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Abstract

The present study aimed at investigating the video-enhanced reflections of
Iranian EFL teachers. It also made an attempt to cast light on the differences
between male and female teachers 'video-enhanced self-reflections of their own
teaching process. Moreover, the role of experience in changing their video-
enhanced reflection was explored. Applying instruments like video-recording,
reflection checklists and semi-structured interviews, this study implemented
a mixed-method approach with a triangulation design focusing on both
quantitative and qualitative data. The findings of the study demonstrate that
the video-enhanced reflections of Iranian EFL teachers mostly pivot around
issues consisting of innovative teaching strategies, classroom management,
learners’ characteristics, classroom interactions, teacher talk, organization
of the lessons, technology resources and visual aids. Results also show that
the above-mentioned reflections are both experience and gender-sensitive.
Keywords: Video-enhanced reflection, Reflective teaching, EFL teachers

1 Introduction

Reflective teaching is a complicated issue within which room for maneuver is
possible and indeed desirable. Considering the origin and importance of reflective
teaching, books, indeed entire libraries have been written on different definitions and
conceptualizations of the term. According to an often-cited definition, in a reflective
approach to teaching “teachers collect data about teaching, examine their attitudes,
beliefs, assumptions and teaching practices, and use the information obtained as a
basis for critical reflection” about teaching (Richards & Lockhart, 1994, p. 1). In
practice, all teaching involves some sort of reflection which is “context and practice-
bound... [and] does not occur in a vacuum” (Edwards & Thomas, 2010, p. 404).

Specifically, when it comes to reflecting on teaching in the area of applied linguistics in
general, and English Language Teaching (ELT) in particular, the following quotation
might reveal the significance of reflection to EFL/ESL teachers:
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“Critical reflection can trigger a deeper understanding of teaching. Teachers
who are better informed as to the nature of their teaching are able to evaluate
their stage of professional growth and what aspects of their teaching they need
to change. In addition, when critical reflection is seen as an ongoing process
and a routine part of teaching, it enables teachers to feel more confident in
trying different options and assessing their effects on teaching” (Richards &
Lockhart, 1994, p. 4).

That is to say, “reflection is a regular, daily activity for ELT professionals who have
certain standards, beliefs, and criteria regarding how a language should be taught”
(Erd6z-Tuga, 2012, p. 176).

2 Review of Literature

The existing body of literature on reflection is quite rich (e.g., Blomberg, Sherin,
Renkl, Glogger & Seidel, 2014; Calandra, Sun & Puvirajah, 2014). These studies
notwithstanding, the empirical literature on differences between experienced and
novice teachers with regard to their reflections on classroom events is relatively thin
and outdated (e.g., Berliner, 1986, 1991; Sabers, Cushing & Berliner, 1991). Seen in
this light, Berliner (1986) elucidated that expert teachers reflect on classroom events
argumentatively, while novices are deemed to have mostly descriptive reflection by
merely describing classroom events without reasoning about them. Additionally,
experienced teachers tend to have abstract in-depth classifications of classroom events
and practices. On the contrary, novice teachers classify classroom events superficially
(Berliner, 1991).

One way of providing teachers with opportunities to reflect on their own teaching is
to videotape their classroom performance (Fuller & Manning, 1973). Hence, video-
enhanced reflection gained momentum. Video-enhanced reflection may be useful
in different areas such as teacher training, second language speaking skills (Mulac,
1974), public speaking (Lucas, 2000), theatrical, athletic, musical skills and also
in other fields in which performance can be videotaped. As to the purpose of the
current study, it is worth mentioning that a large and growing body of literature has
substantiated the significant role of watching video-recorded classroom situations for
fostering teachers’ reflection skills and providing them with opportunities to be more
reflective teachers carrying out more in-depth, elaborate, interpretive, expert, and
detailed analysis of classroom events (Santagata, Zannoni & Stigler, 2007; Stockero,
2008).

Moreover, many researchers and teacher educators are unanimous in supporting the
value of media, in general, and classroom video, in particular, in teacher education.
That is to say,
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Media Literacy is a 21st century approach to education. It provides a
framework to access, analyze, evaluate and create messages in a variety
of forms —from print to video to the Internet. Media literacy builds an
understanding of the role of media in society as well as essential skills of
inquiry and self-expression necessary for citizens of a democracy (Thoman
& Jolls, 2005, p. 190).

With regard to the use of video in teacher education, Masats and Dooly (2011, p. 2)
elucidated that there are three types of experiences

According to the way in which videos were used: video-viewing, video-
modelling and video-coaching. Video-viewing is often used as a method to
focus student-teachers’ attention on certain topics and to set up a base for
class discussion and assignments. Video-modelling is a means of getting
student-teachers’to focus their attention on target skills or behaviour. Video-
coaching has been used to refer to the use of taped activities of the student-
teachers’ themselves which then leads into group discussion.

They maintained that, because of the rapid advancement of digital technology, a
new dimension called ‘in-class video-making’ has been added to the aforementioned
categories. “Video viewing is used today to prepare both primary and secondary
school teacher” (Gaudin & Chaliés, 2015, p. 42). In the growing body of literature,
according to Gaudin and Chaliés (2015), three main reasons have been mentioned
for using videos in teacher education: 1. Videos provide teachers with better
access to classroom events; 2. “Digitalization, vastly improved storage capacities,
and sophisticated software have all contributed to the development of video in
the framework of professional practice analysis” (p. 42); 3. Videos are used for
institutional reforms (e.g., analyzing classroom events to reform).

Further, Kennedy, Alves and Rodgers (2015) enumerated five principles of “involving
expert coaches, integrating with classroom learning, discussing short, focused clips,
using authentic, complex situations, and focusing on what happened” as the main
features of video-based reflection to be considered by teacher educators in teacher
preparation courses (p. 77).

Arguing along similar lines, according to a thorough and comprehensive review of
literature by Gaudin and Chaliés (2015), research studies focusing on video viewing
mostly pivot around a conceptualization including four categories of
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1. Teachers’ activity as they view a classroom video;
2. The objectives of video viewing;
3. The types of videos viewed;

4. The effects of video viewing on teacher education and professional development
(p. 41).

With regard to the teachers’ activities as they watch classroom videos, Sherin (2007)
argued that watching videos “involves perceptual processes, it is not passive, and
along with all perceptual processes, professional vision is characterized by bottom-
up as well as top-down processes” (p. 384). In this context, there is a large volume
of published studies substantiating the pivotal role of fostering teachers’ ‘selective
attention’ to certain classroom events in both teacher professional development
and teacher education courses (e.g., Seidel & Stiirmer, 2014; van den Bogert, van
Bruggen, Kostons & Jochems, 2014; van Es & Sherin, 2010). Additionally, there is a
substantial research base that acknowledges the importance of teachers’ ‘knowledge-
based reasoning’ involved in watching classroom videos (e.g., Lussi Borer & Muller,
2014; Sherin & Russ, 2014). That is to say, when teachers talk about “what they
identify in classroom videos, they do not simply provide a list of items or events
that were identified”; rather, “they describe their reasoning about what they identify”
(Gaudin & Chaligs, 2015, p. 47).

Considering the objectives of video viewing, in a related strain of research studies
(Fadde & Rich, 2010; Martin & Siry, 2012), six objectives of video viewing in
professional development and teacher education have been recognized as follows:

1. Showing examples of good teaching practices;

2. Showing characteristic professional situations;

3. Analyzing the diversity of classroom practices from different perspectives;

4. Stimulating personal reflection;

5. Guiding/coaching teaching, and

6. Evaluating competencies (Gaudin & Chali¢s, 2015, p. 47).
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Regarding the third category of the above-mentioned conceptualization pertaining
to types of videos viewed, research documents three types of videos consisting of
one’s own (e.g., Brouwer, 2012; Coffey, 2014; Seidel, Stiirmer, Blomberg, Kobarg, &
Schwindt, 2011), peer (e.g., Flandin & Ria, 2012; Leblanc & Seve, 2012) and unknown
teacher (e.g., Kleinknecht & Schneider, 2013; Leblanc, 2012; Zhang, Lundeberg,
Koehler, & Eberhardt, 2011) teaching practices which have been implemented in
different professional development and teacher education courses.

The last category of the conceptualization has got to do with the effects of video
viewing on teacher education and professional development. In this context, judging
by the growing body of literature, it seems clear that the emphasis has been put largely
on the benefits associated with the implementation of video viewing in enhancing
teachers’ motivation, attention and improving classroom practices (e.g., Brunvand,
2010; Gaudin & Chalies, 2015; Gaudin, Flandin, Ria, & Chalies, 2014; Wang, 2013).
Additionally, the value of videos in enhancing teachers’ professional development
has been corroborated by a number of studies (e.g., Calandra et al., 2014; Masats &
Dooly, 2011; Zhang et al., 2011).

Based on the theoretical and empirical rationales expounded on so far, and because of
the felt lacuna in research studies focusing on video-enhanced reflections in Iran (e.g.,
Kavoshian, Ketabi & Tavakoli, 2016) and scarcity of studies focusing on gender and
experience in the field of English Language Teaching (ELT), the current study set out
to fill this gap by investigating the following research questions:

1. What are the video-enhanced self-reflections of Iranian EFL teachers?

2. Are there any significant differences between video-enhanced reflections of male
and female Iranian EFL teachers?

3. Are there any significant differences between video-enhanced reflections of
experienced and novice Iranian EFL teachers?

3 Method

In order to investigate the video-enhanced reflection of the participants, the researcher
conducted this study by means of triangulation of data through semi- structured
interviews, video-recording of class sessions, and self-reflection checklists. Therefore,
a mixed-method approach with a triangulation design was implemented to conduct
the study.
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3.1 Participants

Through purposive sampling, sixteen EFL teachers of a language institute were
selected to participate in the study. In order to choose the participants, three criteria
were taken into consideration. Firstly, all of them agreed to participate in the study
voluntarily. Secondly, their genders were taken into account (10 male & 6 female EFL
teachers). Third, the extent of their experience in teaching English was important (8
experienced & 8 novice teachers). By way of illustration, 50 % of the participants
were experienced and 50 % were novice teachers in both the male and female group. It
is worth mentioning that we did not have equal numbers of male and female teachers
due to the females’ refusal to be videotaped.

3.2 Instrumentation

Video-recording: Video-recording: Initially, audio/video consent forms were
submitted to the participants and subsequently, their English teaching processes were
recorded using special video cameras. All the classes of the institute were equipped
with such cameras; as a result, they were not strange and unusual for the students and
teachers. The videos were recorded twice, both at the onset and the end of the project
(with a 2-month period interval). Therefore, each participant was video-recorded
twice and received two 60-minute films of his/her own teaching process to watch,
think about, and reflect on regarding different aspects of classroom practices. Finally,
they were supposed to provide answers to the items in self- reflection checklists.

Self-reflection checklists: In order to shed light on video-enhanced reflections of
Iranian EFL teachers and make some sorts of comparisons with regard to their genders
and level of experience, a self-reflection checklist was designed to capture their
reflections after watching the films of their own teaching process. It is noteworthy that
there were 43 items in the checklist incorporating five sections on different facets of
the teaching process. Song and Catapano’s sheet (2008), Danielson’s Framework for
Teaching (Danielson, 1996), and Doff’s reflection sheet (Doff, 2000) were incorporated
in the design of the checklist (Kavoshian et al., 2016). The internal consistency of the
checklist was found to be .86 (Cronbach alpha coefficient), indicating high reliability.
Having watched the films of their own teaching process, the participants filled out
the reflection checklists.

Face-to-face interview: Semi-structured interviews were conducted in order to gain a
better understanding regarding the video-enhanced reflections of the participants and
the differences in their reflections with regard to their gender and level of experience.
The interviews began with demographic information with a focus on the interviewees’
English background, teaching experience, age, gender and so forth. It is worth
mentioning that face-to-face interviews were carried out in Farsi (and then translated
into English), each lasting about 30 minutes. Interviews were audio-recorded for more
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detailed investigations. Data were subsequently transcribed, modified, analyzed, and
translated into English. The inter-rater reliability between the raters was found to be
.85, indicating good agreement between raters.

4 Data Analysis and Results

Having implemented a mixed-method approach with a triangulation design, the
researchers conducted both qualitative and quantitative analyses to address the
research questions.

4.1 Quantitative Analysis
To address the second and third research questions of the study, Statistical Package
for the Social Sciences (SPSS 19) was used to analyze the data.

1) Male and female teachers’ video-enhanced reflection scores

Table 1 summarizes the descriptive statistics of male and female teachers’ video-
enhanced reflection scores gained from the results of self-reflection checklists. The
self-reflection checklist contains 43 items classified into five sections, part A on
demographic items, part B (12 items) on general evaluation of teaching process,
part C (7 items) on general evaluation of learning process, part D with different
survey items for teaching practice consisting of different domains for planning and
preparation (10 items), learning environment (4 items), and instruction (10 items).
An open-ended section on the teacher’s self-reflections formed the last part of the
checklist (Kavoshian et al., 2016). Having watched the videos of their own teaching
process, teachers filled out the above-mentioned reflection checklists representing
their own reflection and evaluation of different facets and aspects of the teaching
process.

Table 1. Descriptive Statistics of the Video-enhanced Reflection Scores of Males and

Females
Descriptive Statistics
N Minimum Maximum Mean Std. Deviation
male 10 143.00 213.00 180.5000 24.84731
female 6 141.00 184.00 156.0000 16.21111
Valid N (listwise) 6
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As depicted, the mean scores of video-enhanced reflections of male and female
teachers are different with the mean score of the males being higher (M = 180.50)
than the mean score of the females (M = 156.00). Remarkably, male teachers achieved
the highest possible score of 213 (Max = 213.00).

To see whether the difference depicted in Table 1 is significant or not, a Mann-Whitney
U Test was employed. Since the z value is -1.95 (rounded) with a significance level of
p = .05, it can be concluded that the result indicates a significant difference between
male and female teachers.

Table 2. Mann-Whitney U Test for Video-enhanced Reflection Scores of Males and
Females

Reflection
Mann-Whitney U 12.000
Wilcoxon W 33.000
Z -1.952
Asymptotic Significance (2-tailed) .051
Exact Significance [2*(1-tailed Sig.)] .056(a)

a Not corrected for ties.
b Grouping Variable: gender
2) Novice and Experienced teachers’ video-enhanced reflection scores

Table 3 summarizes the descriptive statistics of novice and experienced teachers’
video-enhanced reflection scores.

Table 3. Descriptive Statistics of the Video-enhanced Reflection Scores of Novice and
Experienced Teachers

Descriptive Statistics

N Minimum | Maximum Mean Std. Deviation
Novice 8 141.00 196.00 161.2500 21.19131
Experienced 8 143.00 213.00 181.3750 24.95102
Valid N (listwise) 8
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As depicted in Table 3, the mean scores of video-enhanced reflections of novice and
experienced teachers are different with the mean score of the experienced teachers
being higher (M = 181.37) than the mean score of the novices (M = 161.25). The
highest possible score is 213 (Max = 213.00) for experienced teachers.

To see whether the difference depicted in Table 3 is significant or not, a Mann-Whitney
U Test was employed. Since the z value is -2.10 (rounded) with a significance level of
p = .03, it can be concluded that the result indicates a significant difference between
experienced and novice teachers.

Table 4. Mann-Whitney U Test for Video-enhanced Reflection Scores of Novice and
Experienced Teachers

Reflection
Mann-Whitney U 12.000
Wilcoxon W 48.000
Z -2.100
Asymptotic Significance (2-tailed) .036
Exact Significance [2*(1-tailed Sig.)] .038(a)

a Not corrected for ties.
b Grouping Variable: experience

4.2 Qualitative Analysis

After watching the videos and conducting content analyzes of the films, investigating
self-reflection checklists and transcribing, modifying, and analyzing the interviews,
themes, and patterns of video-enhanced reflection provided by male, female,
experienced and novice teachers were extracted from the data. MAXQDA 12, a
qualitative analysis software, was used during the coding process. In order to extract
the following themes and patterns from the data, videos were analyzed carefully.
Thereafter, all semi-structured interviews were read, reread, and transcribed. Having
read over, reread, and listened to the data, data analysis began by open coding and data
were coded for major categories of information (Strauss & Corbin, 1990). Thereafter,
the data was broken down into discrete points to be analyzed. Then, different events,
actions, and interactions were classified into different categories. Subsequently, the
researchers highlighted and identified the most important parts of each category. All
relevant and important information was summarized into an outline consisting of the
most interesting and revealing categories with different subcategories related to the
current study.
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Then, axial coding was implemented to integrate the major categories, establish
links between them, and define categories around them (Strauss & Corbin, 1990).
Eventually, all the data were reviewed to shed light on the contents of reflections
provided by teachers

3) Video-enhanced reflections of male versus female teachers

The video-enhanced reflections of male and female teachers showed distinct
differences. Naturally some of the contents overlapped, as shown in,, Table 5:

Table 5. Video-enhanced reflections of male versus female teachers

Males Females Both of them
* Innovative teaching * Classroom interactions * Peer coaching
strategies (collaboration)
* Classroom management | * Teacher talk * Error correction
* Learners’ characteristics | * Organization of the lessons | ¢ Group work & pair work
* Questioning patterns » Technology resources and » Awareness of teaching
visual aids practices

* Assessment

4) Video-enhanced reflections of novice versus experienced teachers

The findings indicated that there were differences in the video-enhanced reflections
of novice and experienced teachers. On the one hand, reflections of experienced
teachers mostly pivot around issues regarding innovative teaching strategies, learners’
characteristics, classroom interactions, organization of the lessons, and assessment.
On the other hand, reflections of novices mainly focus on classroom management,
questioning patterns, teacher talk, technology resources and visual aids, peer coaching,
error correction, group work and pair work, and awareness of teaching practices (see
Table 6). The above-mentioned differences (both quantitative & qualitative) may
pertain to a number of factors such as previous familiarity of experienced teachers
with video-recording, their high level of self-confidence, and accepting themselves
as qualified teachers on one hand and novice teachers’ lack of self-confidence and
paying too much attention to suggestions and criticisms of peers on the other hand.
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Table 6. Video-enhanced reflections of novice versus experienced teachers

Experienced Novice

 Innovative teaching strategies ¢ Classroom management
* Questioning patterns
« Teacher talk

* Learners’ characteristics * Technology resources and visual aids
+ Classroom interactions » Peer coaching (collaboration)
* Organization of the lessons « Error correction

* Group work & pair work
* Assessment * Awareness of teaching practices

5 Conclusion

The findings of the current study shed light on differences in video-enhanced
reflections of Iranian EFL teachers with regard to their gender and level of experience.
The results indicate that males’ reflections mostly pivot around innovative teaching
strategies, classroom management, learners’ characteristics and questioning patterns,
while females reflect on classroom interactions, teacher talk, organization of the
lessons, technology resources and visual aids. These gender-sensitive reflections
might pertain to the differences in characteristics of male and female teachers on
the one hand, and their different perspectives on teaching on the other hand. For
instance, female teachers reflect on affective aspects of classroom such as classroom
interactions and the relationships between students and themselves as well as among
the students; while male teachers focus on classroom order and reflect on classroom
management more than female teachers. Additionally, both genders reflect on peer
coaching, error correction, group work and pair work, awareness of teaching practices
and assessment. Moreover, considering teaching experience, findings indicated some
noticeable differences in the reflections of novice and experienced teachers.

It is noteworthy that this study is limited in the following ways. Firstly, because of the
limited sample size, which consisted of only 16 participants, the findings of the study
are not generalizable. Secondly, the process of videotaping, conducting, transcribing,
and analyzing 16 interviews were time-consuming and subjective.



245

The last limitation of the current study pertains to the participation of female teachers
in the research process. Unfortunately, female teachers refused to be videotaped as
participants. As a result, we had an unbalanced sample consisting of 10 male and 6
female teachers.

It is worth emphasizing that the findings of the current study will have some enticing
implications for the syllabus designers, teacher trainers, and materials developers
providing them with opportunities to design video-based teacher education courses.
The complex nature of the issues investigated in the current study warrants
consideration and further research. More research is also merited to better understand
how to use video-recording in teacher education and teacher training courses not only
in ELT but also in many other disciplines.
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