education: the case of  
Teach for America. Journal of Education Policy, 29(4), 425-442. doi: 
10.1080/02680939.2013.825329 

Schön, D. A. (1983). The Reflective Practitioner: How Professionals Think in Action. GB: Basic  
Books. 

Schön, D. A. (1987). Educating the Reflective Practitioner. USA: Jossey-Bass Inc. Publishers. 
Schön, D. (1988). Coaching reflective teaching. In P. Grimmett, & G. Erickson (Eds.),  

Reflection in teacher education (pp. 19-29). New York: Teachers College Press. 
Scotland, J. (2012). Exploring the Philosophical Underpinnings of Research: Relating  

Ontology and Epistemology to the Methodology and Methods of the Scientific, 
Interpretive, and Critical Research Paradigms. English Language Teaching, 5(9), 9-16. 
doi: 10.5539/elt.v5n9p9  

Scott, D., & Usher, R. (2011). Researching Education: Data, Methods and Theory in  
Educational Enquiry, 2nd edn. London: Continuum International Publishing Group. 

Seale, C. (1999). The Quality of Qualitative Research. London: SAGE Publications. 
Senge, P. M. (2006). The Fifth Discipline: The Art and Practice of the Learning Organization.  

USA: Doubleday.  
Servage, L. (2008). Critical and Transformative Practices in Professional Learning  

Communities. Teacher Education Quarterly, 35(1), 63-77. 
Shabeeb L. E. A., & Akkary, R. K. (2014). Developing teachers` reflective practice: an  

explorative study of teachers` professional learning experience in private Lebanese 
school. Professional Development in Education, 40(3), 376-397. doi: 
10.1080/19415257.2013.775662 

Shi, L., Delahunty, J., & Gao, X. (2019). Constraints preventing Chinese EFL teachers from  

https://doi.org/10.1080/713698499
https://doi.org/10.1111/j.1467-6486.2006.00618.x
https://doi.org/10.1016/j.tate.2003.03.004
https://core.ac.uk/reader/82056788
https://doi.org/10.1111/j.1365-2648.2007.04490.x
https://doi.org/10.1080/02680939.2013.825329
https://doi.org/10.1080/19415257.2013.775662


 

206 
 

putting their stated beliefs into teaching practice. Professional Development in 
Education, 45(5), 774-789. doi: 10.1080/19415257.2018.1511455 

Shulman, L. (1986). Paradigms and research programs in the study of teaching. In M.  
Whitrock (Eds.), Handbook on teacher education, 3rd edn. (pp. 3-36). New York: 
MacMillan. 

Shulman, L. S., & Shulman, J. H. (2004). How and what teachers learn: a shifting perspective.  
Journal of Curriculum Studies, 36(2), 257-271. doi: 10.1080/0022027032000148298 

Silverman, D. (2013). Doing qualitative research, 4th edn. L.A: Sage. 
Smagorinsky, P., Cook, L. S., & Johnson, T. S. (2003). The twisting path of concept  

development in learning to teach. Teachers College Record, 105(8), 1399-1436. doi: 
10.1111/1467-9620.00296 

Smith, K., & Hodson, E. (2010). Theorising practice in initial teacher education. Journal of  
Education for Teaching, 36(3), 259-275. doi: 10.1080/02607476.2010.497366 

Smith, K., & M. McLay (2007). Curates’ eggs? Secondary trainee teachers’ experience of the  
Graduate Teacher Programme and the postgraduate certificate in education. Journal  
of Education for Teaching: International research and pedagogy 33(1), 35-54. doi: 
10.1080/02607470601098294 

Smith, D., & Nichol, R. T. (1981). Change, Standardization and Contingency Theory. Journal  
of Management Studies, 18(1), 73-88. doi: 10.1111/j.1467-6486.1981.tb00092.x 

Smith, W. M. (2012). Exploring relationships among teacher change and uses of contexts.  
Mathematics Education Research Journal, 24(3), 301-321. doi: 10.1007/s13394-012-
0053-4 

Stanfield, J., & Cremin, H. (2013). Importing control in Initial Teacher Training: theorizing the  
construction of specific habitus in recent proposals for induction into teaching. 
Journal of Education Policy, 28(1), 21-37. doi: 10.1080/02680939.2012.682608 

Stewart, C. (2014). Transforming Professional Development to Professional Learning. Journal  
of Adult Education, 43(1), 28-33. 

Swain, H. (2014) Universities are still best place to train teachers, report says. Retrieved from  
http://www.theguardian.com/education/2014/jan/14/universities-best-place-to-
train-teachers-report-says  

Tam, A. C. F. (2015). The role of a professional learning community in teacher change: a  
perspective from beliefs to practices. Teachers and Teaching, 21(1), 22-43. doi: 
10.1080/13540602.2014.928122 

Taneri, P. O., & Engin-Demir, C. (2011). Quality of Education in Rural Schools: A Needs  
Assessment Study. international Online Journal of Educational Sciences, 3(1), 91-112. 

Teherani, A., Martimianakis, T., Stenfors-Hayes, T., Wadhwa, A., & Varpio, L. (2015).  
Choosing a Qualitative Research Approach. Journal of graduate medical education, 
7(4), 669-670. doi: 10.4300/JGME-D-15-00414.1 

Tezgiden Cakcak, S. Y. (2015). Preparing teacher candidates as passive technicians, reflective  
practitioners or transformative intellectuals (Unpublished doctoral dissertation, 
Middle East Technical University, Ankara, Turkey). Retrieved from  
https://open.metu.edu.tr/bitstream/handle/11511/24751/index.pdf?sequence=1 

Thomas, G. (2013). How to Do Your Research Project: A guide for students in education and  
applied social sciences. London: SAGE Publications. 

Timperley, H. (2008). Teacher Professional Learning and Development. Educational Practices  
series 18. Retrieved from 

https://doi.org/10.1080/19415257.2018.1511455
https://doi.org/10.1080/0022027032000148298
https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.1111%2F1467-9620.00296
https://doi.org/10.1080/02607476.2010.497366
https://doi.org/10.1080/02607470601098294
https://doi.org/10.1111/j.1467-6486.1981.tb00092.x
https://ui.adsabs.harvard.edu/link_gateway/2012MEdRJ..24..301S/doi:10.1007/s13394-012-0053-4
https://ui.adsabs.harvard.edu/link_gateway/2012MEdRJ..24..301S/doi:10.1007/s13394-012-0053-4
https://doi.org/10.1080/02680939.2012.682608
http://www.theguardian.com/education/2014/jan/14/universities-best-place-to-train-teachers-report-says
http://www.theguardian.com/education/2014/jan/14/universities-best-place-to-train-teachers-report-says
https://doi.org/10.1080/13540602.2014.928122
https://dx.doi.org/10.4300%2FJGME-D-15-00414.1
https://open.metu.edu.tr/bitstream/handle/11511/24751/index.pdf?sequence=1


 

207 
 

http://www.ibe.unesco.org/fileadmin/user_upload/Publications/Educational_Practic
es/EdPractices_18.pdf 

Timperley, H. S., & Robinson, V. M. J. (2002). Achieving School Improvement Through  
Challenging and Changing Teachers` Schema. Journal of Educational Change, 2(4), 
281-300. doi: 10.1023/A:1014646624263 

Tokoz Goktepe, F. (2015). A Critical Analysis of Foreign Language Teacher Education  
Practices in Turkey. International Journal of Languages` Education and Teaching, 
3(1), 128-143. 

Tucker, M. (2012). Teacher quality: What’s wrong with U.S. strategy? Educational  
Leadership, 69(4), 42-46. 

UNICEF (2017). Building the Future: Children and the Sustainable Development Goals in Rich  
Countries. Retrieved from 
https://www.unicef-irc.org/publications/pdf/RC14_eng.pdf 

Ustuner, M. (2004). Geçmişten Günümüze Türk Eğitim Sisteminde Öğretmen Yetiştirme ve  
Günümüz Sorunları. İnönü Üniversitesi, Eğitim Fakültesi Dergisi, 5(7). Retrieved from 
http://www.pegem.net/akademi/kongrebildiri_detay.aspx?id=8232  

Uztosun, M. S., & Troudi, S. (2015). Lecturers` Views of Curriculum Change at English  
Language Teaching Departments in Turkey. Novitas-ROYAL (Research on Youth and 
Language), 9(1), 15-29. 

van der Heijden, H. R. M. A., Geldens, J. J. M., Beijaard, D., & Popeijus, H. L. (2015).  
Characteristics of teachers as change agents. Teachers and Teaching, 21(6), 681-699. 
doi: 10.1080/13540602.2015.1044328 

van Eekelen, I. M., Vermunt, J. D., & Boshuizen, H. P. A. (2006). Exploring teachers` will to  
learn. Teaching and Teacher Education, 22, 408-423. doi: 
10.1016/j.tate.2005.12.001  

Verloop, N., van Driel, J., & Meyer, P. (2001). Teacher knowledge and the knowledge base of  
teaching. International Journal of Educational Research, 35, 441–461. doi: 
10.1016/S0883-0355(02)00003-4  

Wabule, A. (2016). Continuous Professional Development: What Role and Who Benefits?  
Reflections on Teacher Development in Uganda. Africa Education Review, 13(3-4), 
141-156. doi: 10.1080/18146627.2016.1229575 

Wallace, M. (1991). Training Foreign Language Teachers: A reflective approach. GB:  
Cambridge University Press. 

Ward, B. (2003). Reflecting on the value and use of the edited topical life history: a research  
approach. In Tom O`Donoghue, & Keith Punch (Eds.), Qualitative Educational 
Research in Action: Doing and Reflecting (pp. 26-42). London: RoutledgeFalmer. 

Warren, C. A. B. (2002). Qualitative Interviewing. In J. F. Gubrium, & J. A. Holstein (Eds.),  
Handbook of Interview Research: Context and Method (pp. 83-103). CA: Sage. 

Weiner, B. (1972). Attribution Theory, Achievement Motivation, and the Educational  
Process. Review of Educational Research, 42(2), 203-215. doi: 
10.3102/00346543042002203 

Weiner, B. (2019). Wither attribution theory? Journal of Organisational Behaviour, 40, 603- 
604. doi: 10.1002/job.2398 

Wenger, E. (1998). Communities of practice: Learning, meaning and identity. New York, NY:  
Cambridge University Press. 

Wenger, E. (2000). Communities of Practice and Social Learning Systems. Organization, 7(2),  
225-246. doi: 10.1177/135050840072002 

http://www.ibe.unesco.org/fileadmin/user_upload/Publications/Educational_Practices/EdPractices_18.pdf
http://www.ibe.unesco.org/fileadmin/user_upload/Publications/Educational_Practices/EdPractices_18.pdf
https://www.unicef-irc.org/publications/pdf/RC14_eng.pdf
http://www.pegem.net/akademi/kongrebildiri_detay.aspx?id=8232
https://doi.org/10.1080/13540602.2015.1044328
https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.1016%2Fj.tate.2005.12.001
https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.1016%2FS0883-0355(02)00003-4
https://www.researchgate.net/deref/http%3A%2F%2Fdx.doi.org%2F10.1080%2F18146627.2016.1229575
https://doi.org/10.3102%2F00346543042002203
https://doi.org/10.1002/job.2398
https://doi.org/10.1177%2F135050840072002


 

208 
 

Wenger, E., McDermott, R., & Snyder, W. M. (2002). Cultivating Communities of Practice: A  
Guide to Managing Knowledge. Boston: Harvard Business School Press. 

Wheatley, K. F. (2005). The case for reconceptualising teacher efficacy research. Teaching  
and Teacher Education, 21, 747-766. doi: 10.1016/j.tate.2005.05.009 

White, C. J. (2018). Language Teacher Agency. In S. Mercer, & A. Kostoulas (Eds.), Language  
Teacher Psychology (pp. 196-210). UK: Multilingual Matters.  

Whitworth, B. A., & Chiu, J. L. (2015). Professional Development and Teacher Change: The  
Missing Leadership Link. Journal of Science Teacher Education, 26(2), 121-137. doi: 
10.1007/s10972-014-9411-2 

Wolgast, A., & Fischer, N. (2017). You are not alone: colleague support and goal-oriented  
cooperation as resources to reduce teachers` stress. Social Psychology of Education, 
20, 97-114. doi: 10.1007/S11218-017-9366-1 

World Bank (2005). Turkey – Education sector study: sustainable pathway to an effective,  
equitable, and efficient education system for preschool through secondary school 
education. Volume 1, Report no. 32450-TU. 

Wright, S. (2015). Relational agency from a teacher as researcher perspective. Cultural  
Studies of Science Education, 10(3), 629-636. 

Yalcin Arslan, F., Cinkara, E., Bagceci, B., & Kervancioglu, S. (2016). Mentoring as a  
Professional Development Activity for EFL Teachers: A Case of a Tertiary Level 
English Preparatory Program. Mustafa Kemal University Journal of Graduate School 
of Social Sciences, 13(34), 150-165. 

Yin, R. K. (1994). Case Study Research: Design and Methods, 2nd edn. London: Sage. 
Yin, R. K. (2014). Case Study Research Design and Methods, 5th edn. USA: SAGE Publications. 
YOK (2007, Haziran). Egitim Fakultesi Ogretmen Yetirtirme Lisans Programlari. Retrieved  

from 
http://www.yok.gov.tr/documents/10279/30217/EĞİTİM+FAKÜLTESİ%20ÖĞRETME
N+YETİŞTİRME+LİSANS+PROGRAMLARI.pdf/054dfc9e-a753-42e6-a8ad-
674180d6e382 

YOK (n.d.). Ingilizce Ogretmenligi (Dil-1) Programlarinin Ortalama Netleri. Retrieved from 
https://yokatlas.yok.gov.tr/netler-tablo.php?b=10108 

Zimmerman, D. H., & Wieder, D. L. (1977). The diary-interview method. Urban Life, 5(4),  
479-499. doi: 10.1177/089124167700500406 

Zmuda, A., Kuklis, R., & Kline, E. (2004). Transforming schools: Creating a culture of  
continuous improvement. USA: Association for Supervision & Curriculum 
Development (ASCD). 

 
 
 
 
 
 
 
 
 
 
 

https://doi.org/10.1007/s10972-014-9411-2
https://doi.org/10.1007/S11218-017-9366-1
http://www.yok.gov.tr/documents/10279/30217/EĞİTİM+FAKÜLTESİ%20ÖĞRETMEN+YETİŞTİRME+LİSANS+PROGRAMLARI.pdf/054dfc9e-a753-42e6-a8ad-674180d6e382
http://www.yok.gov.tr/documents/10279/30217/EĞİTİM+FAKÜLTESİ%20ÖĞRETMEN+YETİŞTİRME+LİSANS+PROGRAMLARI.pdf/054dfc9e-a753-42e6-a8ad-674180d6e382
http://www.yok.gov.tr/documents/10279/30217/EĞİTİM+FAKÜLTESİ%20ÖĞRETMEN+YETİŞTİRME+LİSANS+PROGRAMLARI.pdf/054dfc9e-a753-42e6-a8ad-674180d6e382
https://yokatlas.yok.gov.tr/netler-tablo.php?b=10108
https://doi.org/10.1177%2F089124167700500406


 

209 
 

APPENDIX A 

Pilot Study Example Diagrams 
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APPENDIX B 

Interview Schedule 
 

 

 

 

 

 

 

 

 

 

 

3 OCT WED Gaye 14:10 (1st) 
Esma 17:10 (1st) 

16 OCT TUE Ilker 10:20-11:00 (1st) 
Naz 15:00 (1st) 

4 OCT THUR Yeliz 10:10-10:50 (1st) 
Kerim 16:00 (1st) 

17 OCT WED Naz 15:00 (2nd) 

5 OCT FRI Gaye 14:10 (2nd) 
Kerim 16:00 (2nd) 

18 OCT THUR Hande 09:30 (2nd) 
Sedef 13:30 (1st) 

6 OCT SAT Dilek 13:30 (1st) 22 OCT MON Mine 11:10 (2nd and 3rd) 
Okan 14:50 (1st) 

8 OCT MON Esma 17:10 (2nd) 23 OCT TUE Ilker 10:20 (2nd and 3rd) 
Naz 14:00 (3rd) 

9 OCT TUE Kerim 10:20 (3rd) 
Gaye 14:10 (3rd) 

24 OCT WED Okan 14:50 (2nd) 

10 OCT WED Esma 17:10 (3rd) 25 OCT THUR Hande 09:30 (3rd) 
Sedef 13:30 (2nd and 3rd) 

11 OCT THUR Hande 09:30 (1st) 
Yeliz 12:30 (2nd) 

26 OCT FRI Lale 09:30 (2nd) 
Pinar 11:00 (2nd) 

12 OCT FRI Lale 09:30 (1st) 
Pinar 11:00 (1st) 

1 NOV THUR Yeliz 15:40 (3rd) 

13 OCT SAT Dilek 13:30 (2nd and 3rd) 2 NOV FRI Lale 09:30 (3rd) 
Pinar 11:00 (3rd) 

15 OCT MON Mine 11:10 (1st) 7 NOV WED Okan 14:50 (3rd) 
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APPENDIX C 

An Example of Table of Codes  
Collaborative 
Working 

CW 
Daily or 
Purpose 

Peer observation at uni +Given responsibility by the mentor lecturer 

With ELTs at … – Theatre plays, Exchanging ideas and 
materials 

+Helpful and coordinated colleagues 
+Community of Practice in the school 
+Collaborative culture in the school 

With ELTs - Seminars, Trainings, Book writing club (for 
kindergarten), Workshops, Online workshops (doing 
projects together) 

+Provided opportunities by … 

Colleagues – Master`s courses, discussions, talks +Problems relatable to her student profile 

ELT seminar - Introducing the new syllabus +Provided opportunity 
+Informing about how to apply the new syllabus 

With the ELT – Exchanging ideas +Close friends 

With ELTs – In high schools or uni levels, Exchanging ideas 
and materials 

+Teaching similar age groups 
+Having similar concerns “I talked to a friend who has a 
language class as well” 

Reflective 
Practice 

Students 
 
 
 
 
 
 
 

1.Unmotivated  
Before: Making classes fun through activities, Lyrics every 
week, School-wide cupsong activity – Change in sts` 
attitudes, Sts being involved in the learning process 
(making suggestions for the class), Improvement in skills 
Now: Decorating a language classroom (implicit teaching), 
Encouraging sts to use the language through wide range of 

Mtrls 
 
 
 
Ri 
 
 
 

Not having story books or exam books, Starting an 
online material campaign, Getting books from 
ELTs 
 
Changing teaching way when sts get bored (using 
physical activities), Classroom management 
problems (using assistantship, giving sts 
responsibilities) – less behavioural problems 
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activities - Increase in sts` motivation, Improvement in 
skills 
 
2.Age groups:  
Private school - Sts like games and activities (young 
learners), Teaching through games, flash cards and songs + 
Vocab-based teaching (grouping) 
MEB – Forming sentences and phrases, Sts like social media 
and technology - Quote of the day board, Creating a blog 
for every group (sharing and commenting in Eng) + Sts like 
creating characters, Speaking and Writing activities by 
using drama technique, Sts preparing for classes, Detective 
story, Instruction giving, Doing a school-wide fortune 
telling activity – Increase in interest + Skills improvement 
 
3.Levels:  
PS – Sts background strong - Warm up listening, Fluent in 
Eng – Teach in Eng  
MEB - Sts` background weak, Sts general knowledge weak 
- Implicit teaching (grammar and general knowledge) 
through reading first then other skills, Very low-achieving - 
Tr + Eng 
 
4.Needs: 
Well-being (Sts having economical or parental problems), 
Addressing the problems first then teaching  
Exam (Sts wanting to prepare for the language exam), 
Using weekend courses for exam preparation, Starting the 
book campaign 
5. Exam groups: 12th grades not taking English seriously, 
Fun stuff not working for them, Giving up  

Teachng 
 
 
 
 
Goals 
 
 
 
 
 
 
 
 
Beliefs 
 
 
 
 

Depending on the age groups: Vocab and skills 
(young learners) or Forming sentences and skills 
(teenagers) through wide range of activities + 
Using Eng at the maximum level 
 
Sts learning how to form sentences – Focusing on 
skills, Having a library – Starting the book 
campaign, Create games – Asking sts to create 
games (Using games in the class hour, Presenting 
games in …), Establishing her teaching way – 
Preparing sts by teaching how to form sentences 
+ Solving problems (Just supervising, showing 
what they need to do, Sts taking responsibility) 
 
Supervising rather than tearing herself up - 
Learner-centred teaching (drama, sts creating 
games, blog), Implicit teaching (flash cards on the 
wall), First education then teaching  
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Contextual 
Factors 

CFSts 
 
 
 
 
CFR 
 
 
 
 
CFS 
 
 
 
 
 
 
 
 
 

PS: High achieving  
Prev: Unmotivated, Okay achieving  
Now: Very low achieving, Unmotivated, Weak 
backgrounds, 12th grades not taking Eng seriously 
 
Having smart boards, Language classroom, Weak 
coursebooks, Not having story books or exam prep books, 
Not having technological equipment for sts to interact with 
each other 
 
PS: Teaching from kindergarten to 8th, Rooted high 
achieving school, ELT CoP, PL opportunities, Collaborative 
colleagues, 10+ hours for English, Using Eng actively in 
school and seminars, Management later (mobbing) 
Prev: Profession-oriented, Okay achieving school, 
Uncrowded teacher population, Like-minded (fighter) 
colleagues, Only ELT, Idealist head teacher (positive impact 
on sts and teachers), Head teacher providing everything 
she asked for, Location-wise problems (distance-tiring) 
Now: Low-achieving school, Exam oriented school, A 
language classroom, Smart boards, Head teacher good 
person, Crowded teacher population, Having difficulty in 
getting what she wants, Eng seen unimportant, Relaxed 
school environment (negative impact on sts), Unsupportive 
parents, Discouraging management (not hanging things on 
walls), Colleagues unsupportive reactions (making fun of 
the class) 

CFO 
 
 
 
 
Collgs 
 
 
 
SysProb 
 
 
 
 
 
 
 
 
 
CFE 
 
Time 

Opportunities: Lack of ELT related opportunities, 
Lack of abroad opportunities, EU projects too 
difficult process, Formality Zumre meetings, MEB 
seminar for ELTs (useful) 
 
Used to doing nothing, Feeling enough with their 
teaching, Not pursuing PL, Defeated by the system 
“either being isolated or adapting” 
 
Compulsory service in villages disadvantage, Not 
enough class hours, Not having a well-thought 
teacher recruitment way (Non-ELTs, Unqualified 
ELTs teaching in primary schools), Problematic 
pre-service training (teachers not being taught to 
be reflective, ELTs not knowing how to teach, 
Microteaching not reflecting real classes), Not 
having an evaluation system for teachers, Heavy 
syllabus (beyond sts` levels) 
 
Seeing teaching Eng as teaching grammar 
 
Doing master`s teaching and warding at the same 
time (why not for additional PL opps) 

Individual 
Factors 

IF1 
 
 
 
 
 

Motivation: 
Feeling she has seen the bottom in …, Feeling a bit 
detached from the profession, Feeling less enthusiastic 
compared to before (putting everything she had in …), 
Feeling less happy in the profession compared to before, 
Feeling tired of fighting with CFS, Feeling she is being 

IF5 Beliefs: 
What to teach: Skills + Vocabulary + How to form 
sentences 
How to teach: Wide range of learner centred 
activities 
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IF2 
 
 
 
 
 
 
 
 
 
 
 
IF3 
 
 

wasted, Having a repressive management demotivator, 
Management`s discouraging attitudes demotivator, 
Unmotivated sts demotivator (12th grades), almost giving 
up on 12th grades, Seeing motivated sts motivator, 
Continuous questioning herself about how to better 
contribute to sts, Needing to search for new ways to meet 
sts needs, Needing to improve herself further (masters), 
Having an encouraging working env motivator (if not ts 
step back) 
 
Self-efficacy: 
Feeling insufficient in her language skills, Unconfident in 
how to help sts` personal problems, Feeling insufficient 
with changing sts needs and profiles, Feeling scared when 
graduated (not knowing sts), Feeling unsatisfied except for 
some groups, Confident in classroom management 
compared to before, Confident in knowing how to respond 
to sts differences, Confident in teaching compared to 
before (teaching experience), Believing she is doing her 
best (not much to regret), Has a clear conscience about 9th 
and 10th grades 
 
Agency: 
Trying to change things in the school, Resisting the system 
with like-minded colleagues, Not looking for available 
formal opportunities, Feeling helpless about 12th grades, 
Fighting in the current school system, Taking initiatives on 
the syllabus to do other activities, Trying to teach in the 
way she believes she should, Teaching basics to sts before 
the content 

Ideal teaching: From early years + More class 
hours + Implicit grammar teaching until secondary 
level + Skills + First speaking listening then reading 
writing + Integrating technology into teaching  
Teaching: Learner-centred (supervising sts, letting 
them do), Not memorising, Implicit teaching 
(decorating walls) 
Prerequisite for effective teaching: Classroom 
management + Sts need to be prepared for 
learning (needs) – All activities can be done 
MEB schools: Education then teaching  
Reference: ELTs (ideas, materials, shared purpose 
projects), Teaching experience (using blog, drama, 
posters on the wall), Thinking (what sts like), 
Colleagues (masters – suggestions about how to 
solve problems), Pre-service (learner-centred 
teaching) 
Teachers` power: Motivating sts is in ts` hands 
Collaboration: Joint decisions and acts necessary 
in Eng teaching  
PL: To improve the language skills (not to lose 
what you know) + Internal necessary plus external 
push needed, To keep up with sts needs, Not 
grammar but teaching techniques, Two parts 
(self-development and teaching), Searching works 
well for her 
What can be done with sts: Sts learn differently 
according to age groups, Some groups education 
before teaching  
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PL 
 

PLd Voluntary: Doing master`s in education, Watching and 
reading in Eng, Article reading for master`s, … project 
based on created games 
Compulsory: Seminars, Workshops, Trainings provided at 
PS (online and face to face), Doing projects with other ELTs, 
Writing books for Eng at kindergarten level (learning how 
to arrange activities according to age groups), CoP at PS, 
MEB seminar (introducing the syllabus – how to integrate 
values education into the syllabus) 
 

PLm Doing PhD, Abroad opportunities (doing 
observations in schools), Trainings during summer 
periods, Opportunities to practise in Eng with 
ELTs, Collaborative opportunities to create ideas 
and materials, Online portals to be created to 
share materials, How to approach sts, Learning 
styles, How to use technology more effectively, 
Eng teaching ways (activities), Opportunities for 
peer observation and feedback, Opportunities for 
idea exchanging between academics, MEB 
teachers and private school teachers, Interactive 
opps to share teachings 
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APPENDIX D 

Mine`s Story 

She became interested in learning languages in early years, and after getting a good 

quality education at high school, she chose the language department. According to what she 

says, the high school Eng education was skills-based. At uni, she studied English language and 

literature. Although she sounded she loved literature, it is a fact that she was not trained to 

become a teacher. Although she took pedagogical formation courses and did internship, she 

said she never liked the educational courses, and she had limited opportunity to practise 

during internship. Therefore, although she might be good at literature, her teaching side did 

not improve at uni. This seemed to impact on her current teaching practices, that is because 

the translation method she used at university is still the most common way as her teaching 

way. She accepted that she commonly used GTM, writing on the board, and making sts write, 

that kind of traditional teaching ways. Her teaching was shaped by her learning experiences 

from high school and uni.  

Since her first school was in a problematic area and she had to deal with different 

kinds of problems, she says she could not prioritise teaching English. And to me, it seemed 

like the time there was traumatic for her and this led her to feel exhausted already in the 

beginning of teaching years. After working there for almost a year, she started working in her 

current school. And in this school, she complains a lot about the setted classes. But she did 

not sound that she is happy with the students either, and to me it seemed like she is having 

problems with parents as well. I did not feel like she felt she belonged to the school, or that 

she had any positive feelings towards the school. She sounded like everything about teaching 

was a problem for her and complained about everything. Only when everything is perfect, 

maybe she would be happy in teaching.  

So far, she has not attended many formal activities, and she is not even very active on 

online portals. She seemed like she cannot balance her professional life with her personal life, 

and that her personal life interferes with her professional life. She could not give any specific 

examples of her teaching past vs present, which might be because of the lack of PL activities. 

Although she has informal talks with her colleagues, she does not really collaborate. Or she is 

not a reflective person at all, when (if) she asks herself what else she can do for better 
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learning, she seemed to limit herself by believing that is all she can do. According to her, 

everything is problematic about teaching, school, students, parents, books, system itself… 

The fact that she has not had many PL opportunities, having her first teaching in a 

problematic area, the imbalance between her personal and professional life, not having learnt 

how she can teach differently, this “I do not know” situation, all of these seem to have 

contributed to having a low level of motivation, feeling too weak to make changes, and feeling 

rusty and old in the profession. Because of all these, I believe her agency is low. She has 

limited ideas about what can be done, but “unfortunately” not happening. Just trying to serve 

the aims of the exam-oriented system, not having a separate agenda herself.   
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APPENDIX E 

Ethical Approval from the University of Reading 
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