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ABSTRACT

The present thesis is an in-depth examination of the potential of facilitating reflective
practice in the educational world of Teaching English as a Foreign Language in
Higher Education. More specifically, the current thesis investigates the impact of
Guided Reflective Practice on the practice of five university teachers of English as a

Foreign Language in Cyprus.

Although language research increasingly acknowledges the importance of reflection
in excavating the personal, individual and emotional nature of teachers’ work,
educational policies and professional teaching standards tend to overlook the
humanistic and emotional dimensions of the tedshete. Teachers are passionate
human beings and their identity, behaviour and emotions are intimately connected
with their personal beliefs and values, thus their reflective selves. At the same time,
emotions are alssocially constructed and a teacher’s behaviour emerges as a result

of interactions with others. Successful teacher interactions, however, presuppose an
environment of trust, openness and willingness. In such a context, the individual can
feel free to both engage in a journey of self-awareness@odnstruct knowledge in

a reflective dialogue with others who can facilitate the reframing of pre-existing
beliefs and practices. Few empirical studies exist which illustrate the incorporation of
reflective practice as a facilitative and developmental tool offered to Higher
Education English as a Foreign Languayservice teachers in a co-educational and

appreciative environment.

The main purpose of this investigation is the increased understanding of ‘self” and

EFL practice through learning to apply reflective practice as a vehicle for mindful and



caring interactions with others. The study incorporates insights from humanistic
learning theory, relational cultural theory and critical constructivism. It also examines
the ways in which the research process has influenced and reshaped my practice and

identity as English as a Foreign Language educator and reflective facilitator.

| link my research commitment to my belief in the uniqueness of the individual and
the importance of learning as a result of building human relationships through
reflective and dialogical interactions with others. Using an action inquiry
methodology and qualitative data collection and analysis, the study endeavoured to
address three research questions by investigalie teachers’ perceptions of the

impact of guided reflective practice and assessing their response to the process. Data
collection methods included reflective journals, reflective inquiry group meetings,
dialogue observation sessions based on video-recordings, online chats, and holistic

interviews.

From the present study emerged the Collaborative, Appreciative, Reflective Enquiry
(CARE) model for teacher development, revealing new understandings and insights
for TEFL through practices in which emotions are a primary catalyst for
transformational teacher learning. The proposed CARE model of guided reflective
practice constitutes an alternative framework which identifies ways of facilitating and
operationalising reflectioin an ‘acritical’ and appreciative context, highlighting its
emancipatory potential as a tool for growth and development and not as an

institutional requirement.

| am claiming that the significance of my research lies in the fact that it offers new
conceptualisations vigvis the capacity of teachers of Higher Education English as a
Foreign Language to learn and maximise their potential through reflection when they



feel appreciated as individuals and educators. More specifically, findings about
participants’ and my own learning reveal an increased self-awareness and awareness
of practice, an ability to critically reflect on context without being judgmental of
others, and a willingness to reframe practice. More importantly, however, findings
show a felt appreciation for the therapeutic effects of reflection and a positive
approach to practice as a result of being guided and supported in the reflective

practice process by understanding others.

Implications include the significance of appreciative reflective practice in teacher

interactions and collaboration, of teacher agency in the knowledge production in
Teaching English as a Foreign Language, and the importance of positive emotionality
in empowering teachers to live out their identities and values in practice. It is my hope
that this small pocket of teacher reform in the study can pave the way forward to
similar reform initiatives in the Teaching English as a Foreign Language domain that

would entail human connectedness and caring in teacher learning through reflection.
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CHAPTER 1: SITUATING THE STUDY

If we want teachers to be educators, then we must educate them. We must provide
them with opportunities, support, and challenge to become reflective, critical, and
creative thinkers, to grow intellectually, to engage in a process of constant
transformation.

(Hill, 2000: 50)

1.1 Introduction

Almost a century ago, John Dewey (1916) highlighted the importance of fostering
good habits of thinking in learners. Since then, intellectual development and the
ability to think critically have been aims of formal education. In today’s era of
technological advances and knowledge proliferation, developing the intellectual
capacities of learners becomes even more important as good and critical thinking is
the key to academic and personal success (Thompson, 2011). According to
Brookfield, (1987) critical thinking is the ability to deconstruct events and to reason
the origins of situationdf personal advancement is the aim, schools must prepare
learnersto ‘exercise judgment and creative thinking to gather, evaluate, and use
information for effective problem solving and decision making in their jobs, in their
profession, and in their lives’ (Swartz and Parks, 1994: 1). This places enormous
responsibility on the classroom teacher, who must help learners acquire good thinking
skills. At the same time, it underscores the importance of teacher education (hereafter,
TE) in developing the thinking skills of teachers. In my opinion, if teachers are to
foster intellectual development and critical judgment in their learners, they must first
be educated and trained in becoming reflective thinkers themselves, internalising

reflection and constantly applying it in their practice.



When the termsthinking’ and ‘reflection are used in the education profession, I
often discern much confusion and misunderstanding. Similarly, the tedusation
and‘schooling elide in their meaning as they are used interchangeably, when, in my
view, they are antithetical. feel compelled to offer my ‘take’ on these terms in an
attempt to situate the present study in the wider educational context that surrounds

me.

1.1.1 Sketching my ‘take’ on things

According to Schostak (2008) educatioritlg process of exploring alternative ways

of thinking, ting, believing, expressing one’s self. It is the process through which
one forms one’s own judgement independently of those who set themselves up (or are
set up institutionally) to be the judgesasiiers’ (p.2). In contrast, schooling ‘about
following norms of behaviour and thinking that have been legislated by authorities
(governments, examination boards, ‘tradition’ etc)’ (ibid) which judge what should be
considered as correct. For supporters of traditional instructional models of education
and schooling, learning is the acquisition of knowledge in teacher-centred
environments, where little questioning of the transmitted knowledge takes place. In
contrast, other scholars concerned with education (Polanyi,; 1968n, 1987
believe that the primary essence of education is to empower learners to think for
themselves and become more conscious of their learning (Rogers, 2008) as
central purpose of schooling is to help students think and e’ (Presseisen,

1987: 35). Currently, creating autonomous and independent reflective thinkers is, in
fact, listed as one of the aims of educational curricula around the world (PRILHE
Project, 2004 The European Commission for Education and Training, 20be

National Curriculum Framework, 2011).



I contend that ‘education’ and ‘schooling’ are two terms that do not share the same

goal. Unlike education, schooling, for both students and teachers, ‘is not renowned for

its attention to inculcating refléet and critical thinking and judgment in its learners’

(Hill, 2000: 50). In writing about a Tlrogram in Australia, Hill argues that ‘most

teachers are more schooled than educated’ (ibid), lacking the ability to join in
‘thoughtful dialogue about substanve issues’ (ibid) or engage with their learners
intellectually. Hill’s research findings are, in my view, relevant to teacher educators
around the world as many teachers are schooled and trained in control-oriented and
authority-centred institutions which do not foster the kind of adult intellectual growth
that would lead to flexible and autonomy-supportive teaching and learning. Hill
(2000) defines autonomy-supportive teachers as individuals who have an increased
sense of personal agency and ainpromote learners’ capacity to think and act for
themselves. Moreover, autonomy-supportive teachers are concerned with broadening
the minds of their learners by increasing their awareness and equipping them with the

skills to engage in lifelong learning.

| posit that the development of the intellectual and reflective skills of students begins
with the teachers. In its efforts to raise the standards of teaching and teacher
education, the European Commission for Education and Training (2007) made a
series of proposals. Three of these proposals specifically refer to a) promoting a
culture of reflective practice (hereafter, RP) and research among teachers b) raising
the status of teachers and c) supporting the professionalisation of teaching. Despite
the increasing demands of a knowledgeed society, ‘current systems for teacher
training and education in [European] Member States are often failing to give teachers
the training they need’ (p. 1). Nevertheless, it is encouraging thHaromoting

professional values and attitudes in the teaching profession (in which teachers adopt a



culture of reflective practice, undertake autonomous learning, engage with research,
and collaborate extensively with colleagued&uropean Commission, Final report,

2011: 4) is still very much on the agenda of the Council and of the Representatives of
the Governments of European Member States dealing with the professional

development of teachers and teacher leaders.

In my opinion, teachers need to be equipped with a new range of skills which would
lead to new teaching methods. Acquiring pedagogical approaches that embrace
reflective thought is a way to improve the quality of ihEall stages of a teacher’s
developmentln clarifying the terms ‘thinking’ and ‘reflection’, Moon (2004), argues

that although reflection is akin to thinking, there is more to its content. According to
Moon, reflection is a process that lies somewhere between learning and thinking. She
argues that ‘we reflect in order to learn something, or we learn as a result of
reflecting, thereforereflective learning’ as a term, simply emphasises the intention to

learn as aesult of reflection’ (ibid: 80). Moon also maintains, and | concur, that
reflection is not only a form of mental procesgsibut also ‘a process of re-organising

knowledge and emotional orientatiomnsrder to achieve further insights’ (p. 82).

Moon’s (2004) view on reflection is highly relevant to the study. First, in the case of
in-service (hereafter, IS) education and training, a supportive environment is
necessary if teachers are to practise reflection with their colleagues and learners in a
climate of ‘positive emotionality’ (O’Connor, 2008; Stuhr, 2008). In such a context
teachers can have the opportunity to function as holistic educators (Korthagen, 2004)
exercising their reflective capacities in conversations with peers while challenging
their learners to engage in new intellectual and emotional experiences. Secondly,
when Higher Education (hereafter, HE) is the context under consideration, the need

for and the potential to create the conditions for reflective learning is great as adult
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learners and teachers alike have the power of ‘agency’ to pursue a university
experience which incorporates not just knowledge but also action (Barnett, 1997).
Part of the objectives and main priorities of the Bologna Process for the development
of the European Higher Education Area (EHEA, 20fb0 the next decade focus on
promoting lifelong and student-centred learning which recognises prior and more
flexible learning. This kind of learning requires of teachers the ability to engage in
reflection, the kind of ongoing, active and deliberate thought on beliefs, feelings,
values and knowledge that can lead to a systematic (re)-examination of practice in a
reflective dialogue with peers and learners. A detailed delineation of reflection, RP

and reflective teaching as they pertain to the present study are provided in Chapter 2.

1.1.2 My interest and engagement in Reflective Practice

1.1.2.1. TheWork-Based L earning Network Conference— The ‘seed’ is planted

In 2003 | presented a paper on the value and rdRPaf English Language Teaching
(hereafter, ELT) at the annual UK Work Based Learning (hereafter, WBL) conference
which took place in Nicosia, Cyprus. Reflecting on this experience, | now become
aware that the ‘seed’ for my interest in the area of RP had taken its first proper shape
and form at that conference. Since then, this interest has continued to grow,
culminating in my writing various research papers and making conference

presentations on the topic of reflection and RP.

On a professional level, the UK WBL conference constituted a turning point in my
career as an English as a Foreign Language (hereafter, EFL) teachmadsed the

beginning of my commitment to investigate the role, impact and benefits of RP in
ELT more systematically. Before the conference, | had been immersed in what Clar

and Yinger (1979) caliteaching routines’ for years without consciously questioning
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taken for granted assumptions that framed my practice or investigatingadit
knowledge’ that governed my actions(Schon, 1983, 1987). The WBL conference
made me realise that the time had come in my professional career as a teacher to
explore my ‘espoused theories’ and ‘theories in use’ (Argyris andSchon, 1974) as
well as the values and perspectives that informed and governed my practice.
Moreover, | felt for the first timehe need to make my ‘voice’ heard and ‘tell my
story’, driven by the belief that ‘analysis and planning which occurs in a collaborative
environment holds the possibilities for greater learning’ (Day, 1999: 37). As Connelly
and Clandinin (1995) state:
What is missing in the classroom is a place for teachers to tell and retell their
stories of teaching...(but) the possibilities for reflective awakenings and
transformation are limited when one is alone. Teachers need others in order to
engage in conversations where stories can be told, reflected back, heard in
different ways, retold, and relived in new ways in the safety and secrecy of the

classroom.

(Connelly and Clandinin, 1995:13)

In short, the UK WBL conference constituted a landmark in my professional life for
three reasons: First, it helped me appreciate the learning opportunities present in my
professional context. Second, it helped me ‘see’ myself not only as a teacher, but also

as a researcher of my practice, reaffirming my belief in practitioner résearthe

way forward for the Teaching of English as a Foreign Language (hereafter) TEFL
profession. Third, it served as a forum for connecting with other practitioners and
paved the way to begin conceptualising my own investigation into the impact of
Guided Reflective Practice (hereaftelR on HE TEFL in Cyprus by adopting an

‘exploratory perspective’ (Allwright, 2005).



1.1.2.2 Reflective Practicein Higher Education — The ‘seed’ begins to grow

According to Brookfield (1995), the universal working conditions of HE serve to
inhibit teacher talk. Many teachers are part of a culture that silences them ‘by a set of
oppressive mechanisms such as overwork, low status, and an externally defined
standard of performance’ (Richert, 1992: 193). The second major international
comparative survey on the academic profession (Kogan and Teichler, Unesco, 2007)
reveals that most HE academics around the world are under strong pressures to
improve the quality of their work by simultaneously participating in teaching,
research, coundabg and administrative duties. As a result, HE acadersiesa
gradual loss of professional autonomy, a stronger pressure to take into account
external societal expectations, a decline of possibility to shape their organisational
environment and an increasing contréllgeir performance’ (ibid: 13). Although RP
values are incorporated in many university mission statements and quality assurance
processes, few of them honour and reward systematic and continuous teacher
engagement in reflection as an indication of what it means to be a good teacher or
scholar (Brookfield, 1995). After all, ‘helping teachers at any level to reflect appears

to be a labour-intensive process characterised chiefly by dialogue Eingatien. ..’

(Clift, Houston and Pugach, 1990: 204).

My university and other private universities in Cyprus reflect the above situation as
RP is absent from the HE TEFL curriculum and the pre-service (hereafter, PS) and IS
teacher training domain (Cyprus Country Report, 2004, 2008). This constitutes a
major gap in private HE in Cyprus, and at the same time a challenge for those HE
TEFL educators who view reflective dialogue and deliberation as a positive learning
practice. My interest and ongoing commitment to investigate GRP and its impact on

HE TEFL has been fuelled by a desire to bring RP to the forefront of TEFL in Cyprus,



thus contributing to the educational practices of a country in which RP has not been a

part of to date.

1.2 Context

1.2.1 Cyprus: an historical overview

The island nation of Cyprus is located in the south-eastern basin of the Mediterranean
Sea. Because of its strategic location between Europe, Asia, Africa and the Middle
East, Cyprus has had a long history of invasion and conflict. Cyprus was under the
Turkish (1571-1878) and British rule (1878-1960) and became an independent
republic in 1960. Since independence, political unrest has existed between the Greek
and Turkish communities on the island. After the 1974 Turkish invasion of Cyprus,
there was a de facto partition of the island into the northern (Turkish occupied) and
southern (Greek-Cypriot) parts. Nicosia, the capital of Cyprus, still remains the only
divided capital in Europe. When Cyprus entered the European Union in 2004, only
the Greek-Cypriot part of the island was recognised. Many efforts in the 1990s and
early 2000s to bring about the reunification of the island have so far failed. The
discussion in the following sections concerns the educational context in the Greek-

Cypriot part of the country.

1.2.2 The cultural and educational contexts

Until independence (1960) the Church had exercised a powerful influence on the life
of Greek-Cypriots, not only spiritually, politically, economically and socially, but also
culturally, and educationally. Gred&kypriot education and policy has been shaped to

a great extent by two factors: the ecclesiastical origin of schools and the ambition of
the Orthodox Church leaders to follow the education model of mainland Greece

(Persianis, 1978). As a result, at the primaid secondary levels, ‘Greek-Cypriot



education has followed the structure, curricula and syl@biGreek schools’
(Koutselini and Persianis, 2000: 504) with teachers showing great loyalty to
prescribed textbooks ‘sent free of charge by the Greek government’ (ibid). Due to this
direct relation to government prescribed syllabi and textbooks, the Greek conception
of knowledge has been described as ‘static, unhistoric, objective and absolute’

(Polychronopoulos, 1989: 458).

In a highly centralised educational system, Greek-Cypriot teachers are expected to
follow the content and pedagogical approach indicated by the textbooks, which leaves
little room for creative or self-regulative learning in the classroom. The prevailing
catechistic (question and answer) walfyteaching makes the teacher ‘the almost
exclusive soufe of information’ (Koutselini and Persianis, 2000: 507) and impedes
opportunities for a genuine dialogue on teaching and learning processes. Limitations
and constraints regarding the development of reflective and metacognitive skills in
teachers and learners are to a large extent the result of value orientations that signify
adherence to the Greek Orthodox teacher-centred approach. Consequently, Cypriot
HE students are, for the most part, products of an educational system that does not
foster critical and reflective thinking in practice. These attitudes are deeply engrained
into the fabric of the Greek-Cypriot society and culture and noticeably hinder

possibilities for pedagogical change.

1.2.3 Teacher Education in Cyprus

In an effort to upgrade TE in the country, the Department of Education of the
University of Cyprus, the only state university at the time, was established in 1992. Its
role was to replace the Pedagogical Academy which had previously been responsible
for the training of primary teachers. This institutional change had the explicit aim of

‘training reflective and autonomous teachers’ who would be encouraged to a) reflect
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on their cognitive strategiesné b) focus on developing ‘their students’ active
learning, coeperative learning, and metacognitive skills’ (Koutselini and Persianis,

2000:503).

Although the benefits of adopting a reflective and constructivist orientation to
teaching with emphasis on negotiating curriculum with students (Smith, 1993) were
acknowledged by educators and teachers in Cyprus, research shows that this was only
done in theory. Efforts to bring about pedagogical change through the metacognitive
development of student teachers have not been implemented successfully as teachers
are still reluctant to change old methods of teaching and continue for the most part to
favour, in practice, a teacher-centred approach (Koutselini and Persianis, 2000). Thus,
the entire educational system reproduces a practice where reflective and self-
regulative processes are rarely employed by teachers (ibid). This situation is also
evident in HE despite the fact that many HE EFL teachers receive their training in

educational contexts abroad.

1.2.4 The Higher Education system in Cyprus

HE in Cyprus is currently provided by three state and three private universities. In
addition, a number of state HE institutions and twenty-five HE private institutions
offering academic and vocational programmes of study at the undergraduate and
postgraduate levels are registered with the Ministry of Education and Culture
(hereafter, MOEC), but do not have university status. An examination of TE
programmes of the three main state and three private universities shows that none of
them appears to include a reflective component, i.e. courses on RP or Reflective
Teaching (hereafter, RT) (TE programmes of study, 2010). The medium of instruction
for most programmes at the three private universities is English, a situation which not

only underscores the importance of English in tertiary education but also attracts local
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and international students. In fact, all private universities in Cyprus are English
speaking, and require proof of competency in English placement exams. They also

offer English language foundation courses for students of limited English proficiency.

1.2.5English in Cyprus

As a result of the island’s colonial past and the role of English as a lingua franca, the

latter has had a prominent position in Cyprus. The importance of learning English is
highlighted in the curriculum in all four levels (pre-primary, primary, secondary,
tertiary) of the educational system in Cyprus. English is used in many official state
documents and forms, and is found in the law and at all levels of education, especially
HE (Davy and Pavlou, 2010). English is also evident in many areas of everyday life
road signs, shop notices, business names. In the past, Anglophobia existed among
some Cypriots (Papapavlou, 2001) as English was regarded as a threat to the Greek
language and identity. Nowadays, these negative attitudes have subsided (Pavlou,
2010) because more and more Cypriots acknowledge the role of English in education
and business, as well as its importance as a medium of communication with the rest of

the world.

1.2.6 Teaching English asa Foreign Languagein Cyprus
Given the importance of English in many facets of the Greek Cypriot way of life,
Cyprus has developed a long tradition in the teaching and learning of the English

language. In fact, TEFL takes place in all four levels of public and private education.

Despite the popularity of English and the large number of individuals engaged in
promoting English in Cyprus, higher levels of competency in the language are rarely
achieved (Pavlou, 2010) for two reasons: a) there is no real communication between

primary, secondary and higher levels of education or between private and state sectors
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with regard to TEFL curriculum or methodology issues (Cyprus Report, 2011) and b)
English is often taught by people without proper qualifications (ibid). This creates
negative perceptions of EFL teachers who are often regarded as lacking ‘influence,

status and power’ (Johnston, 1997: 702), while their work is wrongly considered as
‘generic and with no subjespecific knowledge of its own’ (Creese, 2005:5). These

perceptions are evident in my local context in a private HE institution in Cyprus.

1.2.7 Sketching my local HE TEFL context

There is an implicit misconceived view in much of HE around the world that the
tertiary level teacher, of any discipline, is rarely expected to have, or to need, any
explicit preparation for te&ing (Ramsden, 1992), and that ‘knowledge of the subject
matter is sufficient for proficient teachihgibid: 88). With regard to TEFL,
Pennington (1992) reports that most HE EFL teachers are viewed as subject
specialists with little or no received pedagogical knowledge and are not highly
regarded as researchers even within the TEFL field itself. Both TEFL (the teaching of
English in a non-English speaking environment) and Teaching English as a Second
Language (hereafter, TESL) (the teaching of English in an English speaking
environment) are often wrongly conceptualised as a general skill that any English-
speaking (native or non-native) teacher possesses intuitively (Arkoudis, 2003; Creese
and Leung, 2003). My local context reflects the global trends in HE and in TEFL
which indicate that the TEFL/TESL field is in crisis (Nunan, 2001; Mann 2005). The

above concerns are succinctly expressed in the words of David Nunan (2003):

The most important issue facing the ESL/EFL profession is the
‘deprofessionalisation’ of what we do. Individuals who see English as a

commodity to be exploited for their own personal gain, who set up schools
largely to rip off students, education departments and governments unwilling
to put resources into ELT in the form of appropriate training, curricula and
materials etc. and bringing our profession into disrepute [sic]. Ironically, these
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trends are partly a result in [sic] the global explosion in demand for English
language teaching.

(Nunan, 2003, Interview ESL Mini Conference)

This view of the TEFL field and the EFL tertiary teacher filters into the thinking of
administrators in my local comte resulting in negative perceptions of EFL
professionals. The institutional culture at my university is one in which EFL teachers
are regarded as merely ‘delivering support and facilitation’ (Creese, 2005) to students

who must become competent in English in order to be able to take other courses
within their mgor field of study. Although the EFL teachers in my department offer
language support to approximatel9®) students, they are regarded as ‘second-class
citizens’ (Pennington, 1992). Pennington(1992) argues that ‘the fact that ELT does

not fit easily within the confines of academic departments and institutions has,
therefore, in many cases, led to its marginalisation within academic practice and

scholarship’ (p.2).

It is an unfortunate paradox that despite the requirement for all students to be
competent in English, there are mowves ‘de-emphasise’ EFL teaching at the
university. For example, interventions by the administration have led to the removal
of a key course from the EFL curriculum against the wishes of Eidstteachers,
causing serious gaps in the scaffolding of English learning. Moreover, students are
often (mis)placed in EFL courses/levels where they cannot function as they lack the
required proficiency. These (mis)placements occur without the EFL teachers
knowledge or against their professional judgment. As a result, our work as EFL

i i inali voices’ are not heard.
rofessionals is marginalised and ¢ t heard

My motivation to conduct this study on the impact of GRP on HE TEFL in Cyprus

stems from an awareness of, and a reaction to, the above factors that constrain the
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work and status of HE EFL educators and a desire to bring change to the current
situation both in my local setting and the wider HE EFL context in Cyprus. | am
convinced that as EFL professionals we can and should inquire into the ‘what’, ‘how’

and ‘why’ of our teaching contexts in an attempt to make TEFL a reflective process

which entails learning benefits for teachers and students alike.

1.3 Purpose of the study

The purpose of thigualitative ‘action inquiry’ (hereafter, Al) study (Tripp, 2003;
Torbert et al., 2004) was to investigate how a process of ongoing GRP influenced the
views and beliefs of five HE EFL teachers (hereafter, the teachers) at a private
university in Cyprus regarding their teaching persona and their overall practice. For a
period of 13 weeks, | observed and guided the activitieghdnstudy, ‘noticing
acutely’ (Evered and Louis, 2001: 387) and recording the learning that was unfolding

in the study. In terms of this research, | had the roles of researcher, colleague and
participant observer (Silverman, 2000). The last of these allowed me to develop a
familiarity with the social and cultural milieu of the study and a nuanced
understanding of the participants by being holistically immersed in the context in
which they lived and operated. As a participant observer, | was a member of the group
being studied, yet I was ‘interested more in observing than in participating, as [my]
participation [wasla given, since [I was] a member of the group’ (Kawilich, 2005:

103). As a researcher | aimed to collect data while keeping participants aware of my
observation activities. Howevel, was more keen on maintaining a ‘peripheral
membership role’ (Adler and Aldler, 1994) and being what Kawilich (2005) calls an

‘observer as participant’, placing my emphasis on ‘participating as a means for
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conducting better observation and, hence, generating more complete understanding of

the group's activities’ (p. 104).

The knowledge acquired in the research was subsequently deliberated on and was
used to provide reflective ‘training’ in the form of a professional development
(hereafter, PD) seminar to a larger group of HE EFL teachers from various
universities in Cyprus. However, the focus of the current thesis is on the filiertéac
developmental 13 week journey during which they were supported and empowered to

rigorously and systematically apply reflection in their EFL practice.

Overall, the study aims to show that RP and RT are not processes conducted in
isolation; instead, they involve collaboration (Kemmis and McTaggart, 1982; Burns,
1999) and the input of others who would provide different perspectives of situations
encountered in the classroom or in the wider EFL context. In addition, by excavating
and articulating EFL knowledge through RP, the study aspires to enrich the TEFL
knowledge base and make its own contribution towards strengthening the professional
image of TEFL. The study aims to achieve this by challenging others both inside and
outside the TEFL field to reconsider long-held assumptions regarding EFL teaching

and the professionals who teach it.

1.4 Resear ch questions

The underlying question behind the present study is the following:

‘What is the impact of an ongoing GR¥bcess on HE TEFL in Cyprus?’ More

specifically, the study sought to answer the following research questions (hereafter,

RQs):

RQ1: What are the effects of the GRP process on HE EFL teachers?
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RQ2: How do the HE EFL teachers evaluate the effects of the GRP process on a) the

‘self and b) on practice?

RQ3: What type of intervention will enable HE EFL teachers in Cyprus to adopt the

processes of RP?

1.5 Significance of the study

The significance of the study lies in the fact that it proposes an alternative approach
and a positive framework within which HE EFL teachers can engage in a reflective
enquiry of their practice with others. Reflection and RP offer numerous possibilities
for growth and development to practising HE EFL teachers who aim to investigate
their practice and bring about change in their professional contexts through individual
and collaborative initiatives. The study proposes that a systematic implementation of

RP and GRP can have practical and positive benefits for HE TEFL in Cyprus.

1.6 Summary

Teachers can play a major role in the development of thinking skills in their learners
through reflection. Before embarking, however, on a systematic development of their
learners’ intellectual capacities, teachers themselves must receive adequate education,

and exposure to reflective practices. Countries like Cyprus face the problem of having
teachers who are not trained in the teaching of thinking and reflective skifls. Th
objectives of both the pedagogy and content areas do not stress the development of
teacher reflection. The same situation applies in the HE TEFL field in Cyprus. It is
against this background that | aimed to investigate the impact of GRP on HE TEFL in

Cyprus.
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1.7 Outline of thethesis

This thesis consists of six chapters. Chapter 1 provides an introduction to the research
issue under investigation. Chapter 2 reviews the related literature in order to offer
support for the study and inform the research methodology. Chapter 3 discusses my
philosophical paradigm and the design of the study. Chapter 4 presents, analyses, and
discusses the results of the data from the study. In light of the research questions
Chapter 5 discusses the conclusions and implications of the study. Chapter 6
summarises the contribution and limitations of the study and provides

recommendations for future research.
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CHAPTER 2: LITERATURE REVIEW

2.1 Introduction

In this chapter | review relevant literature in an attempt to provide a basis for

understanding the issue under investigation, and locate my study within a wider
theoretical framework. First, | analyse reflection through a philosophical discussion
and a delineation of prominent typologies which inform the concept. Secondly, in line
with the reflective spirit, | offer a critique of RP by examining concerns surrounding

the theory and practice of the concept. | then focus on critical reflection (hereafter,
CR) by discussing the centrality of emotions and relations in CR and critical

constructivism. Next, based on this theoretical bricolage (Kincheloe, 2084gmine

the role of CR in ELT. Finally, | provide a review of recent work in the TEFL field, in

an attempt to position the study within the relevant methodological literature.

2.2 The Nature of reflection: Historical and philosophical foundations

Reflection is not a new idea, nor is it an uncontested one. It is rather a complex notion
entailing variable meanings which only exacerbate the lack of clarity surrounding its
use. In fact, Fook, White and Gardner (2006) argu€ ih@atnot possible or helpful to
delineate and differentiate the separate meanings’ (p. 17). While realising the
difficulty regarding sucla task, | nevertheless attempt to explore the many facets of
reflection in the hope of arriving at a conceptualisation that would allow a new take

on the term and its application in TEFL.

The history of reflection has its roots with Plato and other great thinkers like Aristotle
in Greece, Confucius in China and the Buddha in India whose wisdom was grounded

in their ability to propose new ways of thinking based on reflective ideas (Houston,
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1988). In education, the roots of contemporary thought on reflection can be traced to
the seminal writings of education psychologist John Dewey (1933) and philosopher
Donald Schon (1983).1 illuminate the first part of the discussion on the nature of

reflection with an analysis of Dew®yand Schon’s constructs of reflection.

2.2.1 Dewey

Deweydistinguished reflective thought from random ‘stream of consciousness’ which

is thought that we experience on an ongoing basis. He defined reflection in broad

terms as ‘active, persistent, and careful consideration of any belief or supposed form

of knowledge in the light of the grounds that support it and the further conclusions to

which it tends’ (Dewey, 1933: 9). Dewey’s seminal work ‘How We Think’ (1910,

1933) set the ground for person-centred models of learning by characterising

reflection as ‘disciplined, conscious, explicit and critical thought which contributes to

the intellectual and moral development of thas@n’ (Roberts, 1998: 48). For

Dewey, reflective thought is triggered when we are confronted by perplexity or

surprise which interrupts the normal flow of our regular activity. Reflection, then,

follows in a number of thinking phases during which one searches or inquires to find
material that would resolve a pre-existing doubt. More specifically, the five phases of

Dewey’s reflective cycle are:

1. Experiencing a feeling of discrepancy, in thought in feeling, (added
emphasis by theéhesis’ author) as a result of mismatches between the ends we
seek and the means we have available, or between our beliefs and incidents
occurring in practice;

2. Deliberately observing and intellectualising the difficulty or perplexity that
has been experienced in order to resolvBugpending judgment in order to

determine the nature of the problem is crucial in this phase.
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3. Cultivating alternative suggestions to solve the difficulty at hand;
4. Elaborating on the implications of the various suggestions and selecting

the most appropriate one that would resolve the original difficulty;
5. Testing our theory in order to confirm it, and eventually adopt it as

personal knowledge.

(Dewey, 1933: 199-209)

Reflection for Dewey is a special kind of thought that leads us to the study and
resolution of problems experienced in practice in a deliberate and purposeful way. It
is a process of excavating knowledge from within that can lead to transformation of
‘self” and practice.

The function of reflective thought is, therefore, to transform a situation in

which there is experienced obscurity, doubt, conflict, disturbance of some sort,

into a situation that is clear, coherent, settled and harmonious.

(Dewey, 1933: 100-101)

As the originator of the progressive movement in education, Dewey rejected rote
learning and emphasised that teachers should become lifelong students of teaching,
thoughtful about educational theory and how it translates into everyday practice.
Dewey (1962) criticised TE for its emphasis on developing teachers as technicians,
trained to perform routine tasks rather than really think about what they do and how
they can improve their performance. Dewey’s critique of TE practices is unfortunately
still relevant in teaching and HE today, as we are still expgnigithe ‘technification
of teaching’ (Apple, 1987 Brockbank and McGill, 2007) with teachers functioning as
governable rather than autonomous professionals (Gray, 2007) in an ‘audit society’
run by managerialism, informationalism and globalisation (Frost, 2010). Despite,
however, these pressures to conform, there are also voices in the field that recognise

the need for teachers to act as agents of change (Fullan 2001; Sachs, 2003; Day and
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Sachs, 2004). Teachers can mobilise themselves to counteract regulatory mechanisms
and standards regimes by reinstating trust and reciprocity in collective action and in
their social relations, and by challenging others to reflect and rethink about what

underpins teacher professionalism and identity (Sachs, 2003).

In Dewey’s construct, reflection in practice implies that one should be able to develop

the qualities ofopen-mindedness, responsibility and wholeheartedness (added
emphasis by the thesis’ author) for decisions and actions (Dewey, 1933; Ross, 1990).
‘Open-mindedness’ means recognising that there are multiple ways to view events
and being flexible to reconsider other viewpoints while letting go of the need to be
right (Webb, 1995). ‘Open-mindedness’ also creates the possibility for inquiry that is
prompted by doubt or perplexity (Dewey, 1933) and leads to questioning and further
thinking and learning.In addition, ‘open-mindedness’ may take the form of
introspection, a kind of self-observation (Bergsgaard and Ellis, 2002) through which
one can gain insights into one’s own thinking and actions, strengths and weaknesses.
‘Responsibility’ is another quality that fosters reflection. Responsible teachers, as
Zeichner and Liston acknowledge (1996), reflect carefully about the consequences of
their actions. Finallywholeheartedness in education shows one’s ‘willingness’ to
commit to reflection and take socially responsible decisions and actions (Littky and
Grabelle, 2004). Willingness also implies having an open heart and acknowledges the
importance of care and mindfulness (Nagdj 1984) in a teacher’s life. These three
ingredients of reflection can create the space for teachers to confidently venture into

analysing their practice and taking responsibility for their actions.
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The process of reflection, of being analytical and introspective about the everyday
practice of teaching, was considered by Dewey to be an absolute prerequisite for
effective teaching. Dewey exhorted teachers to engage in the creative, experimental
and problem-solving opportunities available in their teaching contexts in order to
reflect both on their actions and their consequences. Much of Dewey’s well-thought-

out philosophy applies to HE settings today. In an HE context, teachers and adult
learners can, and, should be encouraged to view learning as a shared activity where
‘the teacher is the learner, and the learner is, without knowing it, the teacher’ (Dewey,

1916: 160).

2.2.2 Schon

Schon (1987) extended Dewey’s definition of reflection by observing how
practitioners think in action and advocated that learning is dependent upon the
integration of experience with reflection. AccordingSichon (1983, 1987), the stage

is set for reflection when ‘knowing-in-action’ is activated and used to accomplish an
activity or deal with an issue in practic&knowing-n-action is defined as the kind of
tacit knowledge experienced professionals draw from when performing their work
spontaneously. This kind of knowing is at the heart of \8hhbn termed ‘reflection-
in-action’. It is what teachers and other professionals employ when carrying out
routine actions without taking time out to question them. With reference to the
temporal dimension of reflectior§chon has identified two modes: ‘reflection-in-

action’ and ‘reflection-on-action’.

According toSchon (1983) ‘reflectionin-action encompasses the tacit thinking that
accompanies ‘doing’, but may often remain unverbalised (Clark and Yinger, 1979).

Schon identifies ‘reflection-in-action’ as a kind of real-time reframing of a situation
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ard views practitioners as specialists who can think about something while doing it
and ‘improvise’ accordingly.Schon considered ‘reflection-in-action’ as the essence of
expertise and the desirable goal of professional education. ‘Reflection-on-action’, on

the other hand, is an intellectual activity that entails practitioners’ thoughtful
consideration and retrospective (after the event) analysis of their performance in order
to gain knowledge from experience. Russell and Munby (1992) succinctly describe
‘reflection-on-action’ as the ‘systematic and deliberate thinking back over one’s

actions’ (p.3), a process that requires verbalisation and can serve as a corrective
measure to a practitioner’s ‘overlearning’ (Schon, 1983). In other words, practitioners

can use reflection as a tool to unearth and question tacit understandings that have been
internalised and accumulated ovene (thus ‘overlearned’). Through reflection they

can articulate and describe the knowing of actions and feelings they spontaneously

employ in practice.

Despite assertions that reflection can only be ‘a carefully planned set of activities’
requiring time after the event (Hoover, 1994:84xhon (1983) stressed the
importance ofreflectingin-actiori. He professed that as it is while in action that a
professional becomes a researcher in the context of practice, freed from established
theory and techniques and able to construct a new theory to fit the unique situation
through an ‘online’ (Kottkamp, 1990) modification of the action. Nonetheless, both
‘reflectionin-action and ‘reflection-on-actioh form the core of Schon’s
epistemology of RPSchon’s notion of the reflective practitioner was well received at

a time when TE and research were in need of models that would counteract the
technical and competency based strategies of the 1970s (Rose, 19%hdoIRP

was a reaction against an instrumental notion of teaching where the teacher is merely
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viewed as a ‘technician’ in the learning process, implementing others’ knowledge in

practice.

2.3 Ddlineating reflection

Dewey’s and Schon’s conceptions of reflection inspired various scholars to further
delineate its meaning. Thus, connected to Dewey’s and Schon’s seminal work are

various typologies of reflection. In this section, | do not discuss these typologies in
detail. Instead| highlight the salient features of these conceptual models (see Figure
1) and provide a final table summary (see Table 1). Then, due to the vastness of
perspectives, | selectively define those types of reflection that furnish a basis for
operationalising key concepts involved in the study and expand on certain nuances of
the terms that are important for the study. Finally, | reflect on my stance on the
typologies presented in this section and supply a critique of RP for further

problematisation.

2.3.1 Typologies and levels

Different conceptions and typologies of reflection exist and continue to emerge across
various disciplines and professional groups. On the one hand, this shows the constant
interest in the multifaceted and evolving nature of RP. On the other hand, such
interest may also underlinghie demand to develop ‘better’ (i.e. more thoughtful,
reflexive, and critical) models that would render the reflective process more robust. It
is beyond the scope of the current thesis to discuss in detail all of these conceptual
models. Instead, | highlight the salient featuresclef/en (Zeichner and Liston’s

model and traditions are counted as one) typologies in an attempt to illuminate the

many facets of reflection and enhance the understanding of the term (see Figure 1).
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0TheVan Manen model (1977)

0The Boud et al. model (1985): reworking Dewey’s five phases of reflection int
three;_emphasis on emotions

©)
@)

Technical rationality

reflection on classroom competency (behaviours and skills) and effectiv
demonstrated by measurable outcomes;

preoccupation on achieving curriculum objectives without questioning
worth or value;

applied when choices are made ‘in accordance with the principles of
technological progress economy, efficiency and effectiveness’ (Van Manen,
1977: 226);

an essential aspect at the initial stage of teacher development (Lo, 2002

Practical reflection

aims at clarifying assumptions that underlie means, goals and outcor
teaching;
the teacher assesses the consequences of her actions (Zeichner anc

1987) based on personal experience and with personal bias.

Critical reflection

concerned with the wider socio-historical and politico-cultural context
teaching;

teacher uses moral and ethical criteria in an open-minded way to a
personal actions and the worth of knowledge to students without distorti
personal bias;

teaching and learning seen as a process of ‘establishing communication and
common understandings’ (Van Manen, 1977: 226) with others.

Pedagogical thoughtfulness and tacanother level of reflectivity

entails a perceptiveness and insight on the part of teachers to instantly in]
the psychological and social significance of events in teaching a
pedagogical understanding and feeling for the right action.
embodies the ‘existential qualities and virtues of being a teacher (Van Ms
1995: 48)

returning to experiencethat is to say recalling or detailing salient events;
attending to (or connecting with) feelings — this has two aspects. using
helpful feelings and removing or containing obstructive ones (added
emphasis by the thesis’ author);
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o

¢ The Grimmett et al., model (1990)

¢ The Killion and Todnem model (1991) — adding toSchon’s temporal dimension
with ‘reflection for action’

o

¢ The Day model (1993) — Reflection as a continuum

(@]

(@]

evaluating experience this involves re-examining experience in the light
one's intent and existing knowledge etc. It also involves integrating thig
knowledge into one's conceptual framework. (ibid: 26-31).

Deliberative reflection

aids the teacher in choosing from alternative views and practices of teacl
knowledge about teaching is dependent on context and is used to infor
not direct practice;
situations in practice are examined from several philosophical and pré
perspectives before a decision is made on a course of action.

Dialectical reflection (comparable ¥an Manen’s CR)

being involved in a process of transformation and reconstruction of pr
within a framework of caring, equality, social justice and emancipation;
guestioning moral and ethical issues of teaching and planning instr
without personal bias while caring about knowledge that is useful to stud
constant questioning and dialectic between thought and action, theol
practice (Pedretti, 1996) can lead to change in praxis;

deconstructing conventional practices presupposes a shift in teacher
values and feelings about teaching and learning.

‘we undertake reflection, not so much to revisit the past or to become aware g
the metacognitive process one is experiencing (both noble reasg
themselves) but to guide future action (the more practical purpose)’ (Killion
and Todnem, 1991:15);

proactive in nature while being the desired outcome of refleati@ttion and
reflection-on-action;
teachers can plan for future action by using the knowledge that resulteg
what happened ‘in action’ (during class) and what they reflected ‘on action’
(after class).

planning and acting (P1): focusing reflection on behaviour and class
actions;
observation (P2): reflecting on reasons for actions based on current theg
teaching;
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o reflection (P3): examining the ethical, moral and social consequenc
practices and theories.

¢ The Hatton and Smith model (1995)

o descriptive reflection: an intellectual process during which the ‘problem’ — any
‘puzzling, or troubling, or interesting phenomenon the individual is trying to
deal with (Schon, 1983:50) is identified and becomes the matter fq
description without providing reasons;

o dialogic reflection: an exploratory process where teachers step back

events and actions and examine ‘why’ things happen in a dialogue with the
self.

On CR:

For Hatton and Smith, CR also entails a metacognitive ability to an
events, an ability that requires time, knowledge and experience to de
Also, for Hatton and Smith (1995) the descriptive, dialogic and critical f
are all types of reflection-on-action whereas reflectivaction encompasse
the ability to apply all the other forms appropriately in an unfolding situg
in practice.

0 The Zeichner and Liston model (1996) — Reflection about action

Thinking beyond the need to improve instructional techniques by considerin
locating the consequences of one’s actions in broader social and cultural conte
More specifically, this entails the following:

o examining, framing, and attempting to solve dilemmas of classroom prac

o being aware of and questioning the assumptions and values one br
teaching;

o being attentive to the institutional and cultural contexts in which one teac

o taking part in curriculum development and being involved in school ch
efforts and;

o taking responsibility for ogis own PD.

Seeing it from a wider perspective, Zeichner and Liston (1996) @evide a
framework of five traditions within which teachers can reflect:

o academic tradition reflecting about the subject matter and how the latt
represented in order to promote student understanding;

o social efficiency tradition- reflecting on whether their practice matches
research (the theory);

o developmentalist tradition reflecting about the students, their thinking, th
interests, and their developmental growth;
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o

(@]

social-reconstructionist tradition- viewing reflection as a political a
through which they can contribute to a more just and humane society;
generic tradition- reflecting in a general way, without focusing on spec
criteria of evaluating the quality of reflection or problematising on
institutional or social contexts.

¢ The Wellington and Austin model (1996) — setting learning within the context
reflecting on teacher values and beliefs about education.

o

the immediate orientation: reflecting on immediate tasks at hand, but do
in a shallow way;

the transpersonal orientation: developing the inner ‘self” and the relationship
between the internal and the external world of the individual.

0The Valli mode (1997) — what mainly differentiates Valli’s five levels of
reflectivity is ‘personalistic refleddn’.

Personalistic reflection

involves thinking about the person holisticaliyd about the learners’
affective needs;

focuses on feelings and emotions and on recognising their importance
teaching and learning process;

teacher reflection on own personal growth and on improving relation
with their students;

empathising with learners and striving for their development as whole pe

Technical reflection

involves matching one’s own performance to external guidelines;

centres on general instruction and management behaviours based on 1
of teaching.

0The Jay and Johnson model (2002)

Comparative reflection

involves thinking about a matter from multiple perspectives and tryin
‘reframe’ (Schon, 1983) it while questioning beliefs and assumptions;
presupposes having an open mind and heart (Dewey, 1933) in order to
to consider situations from others’ perspectives, a process which illuminates
limitations of one’s own thinking.

On ‘descriptive reflection

Of importance is that for Jay and Johnson, the ‘problem’ under reflective
investigation may be of intellectual or emotional nature, for our fee
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inform our ways of behaving (Coldron and Smith, 1999
On CR:

should involve the inequities of the broader context of schooling;

o teachers can reflect ahe ‘status quo’ but also work towards creating what
should be, based on their values, thus becoming agents of change;

o dialogue plays a central role in facilitating teachers’ reflective progression to
the so called ‘higher’ levels.

¢ The Pollard model (2008) — seven characteristics of reflection

o an active concern with aims, consequences and technical efficiency;

o an application in a cyclical process of what teachers monitor, evaluat
revise in their own practice;

o evidence-based classroom enquiry, i.e. reviewing relevant literature, coll
data and taking decisions;

o application of judgment in reflectiom-action and reflection-on-action that
based on enquiry and research;

o attitudes of open-mindedness, responsibility and wholeheartedness;
(Dewey, 1933);

o professional learning that is enhanced diglogue and collaboration with
others in the same institution or in other organisations beyond the schoo

o teachers acting as mediators of externally developed frameworks for te
and learning;within this role, reflective teachers’ appreciative systems are
the basis on which judgments are made on whether to accept or
externally developed ide&sdded emphasis by the thesis’ author).

Figure 1: Typologies of reflection

The above conceptual models vary in their levels of prescription, explanation,
criticality and focus, with some describing more the retrospective or anticipatory
nature of reflection, and others its use as an introspective or dialogical tool.
Presenting the salient features of these models in a list form is not to suggest that RP
is a mechanical process. On the contrary, it is a way to portray the richness of
reflection in a succinct way and propose that the multiple perspectives add fiexibilit

to the concept, making it adjustalbedifferent contexts or needs.
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The various typologies are also presented in a table (see Table 1) in an attempt to
provide a visual representation of the main features of each nfixled.evident in

both Figure 1 and Table 1, certain types of reflection are part of more than one model,
while others form new elements or extensions of previous ones. Also, with regard to
both Figure 1 and Table 1, neither the chronological sequence in which the various
typologies are presented nor the selected focus on certain types in the table implies
that any particular type is any more significant than the other. The types of reflection
highlighted in bold in the table are simply the ones that are particularly relevant to the
present studyA table showing the impact of the various types of reflection on
participants(‘self” and practice) as they werased in the study’s instruments can be

found in Appendix 1.
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M odél

Types of reflection

Van
Manen,
1977

technical
rationality

practical

critical

pedagogical
tact

Boud et
al., 1985

returning
to
experience

attending to
feelings

re-evaluating
experience
& feelings

Grimmett
et al., 1990

technical

deliberative

dialectical

Killion &
Todnem,
1991

reflection
for action

Day, 1993

P1
planning
& action

P2
observation

P3 reflection

Hatton &
Smith,
1995

technical

reflect-ON-
action
critical

reflect-
IN-action

descriptive

Dialogic

Zeichner
& Liston,
1996 AND

reflection
about
action

Zeichner
& Liston

traditions
1996

academic

social
efficiency

social
reconstructive

developmentalist

generic

Wellington
& Austin,
1996

technical

deliberative

dialectic

immediate

transpersonaj

Valli, 1997

technical

critical

deliberative

reflection
IN and
ON
action

personalistic

Jay&
Johnson,
2002

critical

descriptive:
intellectual
&
emotional

comparative
(multiple
per spectives)

Pollard,
2008

technical
efficiency

self-
monitoring

evidence

based enquiry|

reflection
IN & ON

attitudes

dialogue &
collaboration

appreciative
systems

Table 1: Typologies of reflection
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2.3.2 Facets of reflection

In my view, continued growth in reflective thinking entails deepening knowledge on
various facets of reflection. Although scholars differ on the hierarchical nature of
reflective thinking, | posit that there is significant agreement on some modes of
reflection. The types of reflection highlighted in Section 2.3.2.1 below are of great
relevance to the present work as they were learned, deliberated on and appleed by th
teachers in the studfchon’s ‘reflection on action’ and ‘reflection in action’ were

also used by participants but are not included in this section as they were discussed in

detail in Section 2.2.2.

2.3.2.1 Highlighting facets of reflection in the study

Despite the lack of consensus regarding the multifaceted nature of reflection, the
literature provided the researcher with a rich and comprehensive account of the
various types and dimensions of reflection. The types of reflection which were used in

the study are hereby highlighted and defined:

Technical reflection (Valli, 1997volves matching one’s own performance (skills,

strategies) to external guidelines and predetermined goals and focuses on general
instruction and management behaviours based on research of teaching. Practical
reflection (Van Manen, 1977; Zeichner and Liston, 1987) involves clarifying
assumptions that underlie means, goals and outcomes in teaching as well as assessing
one’s consequences of actions based on personal experience and with personal bias.

More specifically, in the study, practical reflection entailed the meaning of focusing

on ‘improving actions in a particular course or clagddcAlpine and Weston, 2002:

60). Reflection for action (Killion and Todnem, 1991) involves forward planning

which guides future action, the more practical purpose of reflection. Descriptive
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reflection (Hatton and Smith, 1995) involves describing a situation or problem.

Deliberative reflection (Grimmett, MacKinnon, Erickson, and Riecken, 1990;

Wellington and Austin, 1996; Valli, 1997; Jay and Johnson, 2002) involves
examining the practices of teaching from several philosophical and practical

perspectives before a decision is made on a course of action and taking into account

alternative points of view. Comparative reflection (Jay and Johnson, 2002) resembles
deliberative reflection, yet differs from it in that it also entails a questioningo$

beliefs and feelings.

Recognising the importance of emotions, Jay and Johnson (2002) argue that in the
case of descriptive reflectiothe ‘problem’ under reflective investigation may be of
intellectual or emotional nature, for ‘our feelings inform our ways of heving’
(Coldron and Smith, 1999: 2). In my view reflection on emotions can be
multidimensional in itself encompassing four sub-aspects: 1) attending to or
connecting with feelings (using helpful feelings and containing obstructive ones)
(Boud, Keogh and Walker, 1985)) reflecting intentlyon students’ academic and

developmental growth (i.e. the developmentalist tradition of reflection, Zeichner and

Liston, 1996), 3)_personalistic reflection (Valli, 1997) whifbcuses on one’s
personal growth, listening to one’s inner voice as well as others’, thinking about the
person holistically and abothe learners’ affective needs and attending to improving
relationships with one’s students and 4) developii@ewey’s (1933) attitudes of
open-mindedness, responsibility and wholeheartedness (Pollard, 2008) which are
crucial pre-requisites to buildindjalogic reflection first with the ‘self’ (Hatton and

Smith, 1995) but most importantly with others.
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Nuances of reflection such dglogue and collabor ation andappr eciative systems
(Pollard, 2008) which to my mind represent ways that can make RP a process of
empowerment for teachers are further elaborated in Sections 2.3.2.2 and 2.3.2.3 as
they are highly relevant for the present study. Fin&R,(Van Manen, 1977; Hatton

and Smith, 1995; Valli, 1997; Jay and Johnson, 2002), often considered as the highest
form of reflectivity, involves the questioning of moral, ethical and political issues
related directly and indirectly to teaching practices and the wider context (i.e.

reflection about action, Zeichner and Liston, 1996). In CR, values such as equality,

emancipation, caring, and justice are assessed in regard to curriculum planning and
teaching. A more expanded deliberation on CR which entails a new take on the term

is found in Section 2.4.

2.3.2.2 Nuances of reflection: dialogue and collaboration

Although reflection can be a solitary process, it can be greatly enhanced by
communication, collaboratioand dialogue with others. In Pollard’s (2008) model,
collaboration through dialogue refers to dialogue with specific individuals in school,
across staff groups as well as with individuals, organisations and agencies beyond the
school. According to Pollard, dialogue with colleagues enhances RT, professional
learning and personal fulihent, three integral aspects of the ‘intelligent school’
(MacGilchrist, Myers and Reed004) which takes into account teachers’ and
students’ voices. In addition, dialogue is an essential feature of CR. An expanded

discussion of the value of collaboration through dialogue can be found in 2.4.1.2.
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2.3.2.3 Reflection and appreciative systems

Appreciative systems are the personal and practical theories through which teachers
perceive their world Schon, 1987; Zeichher andliston, 1996). An ‘appreciative

system’ is the ‘set of values, preferences, and norms in terms of which teachers make

sense of practice situations, formulate goals and directions for action, and determine
what constitutes acceptable professional conduct’ (Schon, 1987: 33). Handal and
Lauvas (1987) state that it is the interaction between personal experiences, transmitted
knowledge and core values that forms a teacher’s practical theory or appreciative

system. Thus, the meaning teachers attribute to a particular experience depends on the
individual’s feelings, values, ‘received knowledge’ (Wallace, 1991) and personal
experiences. For practising teachers, this received knowledge may be anything from
exchanging information with colleagues about lessons to writing school reports. |
short, it can be any practical experience to which teachers can relate, thus enriching
knowledge of practice. When teachers engage in a process of action and reflection
and on that action, these appreciative systems (beliefs, assumptions, values,
knowledge) about learning, students and schools are constantly re-examined in the

context of practice.

2.3.3 Reflecting on the typologies— My stance

From my standpoint, the above typologies and traditions clearly show that teachers
cannot focus their reflections only on what transpires in the classroom or on their
subject matter. According toeichner and Liston (1996), ‘reflective teaching entails a
recognition, examination, and rumination over the implca of one’s beliefs,
experiences, attitudes, knowledge, and values as well as the opportunities and

constraints provided by the social conditions in which ¢hehtr works’ (p. 20). This
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reflects my belief that traditional ways of thinking about practice can be reframed if
one remains open and flexible to reconsider existing practices by incorporating
various aspects of reflection in teaching. | concur with Valli (1997) who maintains
that ‘the various approaches [to reflection] should be used in combination with each

other [becauselaeh balances the others’ deficits’ (p. 81).

It is open to debate whether one approach to reflection might be more suitable than
another depending on the issue or needs at hand. This is in accordance with Hatton
and Smith (1995) who view reflection as a primarily developmental process during
which a professional may opt to engage in a different form of reflection depending on
the circumstances of practice. Like Hatton and Smith, | posit that teachers can move
from technical to descriptive to critical levels of reflection developing their ability to
provide reasons for their actions, especially if they have the facilitative support of a

mentor at their initial steps.

Moreover, according to Day (1993) most teachers operate at P1 (planning and acting)
and less at P2 and P3 (observation and reflection, respectively) levels of reflection.
Day further argues that if any changes occur as a result of reflection, tzespes
mainly take place at the first stage. In more recent deliberations on reflection (Day,
National Quality Forum Support Link: 1-5, undated), Day points out that not all
teachers are at a stage of readiness to engage in all these types of reflective
orientations and levels. While we need to acknowledge this, it is important that
teachers exhibit the willingness to engage in the continuum of RP throughout their
career lives. One way of keeping reflection ‘alive’ in practice is through dialogue with

peers. | concur, therefore, with Day (1993) who suggests that reflection is an

analytical process that requires dialogue with others as the dialogical dimension of
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learning can only emerge from the process of confrontation and reconstruction of

knowledge with others.

Althoughl share Jay and Johnson’s (2002) view of reflection as an ‘evolving concept’

(p.84) and a process in which dialogue plays a central role (ibid), | also acknowledge
their concern for those who do not engage in discussion, due to personal preference or
circumstances. In such cases, one neetspect an individual’s beliefs, preferences

or context limitations and allow space and time for reflection to materialise when

more conducive circumstances for reflection appear.

Most importantly, | share Boudt al.’s (1985) conviction that reflection involves
attending to and connecting with one’s feelings as well as with others’. A decade after

the study by Boud et al., in her longitudinal study with experienced practicing
teachers in Vermont, Stanley (1999) found emotions to be so influential and important
that they either prevented or stimulated the formal process of reflection. Stanley’s

work clearly showed that reflection is both a cognitive and affective process which
takes time and practice to develop and plays a vital role in one’s personal and
professional growth. Similarly, Valli’s (1997) personalistic reflection set the ground

for teachers who want to pursue @iktic development of the ‘self’ recognising the
central role emotions play in the ability to reflect on their teaching and on their

persona.

The idea of a holistic approach to learning has its roots in Dewey’s explanations of
learning, which are simitato Roger’s (1980) humanistic ‘wholeperson’ learning

approach. According to McManus (2008), Dewey (1896) had described learning as
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‘organic and environmentally embedded’ (p. 3). Organic learning engages the whole
person, ‘involving emotions, values, experience, daily practice and intellect’
(McManus, 2008: 7). McManus (2008) argues that reflecting on emotion is central to
an individual’s capacity for development. | maintain that learning results from
reflecting on how all these elements interact. If as individuals (and employees) we
were encouraged to reflect on both our mental and emotional models, we would be
more aware of how we feel in our jobs, ‘but also how and why [we] want to share,

and more genelly how [we] want to cooperate’ (Baets, 2006:88

In sum, | argue that reflectiviearning is also relational as it ‘cannot be separated

from practice and the social relations that make it legitimate’ (McManus, 2008: 7).
Reflecting on the emotional and human aspect of learning entails both the individual
and the collective levels. The latter has implications on the learning that takes place at
the organisational level as such reflective awareness may entail the potential for
individuals to align their personal goals with those of the organisation, a process
which can prove to be gratifying for the individual and beneficial to the organisation,

and result in more positive relationships.

Currently, significant advancements in neuroscience (Goswami, 2006) provide
scientific evidence that emotion cannot be separated from (rational) thought. Despite
this evidence, many models of reflection exclude or downgrade aspects of learning
that are not considered cognitive (Demasio, 2003). Nevertheless, the importance of
emotions as sources of informatiericommentaries’ — (Archer, 2010) in evaluating
situations as well as their role in organisational decision making is considered crucial
(McManus, 2008). Based on these findings, it can be argued that cultivating a greater

awareness of emotions and paying attention to the information they convey to us
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would enhance the process and impact of reflection in teaching. In my opinion, if

teachers aspire to lagents of change, they need to critically reflect on both the ‘self’

and the larger social context in which they operate. They need to continually evaluate
the consequences of not only their thoughts and actions but most importantly of their

emotions.

2.3.4 Critiquing reflective practice - The other side

Over the last three decades RP has become one of the defining features of competence
in professional practice and a key approach in the fields of continuing professional
development (hereafter, CPD), WBL and lifelong learning (Eby, 2000; Bradbury,
Frost, Kilminster and Zukas, 200However, the popularity and allure surrounding

RP is only one side of the phenomenon. The other side of RP entails critiques of its
theory and practice which shed light on certain concerns and help formulate a more
balanced and comprehensive view of the concept. In line with the reflective spirit |
adopted for the study, | venture to hereby articulate four critiques of RP in the hope
that considering them could open up the possibilities for productive dialogue around

the concept.

e Lack of clarity

The discussion and delineation of typologies in the previous sections indicates that
reflection entails multiple and sometimes contradictory meanings and facets. Different
scholars have framed RP and its applications in various manners, emphasising certain
dimensions of the theory while ignoring others. Thus, RP may range from anything
like solitary introspection to engaging in critical dialogue with others. Similarly, i
practice, the theory of RP is applied in many ways within various contexts, something

that adds to the confusion around the term. As a result, there is a lack of clarity and
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consensus regarding the theory and actual practice and effectiveness of the concept. In
my opinion, having competing perspectives and models on RP is not problematic
Professional practice and education are likely to benefit from the richness of RP
models which render the concept more flexible as long as practitioners learn to use it
selectively, purposefully and systematically (Finlay, 2008) within their contexts. What

is of more importance is that practitioners and educators could aim to reduce the
ambiguity on RP by making it more concrete. Walsh (2011) argues that RP can
become less elusive and less general if we aim to make it more data-led and data-

based and enable it through dialogue, interaction and collaboration.

e The individualistic nature of RP
A second critique of RP has to do with its individualistic &inekrnal’ nature which
fails to take into account the views ‘others’ or the context in which individuals
work. ‘Definitions of reflection (which are often implicit) focus on the individual’s
internal thought processes and responsibility for their actioRsadbury et al,
2010:3) rather than on the wider, social context of one’s practice. The process of self-
awareness and dde understanding one’s context as a result of individual reflection
is certainly of great value. Focusing on internal thought processes through reflection
can help an individual arrive at a reconsideration and improvement of existing
practices and/or personal dispositions. It also emphasises the importance of starting an
investigation from one’s experience (Reinharz, 1992) and the need to acknowledge
the insider’s (emic) perspective in the construction of academic realities. However,
the ‘danger’ in an individualistic type of reflective investigation lies with the
possibility of becoming engrossed with the process of reflecting solelynen
beliefs and practice without extendiitginto one’s institutional or wider context. In

contrast, when RP becomes a dialogic construct, awareness and understandings of
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practice and context are enhanced because they are shared in critical conversations
with others who can provide alternative insights. Current research (Bradbury et al.,
2010; Mann and Walsh, 2011) highlights the need for practitioners, educators,
academics and researchers to revisit the ideas of reflection and RP by adopting a more
critical approach that would allow them to go beyond restricted and individualistic
versions of the two notions. In my opinion, personal reflection is necessary but it
should be used as a springboard for establishing dialogical connections with the
community where reflection occurs. Effective reflection and practice should be a

matter of both the individual and social contexts

There are also concerns that the individualistic nature of RP could demotivate or
‘paralyze’ one from action Iif it is a solitary activity which focuses on identifying the
negatives of practice. In such a case, RP can lead to feelings of self-disapproval and
self+ejection (Quinn, 2000). ‘And if an individual understands the word ‘critical’ to

mean ‘negative’, they can end up in an unduly negative frame of mind’ (Finlay,
2008:1). Instead, teachers and practitioners need to be guided and supported in
understanding that reflection can be cultivated (Allwright, 2005; Hoover, 1994) as a

learned activity that can help them see things through a different, more positive lens.

e The absence of emotions

A third critigue of RP points to whether educators and practitioners follow and apply
RP models in a mechanical and instrumental way without engaging emotions or
critical analysis (Boud and Walker, 1998; Loughran, 2000). Research (Bradbury et al.,
2010) criticises contemporary reflection for its lack of regardierembodiment of
learning’ (Boud, 2010) that can result through the acknowledgment of emotion in

practice.Boud argues that RP can be regarded as a practice and a way of thinking
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about professional practice that practitioners ‘enact with their whole person’ (p. 29)
involving thoughts and emotions. With regard to teaching, emotions are a neglected
area of inquiry (Bradbury et al., 2010) and one in which reflection and RP can
contribute greatly if they are used sensibly as an emotionally liberating and not
controlling way in an appreciative environment (Cooperrider, Whitney and Stavros,
2003). An emancipatory view of reflection and RP (Fook, 2010) could actually free
and empower teachers and practitioners to initiate and pursue their own PD in
collaboration with others (Bradbury et al., 2010). Creating conditions for learning
through critical reflective dialogue can shift teachers to a paradigm that transcends
traditional and instrumental understandings of knowledge into one where there is

potential for holistic and transformational experiences.

e The institutional side

A fourth critique of RP questions its compulsory inclusion (Boud and Walker, 1998)
as an institutional requirement (Walsh, 2011) in TE programmes, portraying it as a set
of checklists and standardised procedures to be assessed. RP skills are very important
and ‘in very few cases does there appear to be any recognition that [they] need to be
taught and developed quite explicitly’ (Cornford, 2002: 227). However, RP
encompasses a lot more than lists of skilMan Lier’s (2000) proposed notion of
‘ecological affordance’ with its emphasis on learning through social processes and
relationships between learners and their environments gives a new dimensian to RP
The ‘ecological’ side to reflection would mean that RP is not an ‘instructional
delivery system’ (p. 259) to be acquired, imposed or assddsut rather a tool for
process-oriented thinking that does not pertain solely to the brain. InL\MaR
ecological approach to learning, an individual acquiring the skills of RP would be

‘immersed in an environment of potential meanings’ (ibid: 246). These meanings are
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not bits and pieces of information that the brain would need to accumulata, but
holistic capacity that the learner can develop gradually as‘afite and interacts
within and with this environment’ (ibid). In my opinion, RP can and should be taugh

in PS and IS TE settings a holistic and ‘ecological’ way. Although the multifaceted

nature of RP may appear to be a drawback, it can also work to its advantage as
practitioners can tailor it to specific contexts and to specific individuals and
professional identities without making it an institutional requirement. Teacher
educators and mentosbould take into account teachers’ developmental readiness

while adopting a flexible and open-minded approach in promoting and facilitating RP

as a tool for PD.

In short, it is promising that some aspects of RP are being questioned and alternative
conceptions of RP are being promoted (Boud, 2010) as this enriches the debate
around the concept. Reflective models, however, which take into account the context,
people’s emotions and personalities and have a collaborative and dialogical

orientation can only enhance the emancipatory dimension of RP.

2.3.5 Conclusion

Investigating the multifaceted nature of reflection through a literature discussion on
the breadth and richness of various typologies illuminates the concept in terms of the
moment (before, during, after action) it occurs, its levels (content) and the various
traditions within which it can take place. Reflection can range from delibgratid
reconsidering one’s instructional procedures in a given lesson to being a distinct
ideological framework and stance a teacher can adopt towards her practice in her
social context. A relational approach to reflection, however, which takes into

consickration teachers’ emotions, can enhance a person’s awareness of ‘core

43



qualities’ (Ofman, 2000 Korthagen, 2004) and interdependence with her
environment. A more expanded analysis of relational and core reflection is found in
Section 2.4.3.1. Perhaps everorm significant is the proposition that teaches’
capacity for growth and development can be realised if it is facilitated by indisidual

who foster CRwithout being ‘critical’ of others.

2.4 The “Critical’ in reflection, in emotions and in constructivism

Professionals and practitioners often experience discomfort at the term ‘critical’
mistaking it for negative or destructive criticism (Facione and Facione, 2007; Glaister,
2008) for‘inadequacies’ or difficulties encountered in practice. In the HE context, the

term ‘critical’ is often used in association with thinking, implying that ‘critical
thinking’ is a fundamental activity, at least in universities in the west (Hilsdon, 2007).
However, as Barnett (1997) warns, critical thinking is a rather narrow concept which
promotes a ‘mechanistic skills approach’, and does not cultivate the kind of criticality

or awareness that would allow individuals to develop their own personal and social
epistemology by challenging the ‘status quo’. According to Barnett (1997), ‘critical
beings’ are ‘critical persons [who] are more than just critical thinkers as what makes
them critical is their ability to critically engage with the world and with themselves as
well as with knowledgép.1)’. I concur with Barnett (1997) that the narrow concept

of critical thinking in HE can be replaced with théder notion of ‘critical being’ as

the latter represents an existentialist approach to life, encompassing thinking, self-

reflection and action.

Moreover, | maintain that the notion of critical being can also be a positive one,
entailing personal and social transformation through a process of critical self-

reflection and dialogue with others that would make individuals feel good about
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themselves. The term ‘critical’, as it IS used in the study, entails an empowering
potential as it refers to ‘open-minded, reflective approaches that take account of
different perspectives, experiences and assumptions’ (Glaister, 2008: 8) in a non-
judgmental and positive context. The following sections exathingrm “critical’ in
reflection, in emotions and in constructivism in teaching from a humanistic

perspective which can potentiate transformation.

2.4.1 Critical reflection

The terms reflection, RP and CR are often used interchangeably in the literature
because they are so intertwined (Redmond, 2004). Some scholars, however,
(Reynolds, 1998; Caterrall, 2002) argue that it is important to differentiate between
them so that proper emphasis is given to the emancipatory potential of CR (Fook
2010). In her contemporary eeticulation of the term ‘critical’ in CR, Fook (2010)

argues for the need to understand and reflect on how the individual connects to the
social context and ‘in particular what this means for changed practices within
organisations’ (p. 38). Fook does not see the ‘personal’ and ‘social’ as two different

realms, but as ‘simply different perspectives’ (ibid: 50). However, she considers the
need to recognise and validate individuals’ personal experience as a prerequisite to
effecting ‘broadercollective/social changes’ (ibid) through CR. Personal experience is

a microcosm of the social, and the latter ‘cannot be meaningfully understood except

through the prism of personal experience’ (ibid). Fook argues for an integrated
understanding of CR which takes into account the individual as an agent of change
constructing a sense of self and identity, and does so in response to her social world

and workplace environment.

45



From my perspective, such a re-worked theory of CR would involve the recognition
and incorporation of the role of emotion as an integral part of experience. In my
view, in the politics of what Fook (2010) calls personal experience, the personal
meaning individuals make of the political conditions in an organisation is integrally
related to how individuals feel at the workplace. Critical reflective learning, Fook
argues, can be enhanced from a better understanding of how negative and positive
emotions at the workplace ‘contribute to the making of professional identities and
professionapractice’ (p. 49). This revisited form of CR sets the ground for reflective
teachers who feel free, empowered and motivated to pursue their personal vision
while collectively developing their own practice theories in organisational contexts
that allow them not only to voice but also apply their new understandings by being

‘agents of organisational action’ (Argyris and Schon, 1996: xxii).

2.4.1.1 Critical reflection in teaching

In the realm of teaching, CR is vital as through it we can examine how assumptions
about power restrict practice (Brookfield, 1995) and proceed to make changes in the
ways we work and in the ways we relate to others. The complexity of being a teacher
in the 2F' century is increasingly acknowledged as a process that involves ‘the person
intellectually, socially, morally, emotionally and aesthetically’ (Beattie, 1995; Fullan,

2003; Day and Gu, 2010). It is also a process of thinking and learning about all the
intricate variables that make up the tapestry of practice througheathar’s carcer
(Fullan, Bennett and Rolheiser-Bennett, 1989; Day, 1999). According to Brookfield
(1995), learning from this ‘tapestry’ calls for practising teachers to take a critical

stance by viewing teaching through four lenses:
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a) First lens: one’s autobiographical experiences as a learner and teacher;

b) Second lens: students’ perceptions of teachers;

c) Third lens: colleagues’ reflections on one’s work and

d) Fourth lens: reading about educational literature related to our practice.
First, reflecting back on our own autobiographies as learners enables us to empathise
with others (Richardson, 1992), namely our students, whereas investigating our
autobiographies as teachers through personal reflection makes us aware of the
paradigmatic assumptions that govern our practice. Secondly, seeing ourselves
through the eyes of our learners can challenge us to examine power relationships in
the classroom as well as evaluate the effectiveness of our teaching. Third, inviting our
colleagues to observe what we do, and engaging in critical conversations with them
place us outside th&elf-confirming cycle’ (Brookfield: 1995: 28) of practice and
helps us see what we do from a different perspective. Fourth, reading and using
theoretical literature related to our teaching sheds new light on the way we understand
and interpret our experiences as we realise that they do not exist in a vacuum, but
instead have a name and place within the theoretical world of practice. In the case of
busy IS teachers, however, the fourth lens, although equally important, may often be

perceived as too formal and academic to relate to the reality of the classroom.

In summary, the core of the critical reflective process lies in the ability and the
willingness to reframe our assumptions and ‘view’ our practice through these four
reflective lenses. According to (Gebhard, 2008hen we adopt an exploratory
approach to practiceve ‘can see our teaching differently, including our beliefs about
teaching and learning’ (p. 3). For this to happen, however, an individual needs to have

the humilityto ‘start from a base of ignorance’ (Fanselow, as quoted in Gebhard and
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Oprandy, 1999). If as teachers and researchers we start from a humble awareness of
‘self, we can subject our understanding of social reality to the scrutiny of others
without feeling disempoweretlhold that CR on the self can be the starting point to a
reflective process of deconstruction, re-construction and co-construction of

knowledge in dialogue with others.

2.4.1.2 Dialoguein critical reflection

The Greek devation of the word ‘dialogue’ — dialogos §idloyoc) — suggests,
according to Bohm (1996) a deeper meaning than what may be surmised at first
glance. In Greek, ‘logos’ means ‘the word’ or the ‘meaning of the word’ and the

prefix ‘dia’ means ‘through’ and not ‘two’ — dyo (©vo). Therefore, a dialogue can take
place not just between two people but among any number of people. At the same
time, Bohm underlines the importance ah internal dialogue with the ‘self.
Although the latter is vital, it may not lead to the kind of learning that results from
connecting with others, as new understanding comes not only ‘through us, [but also]

between us’ (Bohm, 1996: 6).

Of great significance for the presenitidy, is Bohm’s differentiation between the

terms ‘dialogue’ and ‘discussion’. For Bohm, discussion means to break things up. In

a discussion, people bat ideas back and forth in an effort to ‘win’ an argument with

one party often claiming to be the ‘expert in interaction with another who may nobe’
(Brockbank and McGill, 2006: 45). Although the speaker may be conveying
important information, the mode of interaction and communication in a discussion is

‘primarily one way’ (ibid, p. 46).

In contrast, the spirit of dialogue is totally different. According to Bohm (1996), true

dialogue is a process where no one is trying to ‘win’. In a dialogue, there is no attempt
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to make one’s particular view prevail because the parties involved are not opponents

battling their points of view against each other but parties who try to arrive at a new
and shared meaning with each other. True dialogue, Bohm (1996) argues, is a process
where ‘meaning is not static — it is flowing’ (p. 40). And if there is a flow of meaning

in the whole group, everyone stands to gain from this dialogical process. The creation
of a shared flow of meaning in a dialogue leads to ‘connected knowing’ (Belenky,

Clinchy, Goldberger, and Tarule, 1986; Tarule, @)98hich ‘relies on relationship as

one enters meaningful conversations that connee’s ideas with another’s and

establish ‘rapport’ (Belenky et al., 1986: 277).

Dialogue in education has been explored by Freire (1970) who equates it with the
practice of freedom. Like Bohm, Freire differentiated dialogue from discussion. Freire
defined dialogue as ‘the encounter between men, mediated by the world, in order to

name the world’ (Freire, 1970: 69). Freire advocated that people should be free to
speak their word and through dialogue with others, name the world and transform it.
Namingone’s experience and placing that voiced experience in context is the essence

of dialogue. Moreover, Freire characterises dialogue as a kind of speech that is
humble, open and focused on collaborative learning. It is a kind of communication
that can awaken consciousness and prepare people for collective action. In this sense,
dialogue is an existentialist necessity that takes place collaboratively and a continuous
learning process through which humans become more human. For Freire, dialogue in
educationis at the epicentre of the pedagogical process, and learning takes place
through debate of sociopolitical realities that surround a given teaching context.
Dialogue is thusften synonymous with ‘praxis’ or with ‘reflection and action upon

the world to tranfrm it’ (Freire, 1986: 36).
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In my judgment, the value of engaging in inner dialogue with ‘sa#f’ in one’s
personal reflective space (Clutterbuck, 1998) should be acknowledged and not
underestimated. However, at the satinee, the process of CR is further enhanced
when dialoguing with others. For, it is in the external dialogue with another or others
that reflection has a transformatory potential. In a group or in a dyadic reflective
space more perspectives are provided and through a shared appreciation of meanings,
a participatory consciousness (Bohm, 1996) is possible, which is not limited to one
person’s insights. More importantly, if everyone participates and reflects on the
assumptions in the group, without feeling the need to defend individual assumptions,
then a respectful climate of ‘critical acceptance’ (Fook, Ryan and Hawkins, 2000:

231) is created in which ‘it is safe to challenge old ideas and try new ones’ (ibid: 16).
Transformation through CR is possible because when everyone is open-minded and
willing to suspend judgment (Dewey, 1910) in order to listen to others, a context of

‘connected knowing’ is created.

As utopian or idealistic as it may sound, this reflects my view that learning is not only
an individualistic but a social phenomenon. It is enabled when there is respect and
trust among those who partake in the reflective process, and when the feelings of
those involved in dialogic reflection are valued. This interconnected approach to CR
that takes into account the persomadsvhole’ creates an opportunity to re-examine

the role of emotions in learning and how individuals relate to each other. It is a
relational view of reflective learning that is not bound by context but rather views
context as not ‘something that pre-exists practice but rather something that is effected
though practices(Edwards and Milles, 2007: 8). | argue that when these reflective

practices are of a positive relational nature, the possibilities for growth and
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development are great. Research on positive relationships considers how the quality
of work relationships impacts the quality and experience of work (Dutton and
Sonenshein, 2009 leading to ‘flourishing’ — ‘the optimal range of human
functioning” — (Keyes, 2002) during which individuals experience goodness,

compassion and other positive emotions in their interactions at the workplace.

2.4.2 Emotionsin critical reflection

Freire (1990) acknowledged the importance of the relational nature of learning. Freire
believed that knowledge is produced through interaction, maintaining that [we]
‘cannot think authentically unless others think. [We] cannot think for others, or
without others’ (p. 58). For Freire (1990) any efficient educational progreashould

first and foremost reflect the aspirations of its people. In my view, however,

aspirations go hand in hand with emotions.

Unfortunately, the role of emotion in learning and in HE literature remains ‘largely
unexamined and certainly undervalued’ (Ingleton, 1999: 1). In discussing six
intellectual traditions which inform the meaning of CR, Van Woerkom (2008) points
out that CR has been primarily portrayed as a cognitive process of examining beliefs,
values and actions. It is mainly depicted as a rational and mental process that takes
place in phases or logical steps one could follow in order to arrive at a new learning of
a situation, moving from diagnosing a problem to ‘formulating and testing hypotheses

(Van Woerkom, 2008: 7). Reflective models that contain steps and phases can be
useful when learning to reflect, especially in the case of novice practitioners.
However, CR is not a linear process and many attempts to operationalise it (Kompf,
Dworet, Bond, Dworet and Boak, 1996) have failed because they portray learning

solely in a rational or cognitive way.
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In reality, learning that results from reflective transformation does not follow an exact
sequence of phases. On the contrary, critical reflective learning entails emotions, an
intangible and important, yet, neglected component in learning and teaching
(Hargreaves, 1998; Zembylas, 2003; Brockbank and McGill, 2@06&pnnor (2008)
asserts thatalthough emotions are at the epicentre of teachers’ work, the intangible
emotionaland empathic qualities which make a ‘good teacher’ from the viewpoint of

the students cannot be measurgpl117). For this reason, emotions are often
‘considered worthless’ by policymakers (Constanti and Gibbs, 2004: 247). In
addition, Demetriou and Wilson (2008) argue tlkathers themselves often ‘ignore

or underestimate the emotional component of teaching to the detriment of both
teaching and learning’ (p. 940). Despitahe difficulty in ‘capturing the emotional
components of learning for researphrposes’ (Ingleton, 1999: 1) and the scant
regard ‘given to feeling and emotional aspects of teaching and learning’ (Demetriou

and Wilson, 2008: 938), balancing the act of reflection on both affect and cognition is

of paramount importance for effective teaching and learning.

Emotions have been proven to be catalysts for reflection (Arnold, 1999; Swan and
Bailey, 2004) as they can spark the process and lead to higher-level learning simply
because people who experience events learn better when there is emotional rather than
intellectual involvement. Taylor (2001) and Weiss (2001) argue that higher-level
learning results from linking feelings with reason suggesting that reflective thinking is
both a rational and intuitive process, which potentiates positive change. | concur with
both Taylor (2001) and Weiss (2000) who suggest that learning does not take place
when there is an absence of emotional involvement and arousal. In fact, emotions
have been proven to be the energising drivers behind attention, reflection and learning

and can either obstruct or facilitate learninghereas cognition acts, affect energises,
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so that the understanding of another’s feelings, for example, may be motivated by our

own affectiveresponses to them’ (Demetriou and Wilson, 2008: 938).

As | see it, learning is not only emotional but also relational and interactive. People
learn better when they reflect in dialogue with others (Marsick and Watkins, 1990;
Ellstrom, 2001). Raelin (2002) argues that dialogue and feedback are necessary if
reflection is to improve because through dialogue we can see alternative viewpoints
and ways of handling situations. We can also receive feedback on actions that we
initially may have (mis)perceived to be correct through our own lenses of reality. In
order to activate a flow of constructive feedback in reflective dialogue, howi\ier,

essential that we acknowledge the presence of emotions.

Freire identifies six prerequisites for an effective dialoglesre’, ‘humility’, ‘faith in
humankind’, ‘trust’, ‘hope’ and ‘critical thinking’ (Avoseh, 2005). In my opinion, the

first five are primarily emotional in nature. Although critical thinking is, according to
(Avoseh, 2005)a necessary condition for dialogue’ involving ‘a thorough analysis of
reality and the means teansform it’ (p. 378), the other five requirements are equally
important. These five elements fall very much in the realm of relational theory which
brings to the forefront the idea that people learn in relation to each other (Belenky et

al., 1997; Miller and Stiver, 1997) and are particularly relevant for the present study.

Throughout my teaching career, | have always understood that relationships are
central to the quality of work we do without being aware that my espoused beliefs
have a place in the literature under the umbrella term of relational theory and practice.
Relational theory suggests five components that are essential for a learning process
that is mutually empowering: zest, action, knowledge, worth and desire for more

connection. According to Miller and Stiver (1997), the sense of mutuality that exists
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between those involved in relational interactions is a powerful force that increases the
energy, feelings of self-worth and the desire for more connection with others. Based
on this, through such relational and reflective exchanges, new knowledge and
understandings can be created and new options made possible because of a feeling of
being heard. It would seem that the concept of reflective practitioners who can
function as non-judgmental (Mann, 2002) reflective Speakers and reflective
Understanders (Brockbank and McGill, 20@¥entral in relational practice and sets

the ground for reflective cooperative developimen

2.4.2.1 Developing reflective practitioner s through cooper ation

Cooperative development (hereafter, CD) draws on the ideas of Carl Rogers (1969;
1983) of non-judgmental understanding a®chon’s (1983; 1987) notion of the
reflective practitioner. Rogers (1951) argued thét major barrier to mutual
interpersonal communication is our very natural tendency to judge, to evaluate, to
approve or disapprowuée statement of the other person, or the other group’ (p. 28). In
contrast, CD espouses respect, empathy and sincerity as important values for a healthy
dialogue. Reflective practitioners within CD can rework and reconstruct their thinking
and future experience at the individual and group levels if they operate in a supportive
and understanding environment. Participants in reflective CD aim at developing
intellectual growth through a better understanding and articulation of their own

experience with others.

According to Edge (2002), in order to arrive at new understandings, CD reflective
practitionersengage in a process of moving between talk and ‘reflecting on action’ as
a way of making sense of action. In experiential learning, where knowledge is the

transformation of experience, talk is an essential bridge between privately (individual)
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constructed meanings and social (group) influences (Kolb, 1984). Although in a CD
environment the emphasis may principally be on the individual self-development,
articulating one’s teaching and professional concerns through reflection with others

(peer development) can make the process collaborative and dialogic. And in a context
of dialogic reflection there is more potential for extended reflective talk and peer

contributions (Mann and Copland, 2010).

In the CD reflective process, practitioners assume the roles of Speaker and
Understander interchangeably in an attempt to articulate reflection in a dialogue on
practice. In an internal dialogue with the self, a reflective articulation of knowledge
and practice would result from an interaction between received and experiential
knowledge (Wallace, 1991). In an external dialogue with others, multiple views and
perspectives are unearthed that hawe been ‘seen’ before. This reflective CD
interaction relies on equal status between the Speaker and the Understander(s)
because CD is ‘meant for use between peers (whether teachers or trainers), where

status is not an issue’ (Edge, 1992: 89) and where colleagues have no vested interest

in changing the views of others.

2.4.2.1.1 Thereflective Speaker facilitator

In exploring facilitation in HE, Brockbank and McGill (2007) argue that facilitation
‘can be used to encourage reflective learning, through reflective dialogue’ (p. 206).

The authors maintain that traditional approaches to learning in HE have ignored the
personal nature of learning and the fact that ‘people learn through relationships’
(Salmon, 1980: 5), buto understand a particular mode of learning...we shall need to
appreciate the system of relationships to which it owes its expression’ (Radley, 1980:

36). Learners are educated by mutual relationships, and relationship feeds and
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promotes critical reflective learning through dialogue with othéBalogue is

making knowledge in conversation’ (Goldberger, 1996: 280).

The benefits of facilitative methods were established more than three decades ago
(Abercrombie, 1984) and the role of the facilitator was deemed crucial in promoting
facilitation with peers in her context. In present times, Brockbank and McGill (2007)
identify four characteristics of the role and identity of the facilitator:
e to clarify the purposes of the individuals and the general purposes of the group
and implement those that are desired and meaningful for them;

e to make available a range of resources for learning araflbgible resource
person to the group;

e torespond to feelings and emotions of the individualsin the group, giving
the emphasis that is needed for each individual in the group;

e to recognise and accept her own limitations and take the initiative in sharing
feelings and thoughts in appropriate ways.

(Brockbank and McGill, 2007: 210)

| posit that in promoting reflective and intentional dialogue, the facilitator needs to be
aware of her personal stance and limitations as well as of the emotional and power
dynamics that are often ‘hidden’ in group dynamics and interactions. The facilitator

should be skilful in Socratic questioning that highlights ‘errors’ without pointing them

out. Moreover, the facilitator should encourage peers to voice their understandings,
while building solid and safe relationships of trust and genuine dialogue. In doing so,
an effective facilitator models reflective communication, while relinquishing ‘power’

and enables listening and understanding, challenge and feedback to take place in an
environment of respect. In such a group environment, the facilitator actually becomes
a co-facilitator of learning, realising that the construction of knowledge and
innovation occurs in productive reflection with others (Boud, 2010).
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As a Speaker (Edge, 2002), the reflective facilitator is responsible for bringing to the
group a focus or a topic for discussion and exploration even if the topic is not very
clear. The Speaker-facilitator articulates ideas, and develops thoughts on a topic of
interest. The others in the group act as Understanders who enable the Speaker to
explore an idea by showing empathy (i.e. seeing through the Speaker’s eyes). This is a
necessary prerequisite for reflection and articulation to take place. For Edge (1992),
the ‘purpose of the talk is to help the Speaker decide on just what action would aid the
Speaker’s own potential development’ (p. 13). It is important, therefore, that the
Speaker/facilitatr’s purposes and views are respected and accepted without judgment

by the Understander or Understanders.

2.4.2.1.2 Thereflective Under stander (s) facilitator ()

Reflection in CD is like a ‘mirror’ where the Understander gives back what the
Speaker has said. The Understander(s) listen(s) actively and give back versions of
what the Speaker says in a non-judgmental way. Therefore, the process of reflection is
not mechanical, but empathetic, thoughtful and seleetig€warm, human mirror’

(Edge, 1992: 29). The reflective Understander(s) need to show honesty, empathy and
respect towards the Speaker, so that the latter can feel comfortable, supported and
valued to articulate her ideas and reflections and in time move to action. Getting the
reflection ‘right’ every time Speaker and Understander(s) interact is not an easy task.
However, as long as the Speaker knows that the Understander(s) genuinés/ashow
willingness to understand, then the process of reflective listening and articulation can

be sustained.
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The terms ‘Speaker’ and ‘Understander’ may connote relationships with a power
differential. In other words, when someone speaks and others listen and understand, it
is implied thatthe Speaker has the ‘expert’s’ role and the Understanders are there to

‘receive’ the learning. At the outset of the study, and with no real language for the
relationships with participants and/or my role, | began to refer to these relationships
by using terms such as ‘training of the mind’ or ‘mentoring’. Conversely, as discussed

in the next section, reflective mentoring is not, nor does it have to be, as the term

implies, a one-way process.

2.4.2.2 Mentoring in critical reflection
According to Brockbank and McGill (2006), definitions of mentoring are often used
without clarifying the philosophy behind the approach taken. At the beginning of th
study, driven as | was by my desire to provide emotional support to the teachers,
Beyene, Anglin, Sanchez, and Ballo2002) definition of mentoring made sense to
me:
We defined mentoring as a process whereby two people are engaged in a
mutually beneficial relationship. A mentqorovides emotional support,
information, and advice; shares values; facilitates access to key networks;
motivates; is a role model; protects; and provides the type of interactions that
allow for transfer of knowledge and skills.
(Beyene et al, 2002: 90)
Gradually | realised that while in their definition Beyene et al. (2002) claim mutuality,
they really reveal a process in which the mentor gives and the mentee receives. Yet
more recent definitionsiefine mentoring as ‘a relationship between two people with
learning and development as its purpose’ (Megginson and Garvey, 2004: 2). My

interest in learning through developing relationships and my decision to focus on

cultivating reflection through relational practice was based on my wish to avoid the
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limited notion that mentoring is a one-way process with the mentee as the primary

beneficiary.

Although | acknowledge the three main approaches to mentoring (Brockbank and
McGill, 2006), i.e. functionalist (the approach is hierarchical and the mentoring
purpose is to keep reality unchanged), engagement (the approach is humanistic
resgecting the client’s subjective world but the purpose is to maintain the status quo)

and evolutionary (the approach is person-centred and the purpose is transformation)
mentoring, it is beyond the scope of this thesis to examine all three. Instead, | admit

and explain my preference for evolutionary mentoring.

2.4.2.3 Evolutionary mentoring

Evolutionary mentoring is defined as ‘an agreed activity between mentor and client,
where goals are generated by and for the client, the process is person-centred and the
learning outcomes transformation’ (Brockbank and McGill, 2006: 75). Although
nothing is stated or implied regarding any benefits incurred to the mentor, what is of
significance in the above definition is that mentoring is seen as an agreed endeavour

that would lead to the transformation of the mentee.

Evolutionary mentoring ian alternative discourse that respects the ‘subjective world

of individuals’ (Brockbank and McGill, 2006: 75). Much like constructivist learning,

it is characterised by three elements which allow for the recognition of relationships
in learning: primary empathy, an awareness of feeling and a connectedness to another
(Brockbank and McGill, 2006). According to Brockbank and McGill (2006), primary
empathy in mentoring and coaching entails both the affective and the cognitive

domains of what the mentee is experiencing. Empathyni understanding of the
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world from the other’s point of view, her feelings, experience and behaviour’ (ibid:

187). Most importantly however, true empathy involves communicating that
understanding and awareness of feeling from the mentor to the mentee. The ability to
communicate this empathy through dialogue creates connected knowing among those
involved in a partnership where ‘the mertor suspends judgment’ (ibid: 49) in an
attempt to understand where participants are coming from and what events and
experiences mean to the ‘knowers’ of that experience. The principle of connectedness

is essential to evolutionary mentoring as it involves a consideration of the mentee as a
whole person (thoughts, feelings, dispositions) and entails a holistic stance towards

knowledge and learning.

In untangling my own definition of mentoringam inspired by Hay’s (1995) term of
‘developmental alliance’ as it best describes my weof the ‘mentor’. Hay (1995)

defines ‘developmental alliance’ as ‘a relationship between equals (researcher’s
emphasis) in which one or more of those involved is enabled to increase awareness,
identify alternatives, initiate action, and develop themselves’ (p. 3). It is a process that
benefits both parties and through it tacit knowledge can be made explicit. With regard
to the concept of equality, | argue that it is possible as long as the people involved in
the developmental process view themselves with humility despite differences in
knowledge or expertise and are willing to reflect on things from different
perspectives. Moreover, like Darling (1984), | consider the emotional component and
bond between the developmental pair, and the personal relationship thattis buil
between them to be highly important. Such developmental reflective relationship of

learning entails a personal relationship of trust and authenticity which can grow
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among ‘colleagues who respect each other, and who, over time, become close and

affectionate friends’ (Brockbank and McGill, 2006: 82).

My views on ‘mentoring’ find a place within relational theory as the latter suggests

that people grow via their relationships, and members in reflective dyads or groups
grow and develop through a mutually beneficial process. In my version of
developmental alliance, reflectigpeakers and Understanders are just names or
titles that are interchangeable depending on who assumes the ‘floor’ at one particular
instance during a reflective interaction. | propose that the essence of a mutually
beneficial reflective interaction lies in tharitical’ discourse that should exist among

participants.

My undestanding of “critical’ in reflection is, hence, an oxymoron: The critical aspect

of CR isin fact its ‘acritical’ and non-judgmental nature:Acritically accepting’
(Brockbank and McGill, 2006) does not mean that what participants in a reflective
dialogue say about their view of the world is accepted. It simply means that in
developmental alliancégconnected knowingis cultivated through reflection with the

aim to understand another’s world, and not necessarily to accept it. In a reflective
developmental alliance, judgment is suspended and knowledge is constructed because
there is ‘real talk’ and genuine interactiom which emphasis is placed on ‘active
listening, domination is absent, reciprocity and cooperation are prominent, and
judgment is withheld until one empathically understaanisther’s point of view’
(Mezirow, 2000: 14). Based on this research, it can be argued that teacherd can fee
free to develop those processes of relational and interactional competence (Walsh,
2012) with their peers and mentors that would enhance their learning and eventually

that of their learners.
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2.4.3The‘rdational’ in Critical constructi-on/v-ism

Constructi-on/v-ism, as a theory of learning and knowing has been around for
decades. The idea that we construct our meanings has been deliberated by scholars
and educators in the fields of philosophy, cognitive psychology and science (Dewey,
1933; Vygotsky, 1978; Piaget, 1990), and has led to the birth of many forms of
constructi-on/v-ism. Educational implications of constructi-on/v-ism, however, have
been largely derived from Lev Vygotsky’s (1978) seminal work on the social

dimension of the term.

Although social constructionism and social constructivismence constraizon/v-

ism — have been used interchangeably (Spivey, 1997), Crotty (1998) puts forward an
interesting differentiation between the two terms. Crotty (1998) argues that social
constructivism accentuatéthe meaning-making activity of the individual mind’ (p.

58) suggesting that each individual’s way of making sense of the world is as valid and

as worthy of respect as any other. Social constructionism, on the other hand, focuses
on ‘the collective generation of meaning’ (ibid) and on how culture influences the

way in which we see and feel things. It has also been argued that social constructivism
tends to resist the use of critical spirit in the creation of knowledge, whereas social

constructionism is inclined to foster it (Crotty, 1998).

In my view, social constri-on/v-ism is a term with two equally important facets, rather
like a two-sided coin. In our search of meaning as individuals or researchers, we need
to be flexible and open enough to move reflectively between both sides. On the one
hand, it is crucial that as individuals we reflect on what occurs in our culture and
context and construct knowledge based on our personal understanding

(constructivism). Nevertheless, it is also just as important that we are in a position to
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create knowing through shared production (constructionism). Therefore, it depends on
where the focus of our reflection is placed according to the circumstances and
situational needs. While | am aware of the subtleties between the two terms, for the
purpose of the thesis, | adopt, like Crotty (1998) and Schwandt (2001), the term

‘constructivist’ for both social constructivism and social constructionism.

As a form of social constructivism (Bentley, 2003), critical constructivism is of great
relevance to the study and congruent with my beliefs on how knowledge is produced.
Critical constructivists acknowledge the social construction of knowledge and value
the cultivation of critical communities of inquiry in a democratic social order.
Moreover, critical constructivists are pluralists, valuing multiple perspectives without
people having to deny their different subjectivities (The New London Group, 1996).
They do so while acknowledging that ‘there is no knowledge without a knower’, who

is ‘a living human being’, and ‘a reflexive subject’, ‘conscious of the constant
interaction between humans and their world” and personally participating ‘in all acts

of understanding’(Kincheloe, 2003: 48).

As already seen in the discussion on CR (Section‘2@mmon construction of the

term “critical” is that it often implies negative critique of positions that differ from
one’s own’ (Hosking, 2007: 2). Alternatively, | propose that the tendency to be
critical in a negative way (a human tendency) can be minimised when relations and
emotions are acknowledged in our reflective interactions. Critical relational
constructivism (hereafter, CRC) provides a different perspective and discourse. It
allows the construction of knowledge through a polyphony of voices ‘and
hierarchical ways that recognise and support difter (Hosking, 2007: 27) not by

imposing ‘power over’ people, but instead, by sharing power with others. When
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reflecting with others in CRC, payingtention to others’ emotions in the ‘here and

now’ is vital as there is emphasis on appreciation and openness: ‘openness is key to a

genuine ecounter with other...possible selves, other humans...the world...and
dialogue is crucial for this’ (Falzon, 1998: 38). The point of such reflection is to
promote participation and inclusivity of multiple local realities in different but equal
relations. In such context critical spirit is cultivated in a positive sense as it is ‘a

probing inquisitiveness, a keenness of mind, a zealous dedication to reason, and a

hunger or eagerness for reliable information’ (Facione, 2013: 10).

Currently, the challenge in inquiry and in work that involves change is, as Glaister
(2008) argues, to find an approach which acknowledges the inadequacies and
difficulties of much practice but also values the positive motivation to provide support
for others. | propose that reflection through CRC opens up possibilities of working
appreciatively with others, valuing what is positive rather than focusing on problems
or critiques of individuals and organisations. In fact, such an approach involves a
reflective shift onto an appreciative mindset (Cooperrider and Srivastra, 1987) that
empowers people to imagine new ways of moving on and re-constructing the future

by reflecting on what is ‘good’ in themselves and in their organisation.

Also, the shift to appreciative workings involves relatingn interactive process that
pays attention to how people talk damwhether they listen to others. ‘Care-full
(authors emphasis) questioning and carfedl listening’ (Hosking, 2007: 28) take

place in an ongoing present and aim to facilitate reflective dialogue rather than debate.
This kind of listening is open and appreciative and ifeither ‘self-centred’ nor ‘all
knowing’ (ibid). The shift to appreciatiois a way of recognising that ‘uncertainty

and complexity elicits humility’ (Kincheloe, 2004: 63) and understanding that
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working within a reflective-synthetic domain involves being in the midst of relational
gualities that are always in a state of flux. In such a context, there dsecqoe

grounds for claiming self as superior (e.g., more knowing) or for critique of other’

(Hosking, 2007: 28).

In the realm of RT, CRC practices find their application within the moral orientation

of RT and more specifically in relational reflective teaching. It is beyond the scope of
the thesis to examine in detail the various orientations to reflective teaching that have
appeared in the literature. Instead, | present features of the main three orientations in a
table format (see Table 2) and elaborate on relational reflective teaching as the latter

is relevant to the study.

Orientationsto Reflective Teaching
Technical Interpretive Moral
Deliberative Relational Critical
highly structured| self-reflection on| reflecting on ethic of caring locating teaching
problem solving | social character o| students and in broader, social
actions curriculum and cultural
contexts
teaching different ways of | guided by tacit takesinto
techniques perceiving the conceptions of account others’
world value feelings
conforming more aware of takes into account
standards own perspectives | advice from
others
skills alone concerned with
conduct toward
peers
reflection reduced| reflection esoteric contemporary re-
to technique and articulation of
individualistic critical reflection

Table 2: Orientationsto reflective teaching

65



2.4.3.1 Relational reflective teaching

Consciously, we teach what we know; unconsciously, we teach who we are.

Hamachek (1999: 20)

The relational approach to RT in education involves an ethic-of-caring (Noddings,
1984). According to Noddings, (1984; 2005) for caring relations to exist, the cared-for
needs to acknowledge the caring, and respond in an affirmative manner. Teachers
who engage in relational RT take into account the feelings and desires of their
learners, reflect on them and respond as positively as their values and capacities
allow. However, in doing so, caring teachers do not impose their own values on their
students. Instead, they help learners acquire the knowledge and attitudes needed to
achieve their own educational goals, not those of a pre-established curriculum.
Inherent in relational reflection are values of receptivity, relatedness and
responsiveness (Valli, 1990) between the caring teacher and the ‘cared-for’ student.
Relational teachers care for the affective growth of their learners through moral
interdependence and focus on creating ethical communities where dialogue about

pedagogical and moral issues helps students develop their best selves.

Relational RT is what can resuwhen teachers reach the capacity for ‘presence’ in
teaching (Rodgers arthider Roth, 2006). ‘Presence from the teacher’s point of view

is the experience of bringing one’s whole self to full attention so as to perceive what

is happening in the moment’ (p. 267) while developing the capacity to be non-
judgmental of others (Rogers, 1969). The idea of ‘presence’ is central to the current

work and to thécore reflection’ approach (Korthagen, 2004) which brings teachers
closer to notions of awareness and mindfulness, the ability to consciously pay

attention to one’s thoughts and emotions in the here and now (Jennings, 2011).
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2.4.3.2 A mindful approach to teacher reflection

When pursuing meaningful PD, Korthagen (2004) exhorts teachers to reflect on six
levels: environment, behaviour competencies, beliefs, identity and mission. These
levels are depicted symbolically as six layers of an grifteming Korthagen’s model

of change (see Figure 1).

reflection

beliefs

competencies

behaviour

environment

Figure2: The Onion model for change
(adapted from Korthagen, 2004: 80)

From these six levels, the two outer levels (environment and behaviour) are the only
ones that can be observed by others. An important assumption behind the model is
that the two outer levels can influence the four inner levels (competencies, beliefs,

identity and mission) as shown by the arrow added by the researcher.

Despite acknowledging that reflection on all six levels is important, Korthagen (2004)
particularly stresses the need for teachers to refiece on the two most inner layers

— professional identity and mission — which he calls the ‘core levels’. Inherent in
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teacher identity, the concept of ‘self” (Nias, 1989, Beijard, 1995; Korthagen, 2004) is
crucial for understanding how teachers function, and helping them choose what kind
of teacher they want to be. With regard to the level of mission (a.k.a. as the
‘spirituality level’, ‘the transpersonal level’ or the ‘level of interconnectedess’),
Korthagen (2004) arguehat having a ‘mission’ is ‘about giving meaning to one’s

own existence’ (p. 85). Rdated to these two inndevels of change are ‘people’s
personal qualities such as creativity, trust, care, courage, sensitivity, decisiveness,
spontaneity, commitment, dnflexibility’ (Tickle, 1999 in Korthagen, 2004: 86),
otherwise known aspositive character strengthsr ‘virtues’ (Aspinwall and
Staudinger, 2003). Teachers need to be made aware of the importance of exploring
and developing such qualities in themselves, so that they can cultivate them in their

students, too.

| am convinced that reflection on the core levels of identity and mission is of direct
relevance to teachers’ PD as through core reflection one can connect the inner (a
person’s core qualities and ideals) to the outer (a person’s behaviour and the
environment) layers of the ‘onion’. Through such reflective alignment teachers can
become more awanf the ‘self” and their personal strengths and create the space for
a relational and more fulfilling connection with others (learners and peers). According
to Kabat-Zinn (2003), a deeper awareness ofgbf can also enhance contact with

the outside world and break the cycle of negative interactions with others. Figure 3
indicates that in their journey of reflective development, teachers may first engage in
an inward explorationf the ‘self” before embarking on understanding other aspects

of their practice and context.

68



reflection,

competencies

behaviour

environment

Figure 3: Reflection starting from the core levels

(adapted from Korthagen, 2004:80)

| propose that reflective teacher development (hereafter, TD) can ibefantat the

core levels(mission and identity) of a teacher’s journey of change (see Figure 3).
Figure 3 shows the movement from the inward t® dbtward layers of the onion
(arrow added by the thesis’ author), a process which can positively affect reflection on
the four outer levels. However, before engaging with reflective relational practice, it
is vital that teachers become familiar with the fundamental qualities of core reflection.
| therefore suggest that the core reflection approach can be part of bbEheP8 the

GRP process of IS teachers. | hold that teachers can reach their best potential if they
are guided to first discover their mission and identity while being encouraged to
reflect on the positive possibilities in practice throaghindful approach rather than

focus on problems. Mentors who exercise positive psychology (Korthagen, 2004;

69



Noordewier, Korthagen, and Zwart, 2009) can help teachers discover and reflect on
personal strengths, such as creativity, courage, perseverance, kindness, and fairness
(Seligman, 2002; Park and Peterson, 2088d enact their greatest potential in
teaching. To achieve such an approach mentors need to stay in touch with their own
core qualities so that they can empower and promote a holistic TD where education is
‘confluent’ (Shapiro, 1998), with thinking and feeling flowing together in the learning

process.

Unfortunately, despite calls for the need to reflect on the inner levels, and a recent
surge of interest in the themes of teacher ‘identity’ and ‘self’, the latter remains an
unexplored territory, receiving ‘far less attention in the literature on teaching and

teacher education than the outer levels’ (Korthagen, 2004: 93). To my way of
thinking, the challenge for teachers, mentors and teacher educators is to incorporate
core reflection processes in their practice and sustain them over time so that gradually,
harmony is reached between all levels of the model of change. Becoming aware of the
importance of qualities such as self-worth, love and respect for people and the desire
for knowledge helps us to focus on human development (Stoddard, 1991). | consider
that humanistic TD can be achieved through systematic and collaborative reflection

on the core qualities and appreciative systems of teachers.

2.4.3.3 Conclusion

Reflecting on both cognitive and emotional aspects of practice is of great importance.
Contemporary critically reflective teachers can develop an awareness of themselves in
collaboration with others in professional learning communities (Fullan, 2003) where
they can deliberatively reflect and determine the thinking, values and practices they

desire to develop. In a framewasK critical acceptance’ (Fook and Askeland, 2007)
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a climate of safety minimises anxiety (Ruch, 2005) and maximises learning
opportunities for both teachers and students. But, it cannot happen automatically. It
presupposes that mentors and teachers recognise the importance of developing a
relational perspective on RP which appreciates teacher identity, emotions, and
personal experience and allows people’s core qualities of enthusiasm, care, courage,
determination and creativity to serve as catalysts for positive interactions and

collective actions.

The topic of teacher identity is a complex and difficult one as it is ‘the closest to the
core of what it is to be @erson and a moral agent’ (Johnston, 2003: 99). Recent
thinking portrays teacher identity as ‘fundamentally relational in nature, and thus as
negotiated through language and other forms of sostatattion’ (ibid). In the
topography of ELT, the topic of teacher itieyn‘can be seen as relationalprimarily,
of course, in relation to students, butoals one’s colleagues’ (ibid: 117) and one’s

personal and PD. The next section discusses the role of CR in ELT and development.

2.5 Reflective teaching in English Language Teaching

RP has greatly influenced the whole field of education and the ELT context is no
exception (Farrell, 1999). Following the post method debate in ELT
(Kumaravadivelu, 1994; 2001), RP was enthusiastically embraced by language
teacher educators as an approach that would give more voice and value to teachers
and their knowledge. However, reflective language teaching (hereafter, RLT) was not
a concept without flawne of these ‘flaws’ was its multifaceted nature due to the

fact that it has been influenced by many trends and philosophies. Farrell (2008)
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asserts thdtt has been difficult to reach consensus on a definition of reflection’ (p. 1)

within second language (hereafte?) settings.

Almost two decades ago Richards and Lockhart (1994) defined RLT as an approach
that L2 teachers can use to ‘collect data about teaching, examine their attitudes,

beliefs, assumptions, and teaching practices, and use the information obtained as a
basis for critical reflection’ (p. 1). Pennington (1992: 47) defined RLT as an act of
‘deliberating on experience, and that of mirroring experience’. Contemporary
definitions of RLT distinguish it into a weak (informal) version and a strong
(systematic) version of exploring practice (Farrell, 2007). In its weak form, RLT is
merely thoughtful practice where teachers ‘informally evaluate various aspects of

their profesional expertise’ (Wallace, 1991: 292). Such an informal process does not
lead to improvement in practice and may even cause ‘unpleasant emotions’ since it

does not suggest any ways of moving forward. By contrast, RLT in its strong form, is
a systematic and conscious reflection process on teaching during which teachers take
responsibility for their actions in and out of the classroom (Farrell, 2007) and make
judgments that are ‘equitable, just and respectful of other persons’ (Hatton and Smith,

1995: 35). Based on this research, it seems that defining the multifaceted concept of

RP within ELT (Roberts, 1998) is just as difficaltask as it is outside the ELT field.

Whether reflection constitutes a rigorous, or informal examination of practice,
reflexive inquiry of the ‘self” (Cole and Knowles, 2000), or a structured investigation

of practice (Borg, 2003), | concur with Mann (2005) tR#R is ‘a pre-requisite of
development’ (p. 108) for a language teacher. The reflective approach to TD is

essential for teachers of English who aspire to develop professionally through teacher-
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initiated and teacher-directed ways (Richards and Farrell 2005). Regardless of what
form RLT assumes, it is important that ELT teachers subject their personality,,beliefs

values and practice to a systematic and critical examination and reflection as
engagement with the latter has beé#wwn to have positive effect on teachers’

confidence and sustained development (Prabhu, 2003; Manr), 2004

2.5.1 Critical reflection in ELT

A careful review of the literature on reflection in ELT practice shows that teacher
personality is a ‘missing variable in almost all discussions offlection’ (Akbari,

2007: 193) whil€current reflective models in L2 teacher education lack the necessary
critical dimension’ (ibid). In fact, the definition of CR in ELT is quite loose. Farrell
(2007) observes that some scholars like Richards (1990) simply do not distinguish
between reflection and CR in ELT whereas others (Day, 1993; Pennington, 1995) do
not consider the broader aspect of society in their definitions of CR in language
teaching. In contrast, Brookfield (1995) argues that RLT should be located in its
broader social and cultural context if it is to be regarded critical. Similarly, Bartlett
(1990) maintains that language teachers become critical when they ‘transcend the
technicalities of teaching and think beyond the need to improve instructional

techniqus’ (p. 204).

In my view, what makes reflection critical in ELT is a focus on examining and
unearthing deeper assumptions implicit in practice. According to Cranton (1996),
reflection is critical when it ia process which can ‘lead to some fundamental change

in perspective’ (pp. 79-80) and to transformative learning and action. Moreover, CR
in ELT becomes even more powerful if it assumes a collective focus. In this sense, a

changed awareness results from a group reflecting on dominant assumptions of
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practice. This process leads to a changed practicantfo@porates an individual’s and
a group’s desired values. | argue that the collective focus of critical reflective learning
also necessitates that the emotions and beliefs of the individuals in the group are taken

into serious consideration.

The central role that teacher beliefs and assumptions play in the process of ELT
teacher learning and development is highlighted by many educators (Nespor, 1987;
Wallace, 1991; Pajares, 19RRichards, and Rodgers, 2001; Borg, 2003spired by
Wallace’s (1991) reflective model of professional education and development, |
discussthe role reflection can play in ELT teachers’ previous (existing conceptual
schemata), received (theories and skills) and experidatiatledge (‘knowing-in-
action’) as | consider all three areas to be important components of ELT teacher

identity.

2.5.2 Reflection and prior language learning experiencein ELT

The importance of knowledge, skills and awareness in teaching has been

acknowledged by many scholars (Freeman, 1989; Wallace, 1991; Kennedy, 1993,

Swan, 1993). Teachers, however, are different personalities and bring their own

beliefs, experiences and values to the learning/teaching process. When considering the
interactive nature of teaching,teacher’s personal qualities constitute an important

and humane dimension that goes beyond the traditional view of the teacher as

deliverer of knowledge (Freeman and Johnson, 1998; Farrell, 2007). ELT teachers can
use reflection as a tool to unearth their beliefs, personality, emotions and values, all

important parts of their prior learning experiences.
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2.5.2.1 Teacher beliefs

According to Gebhard and Oprandy, (1999), ELT teachers should engage in reflective
teaching in order ‘to gain awareness of teaching beliefs and practice’ and leamn to ‘see
teaching differently’ (p. 4). Beliefs are an important part of an Etehcher’s prior
language learning experience amd formed early in life as a result of a person’s
education and experience (Johnson, 1994). As a result, beliefs are well established by
the time an individual completes schooling. Whether a belief is held consciously or
unconsciously, it is always accepted as true by the individual, and is ‘imbued with
emotive commitment’ serving as a guide to thought and behaviour’ (Borg, 2001: 186).
Consequently, teacher beliefs are multifaceted constructs that strongly influence both
perception and behaviourhdir filtering effect “ultimately screens, redefines, distorts,

or reshapes subsequent thinking and information processing’ (Pajares, 1992: 324).

Comparing beliefs with knowledge, Nespor (1987) explains that while knowledge is
conscious and often changes, beliefs may be unconsciously held, and are often tacit
and resistant to change. Unless teacher beliefs are deliberately challenged, they may
endure unaltered (Pajares, 1992). Crandall (2000) argues that before teachers can be
expected to change their beliefs, they need to first be avaaee of them. In order to
become aware of their beliefs, teachers must engage continuous process of
personal reflection through which they can understand their own implicit theories and
the way these theories influence their professional practice (Williams and Burden,

1997).

A number of studies have demonstrated that structured reflection has been used as a
means to investigate language teachers’ beliefs, cognitive processes and decision-
making processes (Borg, 2003). Borg’s (2003) extensive review of research on

teacher cognition showed thatchers’ prior language learning experiencésm the
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basis of their initial conceptualisations of L2 teaching during teacher educgtion

88) and subsequently shape their cognitions and instructional decisions (Woods,
1996; Golombek, 1998; Borg, 1999). Richards, Gallo and Renandya (2001) maintain
that changes in teachers’ beliefs bring about changes in teachers’ practices. They

argue that in order to understand how teachers conceptualise and approach their work,
it is necessary to understand the beliefs and principles they operate from. In a large-
scale study involving one hundred and twelve EFL teachers from Southeast Asian
countries, Richards et aR001) showed that reflection on teachers’ beliefs through
self-discovery, trial and error and collaboration can play a central role in TD.
Collaborative reflection with peers can bring about positive change and that change
‘is triggered both by personal factors as well as by the professional contexts in which

teachers work’ (ibid: 1).

2.5.2.2 Teacher personality, emotions and values

Exploring the variables of teacher personality, emotions and values through CR is a
neglected area of inquiry in ELT which warrants further research (Demetriou and
Wilson, 2008 McManus, 2008; O’Connor, 2008; Shoffner, 2009). Although these
three variables are parts of prior language learning experiences (Wallace, 1991), they
are also constantly developed and are influential througheachers’ professional

lives (Borg, 2003). In my view, teachers should continue to engage in reflection while
in the‘received’ and ‘experiential knowledge’ phases of their career (see discussion in

Sections 2.5.ard 2.5.9.

2.5.2.2.1 Teacher personality

Despite the recognition that a teacher’s personality and affective make up can

influence involvement in reflection, there is a lack and disregard for teacher
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personality in the L2 teaching/leargihiterature and research (Jay and Johnson, 2002;
Akbari, 2007). In the field of Second Language Education (hereaftét), She
variable of teacher personality is missing frdmlcussions on TE and development
(Akbari, 2007). Akbari (2007) argues that although L2 teaching/learning literature is
‘sensitive to individual differences among learners and the way they process
information, it has almost turned a blind eye on individual differences among

teachers’ (p. 205)

Teachers’ self-image is shaped by childhood experiences and significant role models
in their lives (Jay andohnson, 2002). Also, ‘behaviour is a function of self-concept,

which makes the latter an essential aspect of teaching and learnéagh’ (Tusin,

1999: 27). According to Akbari (2007Any RP that ignores the ‘self” will not result in

any meaningful change in the way teachers view themselves as educators. Akbari
further asserts thaf teachers’ personality and emotional make up are not taken iot
account, teachers may not become engaged in reflection. It is unfortunate that most
teacher training and education prograes focus on the ‘how’ to reflect rather than

on the ‘what’ to reflect on, leaving the affective domain out of the discussions on
reflection. In my opiniongachteacher’s personality is unique and must be taken into

account when reflecting, as it can influence interactions with others.

2.5.2.2.2 Emotions

According toStanley (1999), ‘reflection is a complex cognitive and affective process
which takes time angractice to develop and integrate into one’s mind, heart and life’
(p. 111). Stanley maintains that emotions can be a catalyst for reflection as they can
either prevent or actually stimulate the process of reflection. She further argues that if

teachers experience blame and negative feelings in their interactions, they may not
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engage in the process of reflection. Jay and Johnson (2002) argue that the affective
dimension of teachers’ lives has been left out of the discussion on reflection, due to a

general misconception that, when provided with training, all teachers respond
emotionally in the same way. | allegieat since we develop a sense of ‘self’ as a

result of interactions and relationships with others, teachers may attempt to engage in
RP all the morewhen these ‘others’ are positive and supportive peers who can aid the

process of self-exploration.

According to Akbari (2007) learning to refleat the ‘self” is both an emotional and
cognitive process, ashis self-reflection is the basis of any positive action towards
selfimprovement” (p. 202). Positive psychology emphasises the importance of
positive traits in individuals. For scholars like Korthagen (2004) and Ofman (2000),
the core qualities of creativity, courage, kindness and fairness are potentially present
in our interactions and can be the focal point of an RP process that would lead to
deeper levels of change. Based on this research, it can be argued that when guided to
reflective awareness and actualisation of these qualities, it is important that ELT
teachers are supported by facilitators/mentors who can help them to connect

emotionally with these inner qualities and values.

2.5.2.2.3Values

There is a wide recognition in general education (Dewey, 1933) and in theoretical and
empirical research (Noddings, 1984; Tom, 1984; Buzzelli and Johnston, 2001) that
ELT is a moral profession imbued with values, beliefs and feelings of all the
stakeholders involved. Much of what teachers do is grounded in values or beliefs
about what is right and good (Johnston, 2003: 10). Research in education defines
valuesas ‘those beliefs held by individuals to which they attach special priority or

worth, and by which they tend to order theirefiv(Hill, 1991, cited in Ling and
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Stephenson, 1998: 3). Unfortunately, very little professional literature has addressed
the value-laden nature of teaching and even more so of ELT (Johnston, 2003). In his
seminal book, ‘Values in English Language Teaching’, Johnston identifies the gap in

literature on values and emotions as follows:

Like any form of teaching, ELT crucially involves relations between people,
and relations, are fundamentally moral in character. The intimate relationship
among who we are, how others see us, and how we treat and are treated by
those others, is above all a question of human values.

(Johnston, 2003: 18)

Johnston (2003) argues that the moral nature of ELT teaching is unique to the field as
‘values in second language teaching are virtually and by definition negotiated across
cultural undaries’ (p. 18). Values are central in all language teaching, but
ambiguities associated with cultural values are especially present in ELT contexts

which are characterised by great student diversity.

When it comes to adult learners, HE ELT teachers are called upon to deal with an
additional moral dimension: the assumption that teaching ‘adult’ learners implies that

the latter are (ideally) in charge of their moral development. Therefore, HE ELT
teachers would (ideally) act as facilitators of moral change, providing guidance rather
than education on moral matters to their adult learners. However, as Johnston (2003)
argues‘adult ELT is all the more problematic’ (p. 20) as adult learners resemble
children in many practical ways (i.e. in their command of English and their
understanding of the target language). As a result, teachers may often attend to the
language needs of their learners and not focus as much on providing moral guidance

or developing interactional competence (Walsh, 2012).

Many of these moral dimensions, complexities and dilemmas embedded in ELT

teaching also exemplify themselves in interactions batvBe. T teachers and their
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colleagues. A recent review of approaches to RP confirms the importance of social
relations especially in reflective learning in progmaes for members of academic
staff (Kahn et al., 2006: 6). In this research, social dimensions were found to be the
‘most identified’ category in RP. In the review, the need for mutual respect and a
supportive atmosphere of trust, encouragement and dialogue among peers and
facilitators were reported to be of paramount importance in supporting reflective
learning through social interaction. When interactions with peers are non-
confrontational, then CRmight [positively] impact on others’ (ibid: 42). Similarly,
reflecting on the social and moral dimensions of HE ELT practice can empower
teacherdo take charge of their moral development. In such a context, teachers can
assist their learners in developing their ability for interactional competence (Walsh,
2012). Reflection can be a tool which ELT teachers can use to cultivate caring
relationsthat are rooted in the ‘human encounter and affective response’ (Noddings,

1984: 3), respecting the uniqueness of these encounters in their universality.

I am in full agreement with Johnston (2003) that ‘the drive toward teacher
development is fundamentally grounded in valugs 121). According to Johnston
(2003), the notion of TD as a moral process in ELT entails reflection on teacher
values, critical dialoguevith the ‘self” and with others, agency, voice and autonomy

and is central in promoting teacher and student learning. In the words of Johnston
(2003), ‘we cannot expect students to go on learning in class if their teachers are not

also able to go on learnihgp. 121). This view of teacher learning as a lifelong
process reflects my belief that TD should entail the active involvement of teachers in
cultivating values education through reflection, making valuable component of
what Kincheloe (2004) calls the critical complex matrix of teacher knowledges.

share Kincheloe’s view that teachers possess valuable insights and Gordon’s (2009)
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view that they are capable afsearching and theorising about essential issues like
the [moral] goals of education, [and] the best ways of achieving thesé goalg)

just like any other academic ‘expert’. Teachers embody the values they holdis at

the level of values rather than of particular techniques that teacher development in
ELT can flourish® (Johnston, 2003: 137). In sum, beliefs, teacher personality,
emotions and values are important componest the teacher ‘self” in ELT.
Reflection on these variables can mdRE a high-order cognitive, affective and

socially conscious process (Jay and Johnson, 2002).

2.5.3 Reflection and L anguage Teacher Education — Thecaseof ELT

Prior language experience (either in learning or teaching) is a significant part of
language teacher knowledge. Richards and Lockhart (1994), however, argue that
reflection on educational principles found in language teacher education (hereafter,
LTE) courses, research-based evidence, and established practice may also influence
teacher beliefs and practices. Although two decades ago Kagan (1990) found that TE
has no significant impact on teacher cognition, more recent studies in the L2 field
report that TE does impact the way teachers think, know, believe and do (Almarza,
1996; Richards, Ho, and Giblin, 1996; MacDonald, Badger and White, 2001; Borg,
2003). More specifically, some of the variables that have been identified to affect
teachers’ received knowledge (Wallace, 1991) are the apprenticeship of observation

(Lortie, 1975), disciplinary knowledge, teaching experience, professional coursework,
personal characteristics, the language taught, the school context, dndgtrency

and nature of reflection (Grossman, 1990; Meijer, Verloop and Beijaard, 1999

Borg, 2003).

In a critical appraisal of reflective practices in LTE, Akbari (2007) argues that LTE
has embraced the concept of reflective teaching without adequate reflection.
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According to Akbari, the type of reflection that is promoted in ELT TE settings is
problematic for three reasons: a) it is of retrospective (reflection-on-action) and not of
anticipatory nature (reflection-for-action) (Freese, 2006) b) it does not take into
account the critical aspects of teaching i.e. the reflection is not of a moral,
emancipatory or ethical type (Griffiths, 2000) and c) there is no acknowledgment of
teachers’ personality in LTE discussions. Moreover, Singh and Richards (2006) argue
that although in current LTE discussion there is an emphasis on producing
professional teachers who amgtical reflective practitioners and autonomous agents
(Wallace, 1991), there is little attention giventho teacher’s social identity, the kind

that is ‘woven’ through the ideologies, discourses, contents and approaches of LTE
courses, and is basemh the individual teacher’s own desire to find meaning in

becoming a teacher (Singh and Richards, 2006: 4).

Singh and Richards (2006) identify instead the need to develop a professional
discourse in ELT in which prospective ELT teachers can acquire, in addition to
content, ‘new practices, values, and ways of thinking which enable particular
idertities to be realised’ (p. 10). The authors suggest that ELTcteas’ received
knowledge should above all involve leamiabout the process and what it means to

be a language teacher. If prospective ELT teachers are encouraged to start thinking of
themselves as inquirers, they can begin to construct their own pedagogical theories of
teaching and learning by questioning their assumptions through reflection in a LTE

professional community of learners.

Participation in a LTE learning community of practitioners means dialoguing with
other student teachers. Establishing dialogic processes in ELT at PS level (Alexander,
2004) can set the basis for extending dialogic teaching at the IS level. Singh and

Richards (2006) arg that ‘teacher-learners cannot talk about teaching without

82



reflecting on what they went through as learners, while group learning adds meaning
to the teacher’s self-development as professionals’ (p. 17). In my view, an essential
element that would facilitate and enable participation in LTE communities of practice
is ‘learning how to talk’ to other members and learning to listen and share without
judgment, as this can create relationships of trust with other student teachers.
Learning to reflect in such environmentsthe received stage of ELT teachers’ path

of development can serve as a precursor for TD at the experiential stage of reflective

and professional learning.

2.5.4 Reflection and practicein ELT

A language teacher’s development does not stop at the previous or received stages of

teacher learning (Wallace, 1991). On the contrary, language teachers who want to
further their own development have opportunities to do so in the context of
professional action. According to Wallace (1991), the reflective cycle is a continuous
process of reflectioron ‘received knowledge’ and ‘experiential knowledge’ in
practice. Mann (2005) maintains that there is a continuum between what Wallace
(1991) views asnormal reflective practice of many teachers’ (p. 56) and more
structured forms of teacher research (i.e. action research, action inquiry, practitioner
research). In Mann’s (2005) reflection-research continuumsireflection is a pre-
requisite of development and ress is a desirable option for development’ (p. 108).
Reflecting on the inner self through a reflexive dialogue between beliefs,
assumptions, knowledge (Woods, 1996) and experience is one way ELT teachers can
increase awareness of practice. However, heightened levels of awareness of practice
can result from teachers’ reflecting collaboratively and cooperatively in contexts in

which they undertake various forms of ‘structured’ reflection (Borg, 2003; Richards,

2004). Mann (2005) argues that it is desirable to collaborate through reflection and
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talk. However, as Singh and Richards (2006) point out, experiential learning might
not take place if the ‘sort of talk within it obstructs knowledge coenstruction’.
‘Indeed, talk and learning are not separate from the individudtom the group’ (p.

17).

Creating co-operative relationships with peers in ELT (Edge, 2002) through reflection
can provide a forum in which supportive dialogic learning can take place. The value
of engaging in a process of dialogic communication is demonstrated in educational
research (Bakhtin, 1981; Pearce, 2002; Pearce and Pearce, 2004). The next sub-
section discusses TD in ELT and more specifically how CD can be a discourse for
facilitating reflective development, especially in pair or small group work (Edge,

2002).

2.5.4.1 Reflection and Teacher Development in ELT

Teacher development is a continuous process of transforming human potential
into human performance, a process that is never finished.

(Underhill, 1997: vii)

Practical knowledge or ‘the knowledge which more directly informs practice’
(Calderhead, 1989: 47) is constantly changing. Excavating practical knowledge
through reflection in professional learning settings holds promise for language and
ELT teachers who engage in collaborative or CD (Roberts, 1998; Farrell, ZO0iE).

a growth process that fosters teachers’ understanding of various dimensions of
practice and of themselves as teachers ‘as a basis for reflective review’ (Richards and

Farrell, 2005).
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In the European ELT context, ‘teacher development is something that teachers
themselves undertake and that is guided by the teachers concerned’ (Johnston, 2003:

120) making it a ‘bottom-up’ approach. In this sense, TD is a series of processes that
language teachers initiate and pursue for their professional and personal growth,
which places them in control and in charge of their own learning. In such contexts,
ELT teachers perceive themselves as lifelong learners who seek to understand their
practice and their relationships with their students and colleagues through an ongoing

exploratory approach to learning (Allwright, 2001).

This view of teacher learning reflects my belief that not everything language teachers
need to know is provided at the PS level. On the contrary, research Subsvs, (

1983; Wallace, 1991; Richards and Farrell, 2005) that there is a need for teachers to
engage, as well as create, ongoing, IS development opportunities using focused
reflection as the means to critically examine their experiences, values and beliefs. It is
a re-oriented view of teacher training (Richards, 1991) that shifts away from a focus
on simply imparting teaching skills, towards the notion of the teacher as a ‘critical and
reflective pradtioner’ (Schon, 1987) or as a ‘professional/independent problem-

solver, who takes responsibility for personal and professional development’ (Roberts,

1998: 222). In the last two decades, examples of such teacher-led initiatives are action
research projects (Freeman, 1998; Burns, 1999; Edge, 2001), collaborative action
research (Burns, 1999), exploratory practice (Allwright, 2001), narrative inquiry
(Johnson and Golombek, 2002), teacher research (Freeman, 1998) and CD (Edge,
1992; 2002). The significance of these various kinds of research is the value placed on
the teacher’s role and contribution in the production and ownership of knowledge that

is derived from experience. More specifically, collaborative research with peers

85



highlights the social nature of teacher learning and shows that teacher research is
rooted in values that ‘humanise all aspects of educational research’ (Johnston, 2003:

125).

2.5.4.2 Co-oper ative teacher development in English Language Teaching
| understand teacher development andche@a’ groups to be about our
empowerment of ourselves as teachers, beyond the training courses that are
arranged for us. The idea is relatively new in ELT, and we are still developing
the lines of communication that will help this empowerment. | feel that we
really must come to command our own lines of written communication as well
as spoken.
(Edge, 1992: 88)
Reflection lies at the heart of inquiry that aims to extend TD and learning about
practice in and beyond the classroom (Day, 1999). Teachers who see themselves as
reflective researchers of their practice, initiate and embrace development
opportunities because they aim to examine their ‘espoused theories’ and ‘theories-in-
use’ (Argyris and Schon, 1974) as individuals, and with others, despite perceptual and
contextual constraints. The notion of ‘critical friend’ (Stenhouse, 1975; Farrell, 2001)
implies a colleague/observer who works with a teacher in order to help the latter
develop her reflective abilities in a collaborative undertaking. In this pursuit of TD,
attending to teachers’ emotional development is of paramount importance and
something many writers on reflection hagedred (Day, 1999). ‘To ignore the place
of emotion in reflection, in, on and about teaching and learning is to fail to appreciate

its full potential for positively or negatively affecting the quality of the classroom

experience for batteachers and learners’ (ibid: 33).

Edge (2002) argues that in ELT there is an absence of concern for teachers as ‘whole

people’ (Rogers, 1983) and for the ‘continuing growth of those committed to the
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profession’ (Edge, 2002: 12). Edge recognises that ELT has suffered from a stream of
external directions, ideas and practices that are constantly indicating that good
teaching is somehere else beyond the ‘sphere of responsibility’ or the ‘expertise’
(Wallace, 1991) of the ELT teacher. Inste&@idge’s vision of CD in ELT entails
something completely different as described below:
As well as an external model approach to the continuing professional
development of teachers, we need an internal growth approach. This approach
extends trust and respect to those fellow professionals who are working on
their own development as educators, in context-sensitive directions that they
judge to be appropriate, whether or not these directions mirror the fluctuating
fashions of TESOL orthodoxy.
(Edge, 2002: 11)
For Edge (2002) at the heart of TD in ELT is a kind of self-development that requires
other people. With the help of peers, the individuabks’ at herself and her work
more closely and clearly in order to enable the articulation of the learning that results
from such collaboration. In such a context, ELT professionals aim to understand and
enrich their own experiences and opinions throoikr colleagues’ understandings.
This intersubjectivity is a type of interaction among equals that requires a willingness
to learn to talk and listen in a non-judgmental way (Sotto, 2001; Edge, 2002). In

Edge’s (2002) words, CDs ‘a way of working together with one or more colleagues

in order to develop as a person who teaches in your own terms’ (p. 18).

Engaging in TD by reflecting co-operatively with colleagues in an environment of
trust, empathy and respect is a new area in ELT (Edge, 1992; 2002). For this to
happen, however, ELT practitioners need to keep a positive mind-set and an attitude
of perseverance in order to navigate through possible barriers that may prevent them
from implementing RP in their contexts (i.e. a culture of silence, lack of time or

motivation, absence of institutional suppoft¢oncur with Johnston (2003) that ‘it is
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only through our own efforts that the value of our work can become known and

appreciated outside of HL (p. 138).

2.6 Resear ching reflection in TEFL contexts— The Practice

This section provides a brief overview of recent exemplary empirical studies that have
investigated the effects of RP in various ELT contexts around the world by employing
both ‘individual’ and ‘group’ research approaches to reflection. These studies
highlight the polymorphic nature of RP in the multicultural ELT field and provide a
platform for comparison of various approaches that have methodological relevance to

the present study.

2.6.1 A glance at theindividual level

The value of self-reflection on teacher practices has been investigated by many
scholars. For example, Farrell’s (2001) case study in Singapore showed that mutual

TD can result from the critical friendship (Stenhouse, 1975) between two colleagues
who engage in a deep reflective investigation of practice and develop trust, equity and
mutual respect through the process. Also, findings in the Graves, Steel and Vye
(2007) study in Japan revealed that self-reflection practice can eliminate IS EFL
teachers’ feelings of marginalisation, and empower a sense of personal autonomy to
pursue development opportunities that lead not only to academic but also to personal

growth and learning as human beings.

Moreover, the individual’s capacity for self-reflection is often associated with
personality traits and the context in which teachers work.i&twad the PS (Hudson,
Nguyen, and Hudson 2008) and IS levels (Ariogul, 2007) reveal the importance EFL

teachers place on an individual (in this casstor’s) personal attributes and non-
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threatening environment respectively. These studies show that EFL teachers rely on
their mentors to be enthusiastic, helpful, knowledgeable and communicative,
providing direct and detailed feedback. Teachers consider these attributes to be
essential in assisting them to develop personally and pedagogically. The need to
embrace the humanistic element as a variable in mentoring is also highlighted in
studies (Kullman, 1998), defining it as a non-directive, developmental and
collaborative approach that is context-dependent. The importance of context is also
stressed in studies (Arnold and Cohen, 2008) as supportive structures can play a large

part in facilitating reflective mentoring and staff development.

2.6.2 A glance at the group level

At the group level, studies on reflection in ELT (Farrell, 1999; Gonzalez, 2003;
Kubanyiova, 2006; Mede, 2010) investigated how RP could be promoted among EFL
teacher groupgarrell’s (1999) results in Korea showed that the EFL teacher group’s
engagement with descriptive reflection was considered to be a necessary prerequisite
to CR and group reflection, enrichififFL teachers’ opportunities to develop into
professional educators. In the Gonzalez (2003) study, promoting reflection in EFL
focus groups in Colombia proved to be a difficult process. Results showed that
Colombian EFL teachers, just like Cypriot EFL teachers, have very few opportunities
to pursue PD opportunities with colleagudéubanyiova’s study (2006) in Slovakia
revealed that even if teacher awareness of a reflective approach to teaching is raised
and promoted, engaging in RP is a difficult process when EFL teachers lack the skills
and discourse to pursue it or when there is an absence of reflective culture in a certain
context. The study also showed that if PD is to be successful, progsashould

value teachers’ knowledge and should be designed collaboratively with the support of

several institutions. ITurkey, findings in Mede’s (2010) case study showed that as
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long as there is mutual trust and understanding among peers, mentors and researchers,
collaborative reflection can have positive effects on EFL teachers’ instructional

practice and developmenteavif the nature of participants’ reflection is descriptive.

2.6.3 Other studies

Studies on reflection and teacher knowledge (Curtis and Szestay, 2005; Valencia,
Martin, Place and Grossman, 2009), beliefs, emotions and teacher identity (Cowie,
2003; Golombek and Johnson, 2004; Chavez, 2006; Hsu, 2009), online (Yang, 2005;
Lin, 2008) and video (Yesilbursa, 2011) reflection and peer coaching in ELT (Goker,

2006) also reveal the impact of RP in ELT.

With regard to EFL teacher knowledge, teachers in the Curtis and Szestay (2005)
study in the USA engaged in structured and systematic reflection of their teaching in
‘Teacher Knowledgé seminars over a period of five years. Findings showed that such
engagement equipped teachers with a renewed enthusiasm about teaching, increased
confidence and a deeper awareness oir tlhecision making. Also, the ‘Teacher
Knowledgée seminars helped build teacher professional communities across different
schools in the Vermont region. Findings in the Valencia et al., |26Qly in
Colombia showed that the EFL knowledge can be articulated and constructed through

reflection on both the technical and the humanistic aspects of EFL teaching.

Reflection on EFL teacher beliefs Cowie’s (2003) study in Japan underscored the

importance of engaging with the emotionality in EFL teaching, development and
research while pointing the need for EFL teachers to build collegial relationships of
warmth and support. With regard to reflection on emotions, findings in the Golombek

and Johnson (2004) study in the USA showed thabtions are actually a driving
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force in teacher development’ (p.324). In the Chavez (2006) study, findings showed
that Nicaraguan IS teachers identified the situational context and the institutional
culture as a major negative influence on teachers’ beliefs, perceptions, behaviour and
decision making in and out of classrooResults of Hsu’s (2009) study in Japan on
values in EFL teaching revealed that reflection on issues of identity and image left the
university teachers in the study with a sense of confusion as they struggled with

conflicting expectations of the society, institution and oneself.

Online reflection on learninge-teach processes among Taiwanese EFL teachers in
Yang’s (2005) study showed that most of them engaged in descriptive rather than CR.
Nevertheless, technology was considered by the teachers to be a great platform for
reflection. In contrast, findings in Lin (2008) study in the USA revealed that
asynchronous reflection played a major role in constructing teacher knowledge and
professional identity and that reflecting in an online community can serve as a
platform for early socialisation into the teaching profession. Moreover, in
Yesilbursa’s (2011) study, video reflection entailed both descriptive and dialogic
reflection by the prospective EFL teachers who watched their video-recorded lessons,
showing that reflection can be approached in unique and individual ways. Finally,
findings in Goker’s (2006) study showed that peer coaching was an effective strategy
for reflective learning. EFL student teachers felt free to reflect on their practice and
their self-confidence increased due to consistent feedback. The study also showed that
peer coaching is part of RP and an important means for instituting collaborative

efforts at the PS and IS EFL contexts.
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2.7 Conclusion

Reflective thinking is not an innovation in teaching. Nevertheless, RP is undoubtedly
a valid means towards effective teaching practicesTdndn ELT. Many different

types and approaches to reflection can be employed both at the individual and
collective levels if one is willing to become a critically reflective teacher. The selected
review of relevant empirical studies on RP in ELT contexts internationally presents
numerous methods through which RP has been promoted and applied in practice and
is an inspiration for the present study. At the same time, it has helped to identify a gap
in the research literature regarding both the neglected role of the affective dimension
of RP and its positive impact on the practices of HE EFL IS teachers. The need arises
to examine how HE EFL teachers can be supported in applying RP in their practice as
a means of advamy their PD. The present study is an in-depth, mm#ihod
gualitative Al investigation which seeks to introduce, facilitate and implement GRP in
the context of HE TEFL in Cyprus. Chapter 3 addresses how the study on the impact

of GRP on HE TEFL in Cyprus was conducted.
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CHAPTER 3: RESEARCH METHODOLOGY AND METHODS

3.1 Introduction

In this chapter | provide detailed description of my research. First, | outline my
theoretical paradigm and the specific methodology employed in the study, justifying
the selection of Al as the approach and providing the rationale behind studying the
particular issue under investigation (Creswell, 2007: 102). Next, | describe the way
the study was conducted and provide information on the participants and the data
collection methods used in the study. Then, | discuss how the data was analysed. The

chapter ends with a consideration of the ethical issues involved in the study.

3.2 My theoretical paradigm — My world view

According to Mackenzie and Knipe (2006), the role of the theoretical paradigm in
research is of paramount importance to the choice of methodology as both paradigm
and methodology work together to form the research design in a study. Methodology,
as defined by Somekh and Lewin (2005) is the ‘collection of methods or rules by

which a particular piece of research is undertaken and the principles, theories and
values that underpin a particular approach to research’ (p. 346). As | meta-reflect on

the terms paradigm, methodology, methods and approach, | realise how they are all

interconnected in formulating the design of my study.

My aim to observe events and people in their natural setting in an attempt to interpret
them in terms of the meaning people bring to them (Greenhalgh and Taylor, 1997)
clearly places me in the qualitative paradigm of doing research. Holstein and Gubrium
(2000) argue thatif we are to study lives, including selves in social interaction, we

must study them from within the social contexts they unfold, not separate from them.
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... (p. 33). As a qualitative researcher | considered the pastics’ values and
interests to be an integral part of the research process. | placed emphasis on holistic
information and interpretive approaches in order to understand something in its
context from the actor's point giew, adopting Vestehen as research stance (Weber,
1949; Whimster, 2007). Verstehesyuires ‘empathy’ — the ability to enter the shoes

of the other and treat the subject as participant, rather than as an object of one’s
observations. | discovered that my instinctive tendency to feel and show empathy to
others in life not only had a name in the literature but also effortlessly transferred into
my role as a researcher while trying to maintain ‘empathic neutrality’ (Patton, 1990).

As Patton suggests, empathy is a stance that communicates interest and caring about
people whetas neutrality ‘means being non-judgmental about what people say and do

duringdata collection’ (ibid: 58).

| also realised that in my qualitative inquiry | was not divorced from the phenomenon
under investigation and that being reflexive meant taking account of my own position
in the setting. My priority, nevertheless, throughout the research was to always turn to
my human participants for guidance and directiQualitative researchers stress the
socially constructed nature of reality, the intimate relationship between the researcher
and what is studied, and the situational constraints that shape reality’ (Denzin and
Lincoln, 2003: 13). | also knew that working with a small group of participants in a
specific context meant that detailed replication of my research would be difficult to
achieve. However, the smaller sample also meant that it could set the scene for
constant dialogical interactions with the participants. Such a context would enable the
production of rich, deep and contextualised data that would fgouad social

knowledge’ (Jamar, 2012: 71) of the phenomenon under study and compensate for the
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lack of generalisablity. In short, in my qualitative paradigm | aimed to build
‘complex, holistic pictures, analyse words, report detailed views of informants and

conduct [ny] study in natural setting’ (Creswell, 1998: 15).

Since a reseeher’s ‘world view’ comprises and is guided by a set of ontological
beliefs and feelings about what is real, epistemological beliefs about the nature of
knowledge, and methodological beliefs about how to gain knowledge of the world

(Denzin and Lincoln, 2001), | hereby proceed to explain mine.

3.2.1. My ontological stance

My long-held belief in the need to appreciate people, their feelings and emotions by
giving them space and opportunities to speak, act, and maximise their potential alone
and with others, is fundamental in my life. Meta-reflecting on this belief now, I
realise that it is grounded in my own experiences and personal history of rarely having
my own feelings acknowledged or valued, my ‘voice’ heard. My ontological
assumptions and values of respect and appreciation for other human beings guided the

research, yet this was unconsciously done at the outset of the study.

Initially, my interest and previous involvement with RP seemed to be a good starting
point and theévehicle’ through which to proceed with a collaborative Al study. Also,
feeings of disappointment surrounding the way EFL educators were regarded and
marginalised in my context empowered my will to put five teachers and their practice
in the limelight in an effort to celebrate them as individuals and as TEFL
practitioners. In my ontological paradigm, there was room for an educational
facilitator whose task was to ‘stimulate the processes of reflection’ (Elliott, 1988:

165) in order to enableagicipants to generate their own, supporting and guiding
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them through a reflective and joint exploration of knowledge. | aspired to engage in a
reflective dialogue with others that would allow for ‘divergent outcomes of debate

and of the expression of individuality in decisimaking’ (ibid) to come through.

As time progressed, | understothdt my ontological ‘self” as a ‘researcher-bricoleur’
(Kincheloe, 2004) involved my will to embrace the uniqueness of the individual and
the active role humans hatie shaping reality and in creating the research processes
and narrative that represent it’ (p. 2). This stance enabled me to abandpre-
existing guidelines and checklists developed outside the specific demands of the
inquiry at hand’ (ibid). Moreover, my ontological ‘self’ reflected my appreciation for
‘knowledges from diverse domains and for interconnections that can be drawn in

order to understand ‘the complexity of the lived world” (Kincheloe, 2004: 2).

| enteed the research process as ‘a methodological negotiator’ (ibid: 3) drawing and
shifting between two paradigms thafexisted comfortably in my mind and ‘critical

being’ (Barnett, 1997): On the one hand, my view of the learning process as a
personal act of agency to fulfil potential (Cochran-Smith, 2003) and my belief in the
importance of people’s feelings and emotions place me in the paradigmatic realm of
humanism (Rogers, 1969; Maslow, 1968). On the other hand, my belief in the value
of human interaction and the need to belong and participate in a social community of
practice (Lave and Wenger, 1991; Bandura, 1977) illustrates my commitment to
social, collective and situational learning. It is a belief, however, which involves much
more than the sharing of common technical knowledge by the members of a
community. It is rather a view which develops around things thaematmembers

of a community who are involved in relationships over time (Wenger, 1998).
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Wenger’s (2006) more recent definition of communities of practice as ‘groups of
people who share a concern or a passion for something they do and learn how to do it
better as they interact regularly’ (p.1) holds great resonance with me. | have always
regarded ‘passion’ to be an inspirational force and the necessary element that glues
people’s relationships and interactions together if change is to be effected and
sustained over time. Like McDermott (cited in Murphy, 1999: 17), | suggest that
learning lies in the relationships between people, and belongs to the various
conversations of which members of a community are alpaldo concur with Lesser

and Storck (2001) that the social, [and | add, relational], capital found in communities
of practice can result in behavioural change in a learning organisation as the
knowledge shared in a smaller community has the potential to positively influence

organisational performance as a whole.

As utopian as it may sound, my beliefs created the vision that my small-scale research
could bring positive change in my immediate environment at the university, and in the
wider TEFL context in Cyprus. My ontological stance, which anchors the study
within the interpretivist paradigm of doing research, informs my epistemological

stance of critical and social constructivism.

3.2.2 My epistemological stance

Epistemology is the way of thinking about what constitutes acceptable knowledge in a
certain field of study (Saunders, Lewis and Thornhill, 2007)formulating the
epistemological stance of my research, | was influenced by the belief that knowledge
is aquuired through a strategy that ‘respects the differences between people and the

objects of natural sciences and therefore requires the social scientist to grasp the

subjective meaning of social action’ (Bryman as cited in Grix, 2004: 64). | do not
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relate to the positivistic view that reality is external to the researcher and represented
by objects in space or that knowledge is objective and tangible. For me, reality is

subjective and constructed by research particgpant

According to Kincheloe (2008), within a critical constructivist paradifjines
between epistemology and ontojogyre blurred’ (p. 82) as ‘we are to some degree

what we know’ (ibid). Kincheloe also argues, however, thatt as the self has been
shaped by social action, [it] can be rethought and reshapsgtialaction’ (ibid). In

my view, such re-construction of fixed beliefs and knowledge has the potential to
result in changes in attitudes and dispositions, but ‘can begin to be negotiated once
selfreflection has taken place’ (ibid). We can reshape ourselves as individuals as well
as our web of realitypy being, in Kincheloe’s (2008) words, ‘in solidarity with other
self-directed human agent$. 83) who want to explore new ways of seeing because

they value the interconnectedness of human beings.

The interconnectedness in the production of knowledge is also found within the social
constructivist paradigm, according to which individuals develop subjective meanings
of their experiences ‘leading the researcher to look for the complexity of views’
(Creswell, 2007: 20). These subjective meanings are negotiated through interactions
with others and the researcher’s intent is to ‘interpret the meanings others have about

the world” (ibid: 21). Placing value on the participants’ perspective implies seeing

things intersubjectively, ‘from one’s own point of view and from the point of view of

others (from the inside and the outsid@)id: 347).

In the study, | adoptedtransactional and subjectivist epistemological stance viewing

the creation of new knowledge as the result of the interaction between the
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participants, myself and the object of investigation (Guba and Lincoln, 1998). | relied
upon the‘participants’ views of the situation being studied’ (Creswell, 2003: 8),
recognising the impact of their own background and experiences on the research and
allowing for the construction and re-construction of fixed beliefs through reflection.
Moreover, | aimed for a dialogical relationship and communication (Deetz, 1995)
with participants, acknowledging throughout the study that the findings of the
investigation would emerge as the research proceeded. In a dialogic epistemological
perspective (Bakhtin, 1981), education and knowledge take place within human
relationships in which interested ‘parties’ (i.e. students, teachers, researchers) learn to
see things from at least two perspectives: their own point of view and that of the other
person. By assuming such a perspective, | aimed for a research agenda that would
involve ongoing educational ‘talk’ with the participants in the study. Research on
exploratory ‘talk’ demonstrates that explicit reasoning is the best way to construct

shared knowledge (Wegerif, Mercer, Dawes, 1999; Mercer, Dawes, Wegerif, and
Sams, 2004). In sum, as a researcher | focused on how knowledge was grounded in
the individual perspectives and positions in the study. | aimed for more informed
constructions of knowledge as a result of consensus and negotiation within
critical/social constructivist and dialogical approach (Wegerif, 2008) to teacher

learning.

3.2.3 My methodological perspective

Within critical constructivism, a qualitative researcher is a methodological bricoleur
(Kincheloe, 2001) who investigates phenomena deploying multiple tools and
methods, and then pieces together the interconnected parts of a puzzle in order to
make sense of the issue at hand (Denzin and Lincoln, 2000; Kincheloe, 2004). Within

social constructivism,individual constructions can be elicited and refined only
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through interaction between and amomgestigator and respondents’ (Guba and
Lincoln, 1998: 207). | used hermeneutical techniques (Patterson and Williams, 2002)
such asn-depth holistic interviews, dialogue observation sessions, reflective journals,
online chats and Reflective Inquiry Group Meetings (hereafter, RIGMs) with
participants to elicit meaning from various perspectivétermeneutics does not
prescribe a particular approach to data collecfidnd: 42). Hence, by using multiple
methods | aimed to generate knowledge by recognising the human experience of each
of the participants and fusing their horizons of meaning to that of mine in the

development of understanding (Gadamer, 1984; Hekman).1986

In addition, @ an ‘insider’ in the research, I aimed to uncover the ‘emic’ views of the
participants without hegemonising (i.e. dominating) the process (McNiff, 2003).
According to Lett (1990);emic constructs are accounts, descriptions, and analyses
expressed in terms of the conceptual schemes and categories regarded as meaningful
and appropriate by the native members of the culture whose beliefs and behaviours
are being studied’ (p. 130). In taking an ‘emic’ approach, I let the participants and the

data ‘speak’ to me while putting aside my prior assumptions and theories. My aim

was to allow participants to have their ‘voice’” heard in an ongoing dialogue, so that

they could co-construct meaning and knowledge on how their educational
environment should be construed and improved. Thus, appreciation and respect were
given to the context being studied and the participants’ viewpoints. Moreover, within

the ‘multivoice’ puzzle of the study, my ‘voice’ was also heard while guiding and
supporting participants to reconstruct their realities. Although I felt the tension that
comes with trying to be purely emic, my personal ideas and perspectives did not take

precedence over those of the participants. | stayed true to my methodological stance
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which presupposed that participants’ values were considered more important in

shaping the outcomes of the research.

3.2.3.1 Resear ch approach

My critical/social constructivist paradigm beckoned a qualitative approach to the
methodology of conducting the research. According to Denzin and Lincoln (2003),
gualitative research is a situated and interpretive activity that locates the
researcher/observer in the world. It refers, in its broadest sense, to research that
produces descriptive data ijgeople’s own written or spoken words and observable
behaviour (Taylor and Bogdan, 1984) and not on processes and meaning that are
experimentally designed or measured in terms of quantity, amount intensity or

frequency (Denzin and Lincoln, 1995: 8).

Since my sample consisted of a small number of participants, | did not intend to test a
specific hypothesis, and quantitative methodsewof little value’ to me (Taber,

2007: 86). The multifaceted nature of the topic under investigation required a
multiplicity of opinions so that it could be illuminated from various perspectives. To
have used quantitative methodology in the study would have proved to be highly
difficult and inappropriate for two reasons. First, quantitative approaches appear to be
too prescriptive for evaluating teachers’ reflection, thinking and beliefs about their
professional practice. Secondly, they often focustlan ‘product’ rather than the

‘process’ of such an investigation (Kagan, 1990).

Moreover, | did not begin the study with a certain theory or work within research
practices that were set in advance, but was open to use what was available in my

natural setting while being sensitive to multiple voices and perspectives. The
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emergent bricolage (Kincheloe, 200%) the product of the present researeh
represents a synthesis of the views, and understandings of those involved and the
gualitative methods used in the projdctried to ‘generate or inductively develop a

theory or pattern of meanings’ (Creswell, 2003: 9) by placing emphasis on the

following:

1. Gaining an understanding of the meaning participants attached to the events;

2. Achieving a deep understanding of the research context through the collection
of rich qualitative data;

3. Realising that | was part of the research process;

4. Being less concerned with the need to generalise.

(Saunders, Lewis and Thornhill, 2007: 120)
The above characteristics, and especially the last one, may also qualify the study as an
intrinsic case study (Denzin and Lincoln, 2003) as my research was not undertaken to
represent other cases or to illustrate a particular problem and/or specific issue in
teaching as it is often the focus in action research (Mills, 2003). Instead, my aim was
to temporarily subordinate ‘other curiosities so that the stories of those “living the
cag” will be teased out’ (Denzin and Lincoln, 2003: 136). | was driven by my
intrinsic interest in this particular group of five teachers and the journey they were
about to take through the unknown (to them) field of RP, with myself as their guide.
My then subconscious awareness of a potential gap, i.e. the absence of reflective
practices in my contexfied to the ‘development of a clear intent to accomplish
something beyond our owturrent capacity’ (Torbert and Associates, 2004: 5) and

prompted me to adopt an Al strategy to the investigation.
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3.2.3.2 TheAction Inquiry research strategy in the study
The research strategy is a general plan of how one goes about answering the research
guestions (Saunders et al., 2000). | was drawn to use Al as a strategy in the study for

three reasons.

First, Al represented a walycould interweave ‘research and practice in the present’
(Torbert et al., 2004:)6This approach allowed me to combine the research activities
with action taken ‘in the present’ by implementing reflection on an ongoing basis in

the study. One of the fundamental features of Al is that it asks us to practice noticing
the ‘mental, emotional and physical activities [which] go on inside us’ (ibid: 56) in

the midst of action. This enables us to simultaneously learn about and act on
developing situations or re-consider existing ones. The act of noticing in Al helps us
bring our attention to the present amdcognise how limited our ordinary attention
and awareness’ (ibid). In the study, reflection was used as a tool to cultivate
noticing and heighten awareness in the present ‘with no judgments involved’ (ibid:

57). Al appealed to me becausasita way of simultaneously conducting action and
inquiry as a disciplined leadership practice that increases the wider effectiveness of

our actons’ (ibid: 1).

Secondly, Al intrigued me because it is a method of learning that maksslves,

not just others, vulnerable to inquiry and to transteion’ (Torbert et al., 2004: 2).

Al presupposes a willingnegBewey, 1933) to be vulnerable to transform the ‘self’
and/or a willingness to play a leading role with others in organisational or social
transformation’ (ibid: 9). Above all, however, Al corresponded to my philosophy for

inquiry which ‘blossoms when it is a collaborative engagement that enriches [our] life
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in many more ways (in terms of greater mutuality, trust, friendship and sense of

servie and shared meaning)’ (ibid).

Thirdly, | understood that embedded within Al are the notions of transformation and
conscious awareness that are also at the epicentre of RP and reflective inquiry. Al is a
‘new kind of scientific inquiry’ which works primarily from the inside«t’ (Torbert

et al., 2004: 5). Unlike modern scientific theory and method, which presumeése

can best learn what causes what by having external investigators study people from
the outsiden’ (ibid), Al begins when a gap is experienced betwedratwe wish to

do and whatwe are able to do(ibid). It is a process of intentionally attuning
ourselves to address this gap through inquiry in the vividness of the moment in order
to learn in new and transformative ways that can show us how tadi@sthe now.
Torbert et al. (204) argue that Al is ‘a lifelong process of transformational learning

that individuals, teams, and whole organisations can undertake’ (p. 1) if they aspire to

become more aware, more just and more sustainable.

Like Torbert et al. (2004), Tripp (2003) argues that iAdludes ‘any form of
deliberate inquiry in which action and inquiry proceed together with and through each
other. By definition, Al involves the participants in taking action in their field of
practice with a view to learningrom it’ (p. 5). With regard to RP, Tripp (2003)
recognises it as one of the five important types of Al and defines it as ‘any systematic

and deliberate on-going use of a plan, act, describe, reflect sequence in which the
reflection is a conscious attempt to evaluate the process and outcomes of the action as
experienced by the actor’ (p. 9). However, Tripp (2003) argues that, as these phases in

the sequence ‘can be collapsed or expanded to suit the purpose of the inquiry’ (p. 5),
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the sequence can thus begin at any phase. In the present investigation, the flexibility
of the phases in Al allowed me to engage in the research without having to adhere to a
cyclical and sequential pattern of following or repeating phases in the same order or
manner, as is common in action research. This differentiation is useful and relevant
for the study in which reflection was used as a tool to consciously and continuously
evaluate the process and outcomes of the partisipaetions as they were
experienced by the ‘actors’ (Tripp, 2003). The Al reflective strategy enabled the
participants and me to flexibly move through the phases of the investigation with a
view to learn from our EFL practice. | shalfapp’s (2003) conviction that ‘reflective
practice is itself a practice, and since one can improve any kind of practice through
action inquiry, one can use RP to improve reflective practice as such, without moving

it towards or identifyingt as action research’ (2003: 13).

3.2.3.3 Featuresof the Action Inquiry strategy in the study

The study combined action and inquiry as the five teachers and | took action in our
field of practice in order to reflectively learn from it ‘moment to moment’ throughout

the duration of the investigation. Furthermore, the study was conducted from the
‘inside-out’ as I was an internal investigator who worked closely with the participants.

In addition, the study began when the five teachers and | recognised that there was a
gap between our planned EFL performance and our actual performance and/or

between our intentions and our low level of awareness.

Identifying this gap and feeling the need to heighten awareness of our EFL practice
was a motivating force behind the study. Participants and | realised early on how a
low state of consciousness could cause idleness and missed opportunities. On the

contrary, an elevated level of consciousness through reflection, if exploited wisely,
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could improve practice. More importantly, when the five teachers and | began the
investigation, we did not know that it was an Al study. We gradually became aware

that embedded in our reflective exploration were the key features of Al methodology.

Table 3 provides the salient Al features which were present in the study:

Featuresof Al

Featuresof Al in the present study

Feeling and addressing a gap
performance, in ourselves and in others

Feeling the absence of RP from the E
curriculum and practices at the universi

Sharing a common intent and vision

Having a vision to improve EFL practic
and ourselves through RP

Generate mutual and collaborati

advantage

Engaging in collaborative reflectiv

activities

Willingness to play a leading role with
others to bring transformation at the
institutional level

Willing to collaborate with peers to brin
transformation in the practice at the lo
context (i.e. the university)

Willingness to play a leading role wit
others to bring change at the social levs

Willing to play a pioneering role i
guiding others through RP in the wid

HE TEFL context in Cyprus

Table 3: Features of Action Inquiry in the study

(adapted from Torbert et al., 2004)

In sum, the study entailed the three primary aims of an Al study (Torbert et. al., 2004)
as it sought to generate: a) on a personal level, an effectiveness and integrity in the
individuals involved in the study b) on a collegial level, a critical and constructive
mutuality by reflecting with others and c) on an organisational or policy level,
sustainability of the possible incurred transformation in the larger context of
educational reform of the institutions or the country in which HE EFL teachers

operate.

3.3 Resear ch Questions
The overarching question of the study was the following:

“What is the impact of an ongoing GRP process on HE TEFL in Cyprus?
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More specifically, the study sought to examine and answer the following RQs:

RQ1: What are the effects of the GRP process on HE EFL teachers?

RQ2: How do the HE EFL teachers evaluate the effects of the GRP process a) on the

‘self and b) on practice?

RQ3: What type of intervention will enable HE EFL teachers in Cyprus to adopt the

processes of RP?

| now turn to present the research participants, the data sources, and the data analysis
process used in the study. Last of hlhddress the trustworthiness of the study and

ethical considerations.

3.3.1 Participants

The study involved five participants. These five teachers had varied backgrounds in
terms of academic qualifications, with only one participant holding an MATEFL
degree per se. The total number of years of teaching EFL ranged from one o eleve
(mean: 7.5 years) whereas EFL teaching experience at the university ranged from six
months to three years (mean: 1.8 years). All participants were female, which is typical
of EFL teachers in the University, and all of them were on a part-time teaching
contract. Table 5 summarises the background and teaching experience of the five
participants. Psglonyms were used to preserve participants’ anonymity. At the time

of the research, four of the participants were teaching a low intermediate EFL course |
had taught many times at the University. The fifth participant was teaching a higher

intermediate reading and writing course | had also taught numerous times.
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Participant| Age Qualifications Years Years Total years
teaching teaching | of teaching
EFL in EFL in the | experience
private University
language
institutes
Anna 32 MA Career 9 2 11
Guidance &
Psychological
Support
Erika 32 MA Translation 7 1.5 8.5
Studies
Nora 25 MA English 6 months | 6 months 1
Literature
Claudia |31 MA TEFL 5 3 8
Isabel | 30 MA English 7 2 9
Language &
Literacy

Table 4: Background and experience of participants

What motivated me to approach these five teachers was the fact that our common EFL
courses could serve as a platform for shared reflection. It soon became evident,
however, that the five participants were interested to reflect not only on their EFL

courses and teaching but also on other aspects of their personal and professional life.

Although at the time of the investigatidrhad coincidentally been appointed ‘group

leader’ (a term chosen by the administration to indicate a teacher with significant
experience teaching a course at the university) for the low intermediate EFL course,
the ‘power’ implied by such a title did not accurately reflect my reality as a person or
researcher. On the contrary, as a researcher/participant observer, | aimedst@ act
resource person to participants, happy to convey the message that they had control

over the level of information given (Merriam, 1998). A more detailed account of the
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lens through which | perceived and reflected on the power differentials of my role as a

researcher/mentor is provided in Section 3.5.2.

3.3.2 Data collection techniques

My choice of data collection techniques was guided by the nature of my research
guestions asresearch questions give rise to the type of data that are eventually
collected” (Onwuegbuzie and Leech, 2006: 478wo weeks before the formal
commencement of the investigation, | held two informal group meetings to establish
rapport with the participastI felt this to be an important step towards ‘building
relationships’ (Biesta, 2004) with the participants as I merely knew of them as
colleagues at the same private institution. Another aim of these two informal group
meetings was to get participants’ consent (Creswell, 2003) and provide them with a
preliminary overview of the study. | wanted to set the scene for what was to follow in
the subsequent 13 weeks of the investigation. In an attempt to triangulate data and
provide the space for participants’ voices, I designed a multi-method investigation in

which a number of different instruments were used to collect data.

In summary, the data collection techniques consisted of the following: a) four RIGMs
b) reflective journals, which teachers had the freedom and choice to write either on a
daily and/or weekly basis c¢) my reflective journal d) two observation/dialogue
sessions held with each participant following the two video-recordings of each of the
participant’s lessons. The first video-recording took place at the beginning and the
second one at the end of the study; each of the observation/ dialogue sessailed

a semi-structured interview. In addition, there was one observation/dialogue session
during which the five teachers offered reflective feedback on my first video-

recording. This collective/group reflection was the focus of RIGM3 e) two online
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chats with each participant f) one holistic interview with each of the participants and
one holistic interview in which | was interviewed by one of the participants who
represented the group of the five teachers. The holistic interviews entailed an
evaluation of the whole GRP process and activities. It is important to note that my
holistic interview was an initiative undertaken by the teachers, who, upon completion
of the study expressed the desire to elicit my views of the GRP process up to that
point, and finally g) a survey given to the five teachers at the start of the study. Table

5 summarises the type of data elicited from the various instruments in the study.

THE STUDY (13 weeks)
Beginning of October 2008-End of January 2009

I nstruments used Type of data elicited

RIGMs Transcribed records from RIGMs
Teachers’ reflective journals Typed word documents
Researcher’s reflective journal Typed word documents

Teachers’ dialogue sessions based | Transcribed records from dialogue sessi
video-recordings of lessons

Researcher’s dialogue sessions based ( Transcribed records from dialogue sessi
video-recordings of lessons

Online chats Saved copies of online chats

Holistic interviews Transcribed  records from  holist
interviews

Researcher’s holistic interview Transcribed record from my holist
interview

Survey to the five participants Completed surveys

Table5: The data elicited in the study’s instruments

In addition, Table 6 shows the data collection techniques along with the number of

participants and the quantity of data elicited.
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Techniques Number of Number of collected
participants and/or transcribed
documents

RIGMs 5+1* 4
Teachers’ reflective  journals 5 81
(ongoing)
My reflective journal (ongoing) 1* 10
Teachers’ dialogue sessions bast 5+1* {5x2}=10
on video-recordings
Researcher’s dialogue sessions 5+1* 2
based on video-recordings
Online chats 5+1* {5x2}=10
Teachers’ holistic interviews 5+1* 5
My holistic interview 1+1* 1
Survey 5 5

Table 6: Data collection techniques
1*=the researcher/ participant observer

Data from the various instruments was used for the analysis and discussion in Chapter
4 whereas data from the holistic interviews was exclusively used in Chapter 5. | now

proceed to review each of these data collection sources in detail.

3.3.2.1 Reflective Inquiry Group Meetings

The RIGMs represented a forum for group/collective reflection. In RIGML1,
participants were introduced to the concepts of reflection and RP and to the concept of
reflective journals. The teachers and | discussed the idea of using reflective journals
as a means to reflect on EFL teaching, beliefs and thoughts. | provided participants
with a suggested guide of open-ended questions they could opt to use when reflecting
in their journals (see Appendi®.2n the subsequent 13 weeks three more RIGMs
were held. The themes (or topics of inquiry) for discussion in each RIGM developed
from the teachers’ evolving concerns or from what transpired in their practice as a

result of consciously applying RP into their practice. The four RIGMs were audio-
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recorded. | transcribed the data from each RIGM and sent all documents to the five

teachers for approval and further reflection.

3.3.2.2 Reflectivejournals

The journals represented an individual/private form of reflection. Participants were
encouragedo reflect on the ‘what’ and the‘why’ of their EFL teaching, evaluate
teaching decisions they made during their lessons and derive alternative choices they
could have made during various teaching events. Therefore, the reflective journals
were intended as a method of eliciting the teachers’ accounts on these issues. In the
private space of the journals, thee teachers were prompted to reflect on and record
feelings and emotions. It is important to note that teachers often shared their journal
reflections in the RIGMs, turning the private into a collective form of reflective

deliberation, thusontributing to the group’s EFL learning.

According to Nunan (1992) ‘diaries, logs and journals are important introspective

tools in language research’ (p. 118). Also, through journal writing reflections are
made explicit and readily available to inform action. The five teachers used their
journals in order to:

1. Deepen the quality of learning, in the form of critical thinking or developing a
guestioning attitude;

Understand their own learning process;

Increase active involvement in learning and personal ownership of learning;
Enhance professional practice or the professional self in practice;

Enhance the personal valuing of the self towards self-empowerment.

abrown

(Moon, 1999: 188-194)
| provided feedback and guidance in the form of reflective/facilitative comments
(Brockbank and McGill, 2007Ayhich I inserted in the teachers’ typed journals. | often

posed questions to probe teachers to reflect further (see sample of a journal exchange
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in Appendix 3). A reflective exchange developed between the teachers and me with
each reflective journal that the teachers submitted as a word document. This exchange
entailed a minimum of two returns of the same docunmiemas constant and formed

the basis for a professional dialogue which remained alive throughout the study,

energising and sustaining the GRP process.

The journals were intended to serve as a continual stimulus for teacher reflection on
the ‘self” as individual and educator. According to Boud (2001), often the reading of
one’s journal by others (peers, employers, supervisors) can be an inhibitor of
reflection (Boud, 2001). Therefore, ‘the exploration of the self that reflection involves
requires a relatively protected environment in which one is not continually
preoccupied by defending oneself frome tcrutiny of others’ (ibid: 15). My reading

of the fiveteachers’ journals was done with their consent after a climate of safety and

trust had been established.

3.3.2.3 My reflectivejournal

Throughout the study | kept a reflective journal. A research journal is a classic
method of documenting research procedures (Flick, 2002). | used my journal as a tool
for documenting my own reflections and observations, thus forming a continuing
record of the daye-day research activities. In addition, | recorded feelings and
emotions that resulted from my interactions with the participants which degbpsn

learning process (Arnold, 1999).

| sent segments from my journal periodically to the five teachers for comments and
further reflection. The teachers stated in the RIGMs that their hectic schedule did not

allow them to respond to my journal on a daily basis. Therefore, it was agreed that |

113



would send them only a few segments which | considered significant. | greatly valued
the sporadic reflective comments | received from the participants as these comments
prompted me to engage in reframing my espoused theories and move to new action
(Schon, 1983). Respecting the participsl time and space was a major consideration

for me. Personally, | consider journal writing as a useful tool for reflection and a great
way to engage with introspection (Boud, 2001). | envisioned that journaling could
develop into such a tool for the five teachers as well. However, writing is not for
everyone, and | respected that. My foremost aim was to let participants focus more on

their own reflections on and of events rather than on having to respond to mine.

3.3.2.4 Dialogue/Observation Sessions based on Video-Recordings

There were two video-recordings ofie participants’ EFL classes, one at the
beginning and the other at the end of the study. According to LeFevre (2004) and
Perry and Talley (2001), using videos in a teaching context can be very beneficial.
Videos taken during teaching performance may provide a natural source for
increasing the sense of context allowing teachers to replay events that are not noticed
while teaching. Videos are trustworthy data for teachers who wish to engage in post-
lesson reflection that is based on actual records. Also, it is a way for teachers to
improve the levels of reflective thought after viewing video recordings of their lessons
(Dymond and Bentz, 2006; Robinson and Kelly, 2007). The purpose of the video-
recordings in the study was to add another dimension to the RP process by providing
an opportunity to observe teaching in action and reflect on issues that transpired while

teaching as well as on teaching persona and style.

A dialogue/observation session followed each video-recording during which each

teacher and | reflected in dyads (Farrell, 2001). During these dialogue/observation
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sessions | aimed to provide a friendly, non-judgmental forum where participants could
feel comfortable to critically reflect on their video-recorded lessons and exchange
views on a onde-one basis with me. According to Richards (1995) peer observation
can povide opportunities to view each other’s instruction and engage in critical
reflection onone’s teaching. Being observed and reflecting on feedback in a
professional dialogue with colleagussone of the most immediate ways for teachers

to increase their awareness of how they teach. The kind of reflection on practice that
is stimulated and supported by a colleague is an important factor in on-going,
sustained teacher development. As Malderez (2003) argues, peer observation can be
used to promote the development of self-awareness, and teachers who engage in it
should reflect on the underlying rationale of their teaching, rather than more

superficial issues of procedure or technique.

The teachers’ dialogue sessions were based on semi-structured interviews (see
Appendix 4), and although | had prepared a questioning framework in advance, the
interviewing did not follow a strict format. | opted to use semi-structured interviews
(Bogdan and Biklen, 1992) for two reasons: 1) they enabled further probing and
prompting, thus they aided me in obtaining more varied responses and 2) they
provided mewith ‘considerable flexibility over the range and order of questions

within a loosely defined framework’ (Parsons, 1984: 80). Sami-structured
interviewing suited the purpose of the study since interviewees were probed to reflect
openly on their teaching experiences, beliefs and attitudes providing rich and in-depth
data that would not have been possible with structured or unstructured interviews due

to their restrictive nature (Kvale, 1996).
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Participants engaged in two different types‘raflection on actiohduring the two
dialogue sessions. In the first dialogue session, each teaefiected on actionin

my presence without having viewed her lesson prior to the session with me and only
with a 1-2 day time lapse after the video-recording. In the second dialogue session,
eachteacherreflected on actionin my presence but with a 1-2 week time lapse after

the video-recording. In the latter case, the teacher had already viewed her lesson alone
prior to the dialogue session. Thus, during the second dialogue/observation session
‘delayed reflective feedback’ was applied (Williams and Watson, 2004). With regard

to my video-recordings and dialogue/observation sessionssathe approach was
followed. It should be noted that my first dialogue/observation session was the focus

of RIGM3 in which all five teachers were present and offered feedback on my lesson.

In summary, the two different approaches for reflecting on the video-recorded lessons
were intended to give teachers the opportunity to apply immediate reflection on their
teaching (first dialogue/observation session) as well as delayed reflection (second
dialogue/observation session). Scholarly opinions in the literature differ on whether
delayed debriefing or delayed reflection is more beneficial (Calderhead, 1988;
Williams and Watson, 2004) compared to immediate reflection (Handal and Lauvas,
1987; Brinko, 1993). It is beyond the scope of the thesis, however, to discuss the
effectiveness of these two approaches in terms of maximising teacher learning. Also,
data from the second dialogue/ observation is not included in the data analysis due to

the thesis length limitations.

3.3.25 Onlinechats
Due to participantsheavy teaching loads and busy lives (Day, 1999), only two online

chats took place with each teacher. Sugar and Bonk (1998) argue that online peer
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collaboration will not always trigger CRn one’s ideas or enhance interpersonal
understanding especially when there is no process designed to cultivate these skills.
Nevertheless, both synchronous and asynchronous online communication offers an
opportunity for collaboration and participation in the learning process, and peer

tutoring (MacKnight, 2000).

The online chats were a form of synchronous communication. Each chat lasted
approximately one to one and a half hours. Within the realm of social constructivism,
as PS and IS teachers write about problems they encounter in practice and the ideas
they discover, they can construct personal meaning in light of their experiences and
beliefs (Wajnryb, 1992). During these online chats, the five teachers and | had the
opportunity to chat (in writing) about issues of concern, and critically reflect on
practice (Farrell, 1999). The online chats were used as another means to facilitate the
EFL teachers’ reflectivity in discussions with peers who contributed to meaning and
knowledge construction (Hatton and Smith, 1995). They were intended to be
supportive environments fostering ‘reflection and a critical but supportive response to

others’ ideas’ (Evison, and Pemberton, 20).1Data from the second online chat is not

included in the analysis due to the brevity of the thesis.

3.3.2.6 Halistic Interviews

A holistic interview took place with each participant at the end of the study. A holistic
interview entails a holistic description and evaluation of events, procedures and
philosophies occurring in natural settings (Stainback and Stainback, 1988). The
purpose of the holistic interview in the study was to record the participants’
perceptions of the overall impact of the GRP process and its parts. The holistic

interview also aimed to prompt participants to evaluate their acquired knowledge by
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looking back at their reflective journey since the beginning of the study (see

Appendix 5).

At the end of the study, | also assumed the role of the interviewee at the request of the
participants. Acting on their own initiative, the five teachers collaborated in wating

set of questions which sought my feedback and evaluation on the RP a&ativihe

study (see Appendix 6). My interview, an unforeseen, yet pleasant development was
conducted by Isabel who represented the group. All holistic interviews (the teachers’

and mine) were audio recorded. After transcribing the interviews, | sent the data to the
teachers for further reflection and approval. Upon receiving the transcribed data,
teachers were prompted to reflect on it and send any further comments, suggestions or
guestions back to me. The observation/dialogue sessions, the holistic interviews and
the RIGM discussions were audio-recorded using a digital voice recorder. The EFL

lessons were video-recorded using a digital video camera.

3.3.2.7 The Survey: Rationale
The study also entailed a survey (see Appendix 7). The survey was in the form of a
group administered questionnaire. According to Brown (2001), questionnaires in
general are
any written instruments that present respondents with a series of questions or
statements to which they are to react either by writing out their answers or
selecting from among existing answers.
(Brown, 2001: 6)
This type of written survey allows for flexibility on the part of researchers to include
both open-and closed-ended types of questions and can serve a variety of purposes.

The current survey contained ten questions and was administered to the five teachers

mainly to ascertain a) their degree of familiarity with B concept b) whether they
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applied RP in their EFL practice formally or informally andtl@ir engagement (if

any) in CPD and/olS training in the three years prior to the investigation. An initial
review of the survey results suggested that the five participants had very limited
knowledge of the notion of RP. It should also be noted that in-depth analysis of the
survey is not provided in the data analysis chapter. The purpose of the survey was
mainly to confirm my initial hypothesis regarding the teachers’ lack of knowledge

vis-a-vis the RP framework.

3.4 Data analysis

| adopted qualitative content analysis (hereafter, QualCA) for analysing the data.
QualCA has been defined as ‘a research method for the subjective interpretation of

the content of text data through the systematic classification process of coding and
identifying themes or patterns’ (Hsieh and Shannon, 2005: 1278). It is also referred to

as qualitative thematic analysis, and sometimes as discourse analysis (Silverman,
2001). The researcher as a thematic analyst reduces data through a coding process,
which places units of analysis into thematic categories in order to derive meanings,
examine trends, and identify values and attitudes of text producers (Wimmer and

Dominick, 2005).

In addition, QualCAis mainly inductive in nature as it grounds ‘the examination of

topics and themes, as well as the inferences drawntfram in the data’ (Zhang and
Wildemuth, 2009:1hllowing for the inclusion of subjects’ reflections of how they

view the social world. Thus, the perspectives of the producers of the text can be better
understood by the investigator as well as the readfetse study’s results (Berg,

2001). This was significant for the study as it allowed me to record and include the

participants’ reflections of how they experienced the GRP process and derive themes
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through their lenses and words. Also, in contrast to quantitative content analysis,
themes in QualCA illustrate ‘the range of the meanings of the phenomenon rather

than the statistical significance of the occurrence of pdatiaexts or concepts’
(Zhang and Wildemuth, 2009: 2). This way, the thematic anadysgain insights and

increase his/her ‘understanding of particular phenomena’ (Krippendorff, 2004: 18).

3.4.1 The process

In the qualitative research paradigm, a variety of data analysis procedures are
commonly used to analyse qualitative data (Leech and Onwuegbuzie, 2007). Leech
and Onwuegbuzie (2007) identify constant comparative analysis (hereafter, CCA) as
‘the most commonly used type of analysis for qualitative data’ (p. 565). According to

the authors, CCA is especially helpful when thearcher ‘is interested in utilizing

an entire dataset to identify underlying themes’ (ibid). In performing CCA, a
researcher first reads the entire set of data, and groups the data into smaller
meaningful chunks which are then labelled as codes. Also, CCA can be used
throughout the research study, enabling the researcher to constantly revisit the data
after the initial coding, ‘until it is clear that no new themes are emerging’ (Hewitt-

Taylor, 2001: 39)What is significant in CCA is that ‘the researcher takes pains to
compare each new chunk of data with previous codes, so similar chunks will be

labeled with the same code’ (Leech and Onwuegbuzie, 2007: 565).

In the present study, CCA was the method | used to analyse the volumes of rich and
deep data which were produced from the many sources, and | knewedequir

systematic analysis. Given the amount of data produced in the reflective journals and
online chats and the transcribed in-depth interviews, reflective discussions in the
RIGMs, and observation dialogue sessions, | was faced with the challenging task to

identify, analyse, co-ordinate and order the data into emergent themes or codes.
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These content categories (themes) were not predetermined but were coded after close
scrutiny across all the data collection instruments. According to Thomas (2009), CCA
‘involves going through your data again and again (this is the constant bit), comparing

each element phrase, sentence or paragraphith all of the other elements (this is

the comparative bit)’ (p. 198). The process of CCA in the study allowed for themes to
emerge from the data. These themes were what Thomas (@0B%he ‘essential

building blocks of [my] analysis’ and represented the meanings participants and I, as

an observer participant, gave to the situation.

My opting for ‘emergent coding’ (Wimmer and Dominick, 2005) helped me establish
categories after a systematic examination and re-examination of the data. | immersed
myself in an iterative journey of QualCA and more specifically CAA in my attempt to
excavate ‘explicit, implicit and/or multiple meanings’ (Parker, Saundage, and Lee
2011:2). The process led me to identify themes which characterised ‘the content

being examinedaften using quotations as evidence for any conclusions drawn’ (ibid:

2). QualCA usually uses themes as the units of analysis (Zhang and Wildmuth, 2009).
According to Zhang and Wildemuth (2009%n instance of a theme might be
expressed in a single word, a phrase, a sentence, a paragraph, or an entiretdocumen
(p. 3). Also, Minichiello, Aroni, Timewell, and Alexander (1990) argue that when
using a theme as the coding unit, you are primarily looking for the expressions of an
idea. For the purpose of the study, themes were defined as an ‘integrated view of

speech/texts and theiegific contexts’ (Zhang and Wildemuth, 2009: 1).

3.4.2 Two cycles of data
In the study, QualCA and more specifically CAA was a useful method that allowed

me to discover and describe the focus of the individual and group attention (Weber,
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1990) and organise it into themes. | conducted two cycles of data analysis. In the first
cycle, ltreated each of the five participants’ data separately. I thoroughly read and
examined each teacher’s reflective journals, dialogue sessions, online chats, holistic
interviews and participation in the RIGMs. Then, | proceeded to identify each
teacher’s prominent concepts and grouped them into codes in order to recognise

trends and make inferences about significant meanings.

The process of coding is not easy, especially for novice researchers like me. | realised
that | was tempting to code ‘anything and everything that was collected’ (Saldana,
2008:15). However, | soon discovered thabking for themes in written material
typically involves pawing through texts and marking them up with different colored
pens’ (Ryan and Bernard, 2003: 88). Therefore, | coloured (with the help of the
computer’s text highlight colour option) ‘rich or significant participant quotes or
passages that [strucke]” (Saldana, 2008: 16). These constituted nigodable
moments” (Boyatzis, 1998) representing what was worthy of attention in the data. My
decision to colour code (see Appendix 8 for colour coding map) the most recurrent
mentions of words and phrases proved to be quite helpful as it colourfully revealed
which themes and sub-themes were the most salient for each teacher. The focus in the
first cycle was thus to identify and compare what emerged as significant within each
participant’s instruments by colour coding the textual data (see samples of colour-

coded texts in Appendices 9 and 10).

In the second cycle of data analysis, the focus was on thoroughly examining the data
as it pertained to all five teacher€oding is a cyclical act. Rarely is the first cycle of

coding data perfectly attempted’ (Saldana, 2008: 8). In the second cycle of data
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analysis in the studyl, aimed to further filter, highlight and focus on the salient
features of the participants’ data in orderto excavate the themes and sub-themes that

were recurrent and common across all instruments for all five participants.

Due to the narrative nature of all the instruments, the data produced was very rich and
dense. In most cases the unit of analysis either the sentence which is ‘a term
reserved for a unit that can consist of either a clause or a combination ak’claus
(Thompson and Couper-Kuhlen, 2005: 499) or a small paragraph. Within the
participants’ raw data, certain key concepts emerged recurrently. These concepts
sometimes reflected relatively precise meanings of words (e.g. collaboration), and in
this case the same word constituted the name of a sub-theme. Most of the time,
however, | had to attach inferential meaning to longer utterances or responses in orde
to construct a meaningful code or theme that would capture the essence of what was
discussed. As Miles and Huberman (1998) note ‘codes are tags or labels for
assigning units of meaning to the descriptive or inferential information compiled
during a study. Codes are usually attached to ‘chunks’ of varying size — words,

phrasessentences or whole paragraphs’.

Despite the huge amount of data (see Table 6 in Section),3.2%amined every
utterance (verbal or written), thus applying the principle of exhaustivity according to
which ‘every unit of analysis must be placed into a category (Wimmer and Dominick,
2005: 160). However, not all categorised data was mutually exclusive as | found that

some themes could be placed in different categories.
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As a result, five major themes emerged from the data. Three of them were also further
divided into sub-themes. Although the five major themes were common among all
five participants, &h participant’s data was also unique with a different emphasis
placed on each theme and sub-theme. The data is presented and analysed in five
vignettes, as I felt that vignettes were the best means to create the ‘narrative scene’
(Merryfield, 1990) for each teacher, thus capturing the richness of the datahA sixt
vignette and table present the prominent themes, data analysis and evaluation from

my data.

3.4.3 My data

| employed QualCA and CAA in coding and analysing my data in the various
instruments in a similar fashion to the one applied to analysing the partiCiganats

My themes and sub-themes were derived by identifying and comparing what was
significant from my patrticipation in all the methods in the study. A detailed account
of my unfolding role is found in my vignette (see Section 4.3m6the analysis of my

data, | selectively present data from my journals and RIGMs which | consider to be
the most salient. A lot of debate exists in the literature with regard to bias when
researchers write self-reflective journals as thelk about themselves, ‘their
presuppositions, choices, experiences, and actions dtingesearch process’

(Mruck and Breuer, 2003: 3). In order to minimise the inherent bias in my journal, |
made its contents visible to participants by sending them segments from my journal
for reflection and feedback to create transparency (Ortlipp, 2008), an important
consideration for me. Finally, some data from my holistic interview is presented in
Section 5.2.3 as | felt it was important to present a segment from my experience as an
interviewee in the study, prompted as | was by the teachers to engage in a holistic

evaluation of the entire GRP process and its parts.
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3.5 Ethical issues

3.5.1 Ethical considerationsin the study

During the entire course of data collection my primary concern was to ensure the
welfare and protection of all participants involved in the study (Punch, 1998). The
data collection approach adopted was informed by the ethical guidelines published by
the University of Nottingham School of Education which adhere to the British
Educational Research Association’s Revised Ethical Guidelines for Educational

Research (2004).

In conducting this Al reflective study, several ethical issues and challenges needed to
be dealt with cautiously. Democratic principles of respect, trust, and confidentiality
were applied and abided by at all times so that no physical or psychological harm was
done to any of the participants (Fraenkel and Wallen, 1990). Research with human
beings entails the fundamental principle that persons should be treated as ends and not
as means to an end (Cassell, 1982). Therefore, it was of paramount importance that |
ensured that participants in the study felt valued and assured that they were not at risk

at any time during the investigation.

In order to create an atmosphere of trust and mutual cooperation while eliminating
any feelings of discomfort or fear, throughout the course of the study, | provided
participants withan explanation of the aims, techniques and expected outcomes of the
study, disclosing information that would establish a clear and fair working
framework. In addition, | ensured that any data collected from or about was held in
confidence while their identity was protected by keeping it anonymous (Bogdan, and
Knopp Biklen, 2006 Moreover, participants knew that their individual freedom to

decline participation in or withdraw from the research at any time was respected.
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Finally, the informed consent of the five teachers was secured prior to the

commencement of the study.

With regard to obtaining the conseof the participants’ students for the video-
recordings, the following procedure was followed: A few days before the video-
recording students were informed about the study and its purpose in two ways: a) they
were told about it by both their teacher-participant and me as | visited their classes
and b) they received a letter which specifically emphasised that the sole purpose of
the video-recordings was to provide a platform for their teachers to reflect on their
EFL teaching techniques. Students knew that the video-recordings were not to be used
as means to evaluate them or their performance. A video camera was set up in the
participants’ classrooms after having secured the consent of the administration and the
students. The students also knew that they had the opportunity to opt out and leave the
classroom during the recording. The duration of the video-recordings ranged from 45
minutes to an hour. Moreover, | had advised the five teachers to feel free to turn off
the videoeanera in the room when they felt they had reached a point of closure in the

lesson.

3.5.2 Power differentials: Thedual relationship

In recent years, many researchers have become increasingly concerned with the
impact of their work, aiming for their researth ‘benefit the participants above all

else’ (Bourdeau, 2000: 2). | intended for my research to have such an impact.
However, the issue of power between researchers and participants is a salient one as
power differentials exist simply by the variance that the title or role of researcher
denotes. | was the researcher in the study guiding others through the research process

and that alone may imply that | hatbre ‘power’ and control in the way things were
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conducted. Indeed, | often felt that | had the rdlépushing’ the research forward by
challenging teachers to try something new. However, | never proceeded with anything
in the study unless | had consulted with participants and received their approval,
something, that, in my opinion, minimised the power differentials. Moreover, my role
as a participant/observer (as discussed in Section 1.3) was another factor that

mitigated the power differentials between participants and myself.

Although | was technically the researcher, | constantly shiftdds’ in my mind and

in action, feeling and behaving like a researcher/mentor (herdaigrat times, and

a participant/observer aralteacher at other times. According to Bourdeau (2000:4)
‘the levels of power are dependent upon the amount of vulnerability required of the
participant and the amount of influenmaintained by the researcher’. For me, the
relationship built with the partipants was ‘low in power’ (ibid) since, despite my
guiding, | genuinely felt and acted as an equal to them, but most importantly, they
perceived me as such. Nora encapsulaiedparticipants’ perceptions of my role
(holistic interview, 22/1/09)Well, you had many roles and you were one of us...you

were also a facilitator Similarly, Erika stated: ‘I didn’t see you as my mentol.
didn’t see you as a researcher or someone out there. I saw you as a colleague who
would ask me some questions and share concerns. That’s why I felt comfortable
expressing different idea...’ (holistic interview, 25/1/09). Finally, there was clarity
with regard to the termination of my professional relationship with the participants.

Participants knew when the research would be over.

In my opinion, these considerations reduced the power differentials between the

participants and myself and brought some balance to a seemingly asymmetrical
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relationship. Thinking and feeling as a mentor to the participants and a facilitator of
the GRP would be a more accurate description of my role but even here one may
argue that there is a power differential. A detailed account of my mentorship role is

discussed in Section 5.2.3.

3.6 Conclusion

In this chapter, | have provided a description of and rationale for the design and
methodology used to carry out the current investigation. A qualitative Al study was
chosen as there was no hypothesis to be tested or a pre-conceived theory about the
research to be proven. My main aim in designing the study was to record the
participants’ perceptions of the way they experienced the impact of GRP on their EFL
practice. The participants as well as the data collection methods used in the study
were described. A thematic method of data analysis was selected because it enabled
me to discover themes that emerged from the data. The use of the various qualitative
methods provided for triangulation, member checking, and peer debriefing reduced
the risk of bias in the study. In Chapter Four, | present the research findings and
analyse the collected data in order to construct an understanding of the impact of GRP

on HE TEFL.
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CHAPTER 4: DATA ANALYSIS

4.1 Introduction

In this chapter | present the findings from the analysis of the tkaehers’
engagement with GRP. The analysis of the data revealed five major themes:
‘awareness’, ‘the therapeutic value of GRP’, ‘reflecting on the positive’, ‘reframing
practice’ and ‘critical reflection’. The themes are presented in five vignettes which
create the ‘narrative scene’ (Merryfield, 1990) for each teacher. A sixth vignettey
reflective journey— is presented last as my unfolding learning added another
dimension to the study. The three most major themes are analysed based on what
emerged as mostlient from each teacher’s data. For those themes with sub-themes,

| present and analyse the two stbmes which are most salient in each participant’s

data (seeSection 4.2 for a detailed explanation of ‘saliency’ as it pertains to the
study). With regard to my own vignette, | focus on the theme of CR as it relates to my
personal awakenings which resulted from deeply reflecting on my RM role in the

study.

Analysing the findings in vignettesrabled me to explore the ways in which
participants constructed theinse of ‘self” through the narratives they chose to tell.

It also felt as the best way to depict the liveliness of the constant reflective dialogue in
the study (Freire, 1972). Vignettes in qualitative research (Denzin, 2000) enhance
reflexivity and helpreaders and writers relive the past experience through the writer’s

or performer’s eyes. They are a ‘form of analytical and representational strategies’
(Humphreys, 2005) that can increase reflection and self-reflexivity. Despite the many
challenges facing narrative inquiry includinge therisis of validity’ (Gergen and
Gergen, 2003), my aim was not to find one geneitdblsruth but to ‘sing up many

truths/narrative’ (Byrne-Armstrong, 2001: 112). Moreover, vignettes were in line
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with my critical/social constructivist approach, allowing each tedshetice to be
‘heard’, and revealing her unique and powerful personality sum, presenting the
datain vignettes stemmed from my desire to help reader(s) relive the study as closely

and in & lively a way as the participants and | had experienced it.

In order to convey each participant’s voice with authenticity, the vignettes incorporate

direct quotations from the various data sources within each theme and/or sub-theme.
Some words or phrases in the excerpts are highlighted in bold for emphasis. A brief
description of each of the emerged themes and sub-themes is delineated in Section 4.2

in order to clarify what exactly is meant by each category.

4.2 Themes and sub-themes

Desantis and Ugarriza (2000) define a theme as ‘an abstract entity that brings
meaning and identity to a recurrent experience and its variant manifestations. As such,
a theme captures and unifies the nature and basis of the experience into a meaningful
whoale’ (p. 362). In line with the CCA method discussed in Chapter 3, grouping the
data into themes and stiflzmes was done by assigning codes that reflected ‘various
categories and properties to units of data through sorting them into groups of like
substancand meaning’ (Kawulich, 2004: 98) after constantly reading, and re-reading
transcripts, looking for similarities and differences and interpreting the words in
participants’ texts. In my thematic analysis of the qualitative data in the study, |
sought to unearth the themes salient in the textual data by first identifying the basic
themes or codesthe ‘lowest-order premises evident in the text’- (Attride-Sterling,

2001: 388) and then organising thes#oimore abstract principles (sub-themes)
which eventually becameart of the ‘super-ordinate themes encapsulating the

principal metaphors in the text as a whole” (major themes) (ibid). For example, the
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code ‘reflection in action’ was first identified in the text, was then grouped under the
sub-them ‘processes of reflection’, and finally became part of the major theme
‘awareness’. According to AttrideSterling (2001), these major themes are ‘macro

themes that summarize and make sense of clusters of lower-order themes abstracted

from and supported by ¢hlata’ (p. 389).

The themes and sub-themes that emerged from the data in the study were the most
salient ones based on how strongly, passionately and frequently they were mentioned
by participants. By re-reading the text segments in relation to th¢hentes and
themes under which they were classified and colour-coding them (see Appgrdix 8
was able to identify underlying patterns. It was as if the data spoke to me. Jones
(2002) highlights the importance of the researcher’s presence and influence on what

can be known from the research. She argues that identifying themes and producing
findings is not sufficient for analysis. These findings should be combined with the
insights, intuitive ideas, creativity and artistry of thecaesher who ‘eventually must

decide which themes are most salient and how themes are related to each other’ (Ryan

and Bernard, 2003: 103Yhe thematic approach to data analysis is a ‘necessarily
subjective process capitalig on the researchers’ appreciation of the enormity,
contingency and fragility of signification’ (Attride-Sterling, 2001: 403). | opted to use
such approachecause my main aim was to ‘bring to light the meaning, richness and
magnitude of the subjective experience of social life’, hence of my participants (p.

403).

From the inductive analysis of the data in the study five major themes emerged, three
of which entailed sub-themes containing issues pertaining to the major themes. More
specifically, the five major themes were the following: ‘awareness’, ‘the therapeutic

value of RP’, ‘reflecting on the positive’, ‘reframing practice’ and ‘critical reflection
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on context The themes of ‘awareness’, ‘the therapeutic value of GRP’ and ‘critical
reflection on context’ were the three themes which were further divided into sub-

themes (see delineation in Sections 4.2.1, 4.2.2 and 4.2.5 respectively).

4.2.1 Awareness

A multifaceted term, ‘awareness’ can mean different things to different people
(Osterman and Kottkamp, 1993; Kondratt, 1998lle and Mohs, 2006; Sisnetos
Stakeman, Joyner and Schmitz, 2008) ranging from developing a greater level of
consciousness about the nature anchimgf one’s actions (Osterman and Kottkamp,
1993) to what Kondratt calls ‘critical reflectivity’. According to Kondratt (1999)

critical reflectivity is a form of self-awareness which moves individuals to a deeper
understanding of their assumptions and how these affect and are affected from
interactions with the surrounding social structures. A number of different nuances of

awareness were apparent in the data, forming the following subthemes:

e Awareness of ‘self” as participant in GRP. this refers to the awareness
participants exhibited when using the various methods/instruments to explore
reflection in the study and how they articulated the effect of the methods on
themselves and their practice.

e Awareness of ‘self’ as practitioner: this refers to how aware participants
became of themselves as teachers and individuals (their beliefs, their teaching
style) through their involvement in the study.

e Awareness of effects of reflection on practice: this refers to the participants
becoming aware of the effects of applying reflection in their EFL teaching.

e Awareness of affective effects of reflectiorhis refers to participants’
awareness and expression of feelings and emotions regarding issues of
‘selfhood’ and practice as a result of engaging with GRP.

e Awareness of processes of reflection: this refers to the ability of participants to
understand, differentiate and use the various types and dimensions of
reflection (i.e. reflectionn-action, reflection-on-action, critical reflection) in
their practice.
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e Awareness of beliefs: this refers to how aware of their beliefs and hidden
assumptions participants became due to their involvement in the research.

4.2.2 Thetherapeutic value of Reflective Practice

The concept of ‘therapy’ in many fields, especially medicine, nursing, and
psychotherapy, tends to hold a positive connotation as the intention is the eventual
treatment of a problem or condition. For exampharrative therapy’ (Shapiro, and

Ross, 2002), a form of psychotherapy which has social constructionism as its basis,
uses therapeutic questioning to help individuals ‘recognise and reflect on the
discrepant but positive elements’ (p. 96) of their stories in order to empower them to

reformulate a more preferred alternative.

On numerous occasions, the five teachers referred to their GRP experience in the
study as ‘therapy’ in the emotional sense, thus the emergence of the theme ‘the
therapeutic value of RP’. Delineating this theme, therefore, into the following sub-
themes, helps link it to what exactly ‘therapeutic’ meant to the participants in the

study:

e Therapy as sharing: in the RIGMs and in dyads participants exchanged
constructive feedback regarding issues concerning their practice

e Therapy as appreciation: participants explicitly expressed their appreciation
for the reflective learning and mentoring incurred in the study.

e Therapy as collaboration: participants collaborated in preparing various
documents such as tR&M’s interview.

e Therapy as support: participants felt supported and valued by their peers and
the RM while the research was in progress.

e Therapy as humility: participants identified being humble as a much needed
quality for teachers in the quest of reframing assumptions and improving
practice.

e Therapy as trust: An atmosphere of trust and safety was built and strongly felt
among participants throughout the study.
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e Therapy as confidenc®articipants felt confident to question aspects of their
practice andhe ‘self” without the fear of being judged.

4.2.3 Reflecting on the positive
The theme of ‘positive reflection’ emerged as a result of participants either identifying
the experience of exploring reflection in a group as a positive one and/or reflecting on

the positive elements of their practice and of their teacher persona.

4.2.4 Reframing practice

The theme of ‘reframing practice’ refers to decisions and the willingness of
participants to reframe their way of thinking, their beliefs, and their teaching as a
result of engaging in GRP and incorporating these changes in their everyday

practices.

4.2.5 Critical reflection on context
In the field of teaching,CR on context means taking a stance of inquiry,
experimenting and taking risk towards modifying practice (Brookfield, 1995). The

theme of CR on context in the study consisted of four sub-themes:

Participants reflecting on

e institutional procedures at their workplace

e their learners

e the wider TEFL context and

¢ thar will to become teacher agents in order to bring about change (no matter

how small) to modify the status quo in thebntext.
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In the subsequent vignettes, data from the most salient themes per teacher are
analysed and discussed in continuous narratives. Saliency was based on what emerged
most strongly and passionately from each participant’s data as discussed in Sections

3.4.2 and 4.2. The title given next to each tedsh®eudonym in the vignettes is an
umbrella term which best depicts, in my view, the most powerful characteristic of the
teacher based on her data and participation in the study. Each vignette is introduced
by some biographical data that sets the scene for the teachers’ background and initial

contact with RP.

4.3 Vignettes
4.3.1 Anna - the Introspective

e Biographical details
Anna, aged 32, had taught EFL for nine years in various English language institutes
and a college in Cyprus before the study. At the time of the research, she had bee
with the university (site of the research) for two years. With a BA in English
Language and Literature and an MA in Career Guidance and Psychological Support to
Students, she was keen to participate in the research and turned out to be a valuable
contributor. As she revealed in RIGM1, her only contact with some form of
‘reflection” was during her MA studies when she was asked to watch a couple of her
videotecorded lessons and ‘judge herself’. However, overall she was not familiar
with the multidimensional concepts of reflection and RP. In RIGM1, when asked to

offer an initial definition of what the term meant for her, she intuitively said:
While reflecting I see myself...not just the others...and there’s give and take
with yourself; you get auof yourself and observe yourself; that’s where the

‘judgmental part comes in’ — where you put that distance. Seflection is a
mirror of who you are but aldoow you are per ceived by others.

135



Despite the fact that she had religiously kept a personal diary throughout her life and
been very prolific in it, she was at first a bit apprehensive and sceptical of reflecting in

the journals:

In the beginning, in the journal it was a bit awkward; sitting in front of a
laptop and not knowing exactly what to write about your diassafterwards
it started to flow; every timel feel that | have moreto add and write.

Throughout the study, however, her preference for journal writing was evident in both
her words and her actions. Her very analytical and deeply introspective personality
came through in her journals as she was the participant with the most journal entries
(36) compared tdsabel’s (25), Erika’s (22), Nora’s (19) and Claudia’s (9) journal
entries. Anna was highly reflective and analytical in her journals, something that was
in line with her love for reflective writing. In RIGM4, nine weeks after the first
meeting, Anna clearly identified the journals as her preferred method of reflecting,

seeing them as a space where she could have the time to be honest with herself:

| enjoy the journals more than the chats because | felt that as we were
chatting I had to come up with an answer or with a topic and I didn’t have the
time to be honest about things or come up with things that concern me.

With regard to the other methods used in the study, Anna contributed greatly in the
RIGMs and in the dialogue session and less in her online chat.

Awareness

Throughout the 13 weeks of engaging with GRP, Anna cultivated a deeper awareness
of ‘self” and of various facets of reflection. Her initial simple definition of reflection
as a ‘mirror’ developed into a more encompassing understanding which underlines the

consciousness the GRP process had brought to her:
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RP is a part of myself now; it made me conscious that | reflect on my
teaching and on the things | do in class but | used to do it on an unconscious
level; nowl became more aware of the procedure and saw some benefits.
It’s personal development for a teacher.

Anna reflected a lot on herself as participant in the GRP_study and on the effects

reflection had on her practicé\nna’s self-awareness as a participant iR is

mostly manifested in her journals and in the RIGMs. Her awareness of the effects of
reflection on practice came mainly from her jousnand then from the RIGMs and

dialogue session.

As evidenced in her journalanna’s active involvement as a participant in GRP had
an impact on her practice as Anna did remain idle or passive when ‘confronted’
with new knowledge. Instead, eskvrestled with it and took a stand toward the new

information that was presented to her in the study:

My participation in this research and the reflective process with the
journals make me more aware of everything that goes on in class; also
more sceptical when dealing with situations; trying to resolve problems with
employing more solutionsyhatever the ‘strategy’ maybe I prefer it to be as
discreet aspossible in terms of being tactful so as not to embarrass anyone.

In many of her journal entries Anna expressed her interest in being tactful when
teaching.When | sentteachers Van Manen’s (1995) article on the ‘Epistemology of
Reflective Practice’ for further reading and reflection, Anna was not only very

appreciative but also had a lot to contribute in her journals on the subject:

| have read the article our RM emailed to the group and | found it helpful and
to the point with concrete examples on each area it explbnexlarification

of ‘thought’ which is required when teachers act and the creation and
maintenance of a reflexive dialogue between the ‘I’ and the self to support

that demandall make me realise the depth of RP. It is like the core of
teaching in order to keep its members (teachers) sane!!!
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Receiving literaturgBrookfield’s fourth lens) on a topic of interest that could affect
the way of looking at her practice was important to Anna:
Having read the piece oipedagogical tact’ it is somehow encouraging to
have a written piece of evidence reassuringtyat no teaching method can
tell ateacher what to doin particular circumstances; hence, it is up to each

teacher’s best judgment and spontaneous reaction how they handle different
situations.

On the issue of ‘pedagogical tact’” which greatly concerned her, she appreciated the
opportunity to share her deeper reflections on more subtle aspects of teaching which

can affect a teacher’s overall performance:

When we [Anna and the RM] first talked about thi$ was the first time |
shared my opinion on such issues on a deeper level; not only about the
practical aspect strategies and methods of teachingut abouthe way we
behave and interact with our students.

In the journals, Anna awareness of the ‘effects of reflectiohon her practice showed
in the fact that she wrote about becoming more patient and resourceful with her

students:

| am almost sure that my involvement in the resedraf enhanced my
patience levels and resour cefulness as well!!!

Within the RIGMs Anna’s reflection revealed her deeply introspective nature and her
desire to become more aware of herself as a participant in the study and of the effects
of reflection. In RIGM2 she showed that as a participant in the study she made
progress since her reflections in her journals were no longer simple descriptions of her
lessons, but instead dealt with moredépth issues such as ‘pedagogical tact’ and

principles of teaching:

| wanted to add thdtdon’t just describe the lesson anymore in my journals.

| am concerned with other issues at the back of my mind, like principles

of teaching and how they affect my teaching and how to be tactful with
teaching.
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In RIGM2 she acknowledged to her peers that becoming more aware of the effects of
reflection was a result of writing in her journals:
Writing in my journals has made me more aware of things that | do in
class and | think that the reason behind it now is that when | am in class | am
constantly concerned with the things that students bring to class and also

with how | handle them. Definitely, since the study bebaaw a change in
me and a change in my students.

In the same meeting, she shared what she felt were examples of the effects of

reflection on her practice:

| am trying something these days with my classam giving them the
initiative becauseeverybody in the class has to be responsible for all the
others in the clss.They know that | watch them. Could this be a strategy?

In RIGM4 she also associated her increased awareness with her personality. In

replying to my question on whether GRP has helped her looked inwardly, Anna said:

| became aware of it [introspection] because | think have always been

looking inwardly and reflecting and now | am just confirming it.
Finally, in her dialogue session Anna verbalis&chgn, 1987) what she did in class
as a result of reflective awareness. She used the latter not as a way to intimidate
students, but as a tool she could use to help students individually:

| think 1 am aware of everything that goes on but | try not to show it; |

don’t want them to see me as a policewoman; let them speak and go on; |

know who works at home and | can see them individually if there are specific
problems.

The therapeutic value of KPP

The second salient thendet emerged in Anna’s data was the therapeutic value and
effect she felt GRP had on her and her practice. The beneficial (therapeutic) effects of

GRP for Anna were experienced mostly through shawiithin a ‘trusted circle’ of
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colleagues (Brookfield, 1995) and collaboration. For Anna, the therapeutic value of
RP in the form of‘sharing’ appeared mostly in the RIGMs and in the journals, and

‘collaboration” appeared mostly in the journals and in her online chat.

More specifically, within the RIGMsAnna reflection referred to ‘sharing’ and to
‘collaboration’. In Anna’s case the ‘sharing’ took the form of mostly seeking input
from her peers and me on various aspects of her tepathiere she felt improvement
was needed. Thirsty for new knowledge and inquisitive by nature, she always asked
guestions:

| had a question on strategies as | was writing in my jourkélsat do you

[the RM] mean by strategies? Is it the variety of methods that we use when
we teachAnd isthere a difference between strategies and methods?

Anna was a questioner and wantedlearn from others. Her questions, however,
reveaed another side to her personality which was uncovered in the safety of the
group. She was a person who did not hesitate to take initiatives. During the viewing of
my video-recording (focus of RIGM3), she subtly offered her input and evaluation of

the way | conducted my lesson, thus contributinthégroup’s reflection:

Anna addressing the RM: Now that you are reflecting on the |esguat,
would you have done differently? How would you analyse your teaching
style? | think that you are trying to elicit answers from them?

How much control do you think you have over what goes on in ClA$&® |

felt isthat you really wanted them [the students] to understand why they
needed to revise (this is how you began the lesson) and you were trying to
revise with them.

Similarly in the journals, the therapeutic value of GRP exemplifietfiin ‘sharing’
and ‘collaboration. Although somewhat sceptical at first, Anna clarified that she
experienced sharing in the ‘chemistry’ she felt in the research group which worked as

a catalyst for therapeutic reflection:
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| read the transcript of the"®meeting that our RM emailed us and | came
across the terrftherapeutic’ when describing the reflective process. My first
thought was that | had not felt this way; Igiting it sometime | now realise

that it does describe theway | feel about the reflective thinking...Maybe it
would be with consistency to the practice of reflective thinking that | would be
more confident to use the term ‘therapeutic’. We have good chemistry and

we feel comfortable with each other....

The value of collaboration wasknowledged in Anna’s response to a segment from
my journal, where she highlighted the feeling of empowerment she acquired from

engaging in ta GRP activities with her peers:

You [the RM] have triggered mechanisms in us which made us see what we
do andhow we do it and become critical and sceptical upon it! Hence,
empowering us to engage in this process of how to ameliorate our practice; to
see what we do right byalking about it with colleagues and ‘borrow’
colleagues’ opinions and ideas on practice for even better resultS his is a

result of our meetings, of the recorded sessions and the interviews as well

as of thejournals.

In another journal entry, Anna indirectly alluded to the therapeutic value of listening

to others in an environment where teachers felt stimulated to share common concerns:

All parts of GRP contributed to this; the interview on the *1session, our
meetings and our orte-one interviews, the literature you shared with us; all
played an important role in this process. What everything had in common |
think, it is the willingness of the participants to listen to colleagues’
experience and discuss our concerns in a very stimulating environment; the
one you created and set up for this research.

In her online chat, Anna alluded to collaboration with colleagues as a result of the

therapeutic effects of GRP:

RP has helped me see teaching from a new angle; | no longer feel that | should
doubt myself nor my studentmd I seek colleagues’ opinion and | am
confident and liberated.
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Reflecting on the positive

The third most salienheme in Anna’s data was her ability to reflect on the positive
gains from the study, i.e. positive effects on her practicelearders. Most of her

reflections on thépositive’ came from the RIGMs and the journals.

In the RIGMs, she identified reflective journaling as a positive experience and the
GRP as a form of personal development:
And to come back to the effect the journals have had on me | can see them

having a positive effect; | am positively inclined to the journals; I think they
have helped me but sometimes | feel amat’s the point?’ (laughing)

RP for me means personal development (bringing topics to the students that

they can learn something about themselves and become a better person beyond
the content of the lesson). This is something Ildgive them values and try

to inform them about things théiey don’t know.

In her journals Anna described her participation in the research as having increased

her awareness as a person and educator:

The patrticipation in the research has bemnenjoyable process through
which we cometo realise things about us (both as educators and as persons).

She also viewed GRP as a process in progress, thus pointing out its developmental
nature. She appreciated the value of watching her video-recorded lessons because
through them she could identify aspects of her practice that required improvement.
Her most profound realisation, and finding for the study was the fact that reflecting in
her journals gave her pleasure and equipped her with confidence to look deeper into
herself and her practice without being fearful of what the GRP process might uncover

(Denton, 2011).

It [GRP] helped me develop my orientation in terms of specifying the areas |
would like to work onjt has been progressing into a fulfilling experience.
And I use the verb ‘progress’ because a difference I see in me as a person
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isthat | write about things not because | haveto in order to help you with

the research as | might have felt at the beginning but because it gives me
pleasure and makes me look deeper into myself as an educator and a person
without being hesitant or afraid of what | might findt! has developed my
confidence.

In short, Anna, with her reflective and analytical nature, used reflection in the study as
a tool to ‘reflect inward toward [herself] as an inquirer’ (Sandelowski and Barroso,
2002: 222). Her positive inclination for journal writing in particular helped her
become even more introspective, realising that there is a reason behind all her actions
in teaching. This heightened her reflexive awareness without losing sight of the value

of sharing and listening to others in a collaborative environment.

4.3.2 Erika — the Others’ lens

e Biographical Details

Erika, aged 32, had taught EFL for seven years prior to the study to age groups
ranging from six year olds to adults in her home country, Greedde time of the
research, she had been with the university for a year and a half and in Cyprus for two
years. With a BA in English Language and Literature and an MA in Translation, she
was also keen to participate in the research. Unlike Anna, she had never been

‘exposed’ to the terms reflection or RP during her university studies:

We were never trained to teach using RPRadn’t even heard of the term
RP.

Therefore, her initial definition of reflection in RIGM1 holds special value for the
study as it comes from a participant who had not had any previous knowledge about

reflection:
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Reflection ishow others see me, how my students see me. | know who | am,
and what I need to do in class. I don’t need a mirror. | ask students to tell me
how they see me and | always ask them to asky somethingis so.

Interestingly enough, although Erika’s highest number of reflections came from the
RIGMs where she actively participated. In RIGM4, she stated that her preferred
method of reflection was the online chats:

| enjoyed the online chat more than the journals. During the chat, I didn’t

feel that | had to come up with an answer. For me it was enough that | got to
think of things that I didn’t think before.

Erika appreciated the chat as a forum where she could identify issues and reflect on

them at a later stage, thus makingmafor ‘reflection-for-action’.

Erika’s second and third preferred methods of reflection were the dialogegose
and the journals respectivelyeHournal entries were succinct and mostly focused on

her concern for the perceptions studdrad of her. In RIGM1 she confessed:

| noticed that | was mostly reflecting @sychological issues; not writing as
much on what | teach; mostly concerned with the reactions of the students;
how others see me and myreflections have nothing to do with what | taught

in class;it’s more about the feelings about the class, the feelings of the
students. I don’t see myself; I want the others’ opinions of me.

Awareness

Throughout her engagement with GRP, Erika cultivated her awareness immensely. In
RIGM4 she provided an innovative definition RP as she related it directly to

teaching:

RP to me means the advantages and disadvantages of teaching. Also, RP

for me means excluding as well some of thethings | do. That’s what I found

most useful: what | should stop doing; through our conversations and our talks
| got interesting ideas bdior me the most important thing is that 1 know

what | should stop doing.
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Erika’s greatly reflected on th®elf” as practitioner and on théself” as participant in

GRP. Erika’s awareness of ‘self” as practitioner was manifested mostly in her
dialogue session and secondly in the RIGMs and jourHalsawareness of ‘self” as

participant in GRP came mostly from the RIGMs.

More specifically, in her dialogue session Erika reflected mostly on the sub-themes of

‘self” as practitioner and ‘self” as participant in GRP'. In talking about her teaching

style she stated:

| would say my styleis collaborative, but | am the centre of the class; so it
is a teacher-centred class rather than a student-centred dasalise that
thismust change, if not altogether at least tominimum.

Erika also recognised that she ‘reflected in action’ a great deal while she was in class

and connected her improvisation with her feeling under pressure:

| reflect in action a lot. | have realised that there ee different types of
teachers: the ‘walk-in’ teacher: the type of teacher who looks at the material

right before entering the class; the ‘corridor teacher’: as you go into the class

and the ‘house teacher’ doing all the lesson planning. I realised that I work

really well under pressuréhavethisgreat idea on the spot; | do prepare but

you cannot prepare and predict if and when something does not go well; you
cannot predict all the problems; but | work better under pressure.

Moreover, she acknowledgetiie value of ‘reflection on action’ that had taken

concrete forms:

Now with you [the RM] | am realising some thingsam more aware of
things; | write things down, | sit and think what | am doing.

Through her reflective conversation in the dialogue sesgioika’s values were
effortlessly excavated. Erika was an educator who appreciated responsibility, equality,

theoretical knowledge and above all, treasured her relationship with her students:
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| do not mean that | am not responsible sutdents are responsible too. It
takes two to tango! They are university students, they must be introduced and
get used to new methods and approaches.

What | push them to do and they do not dstigly the theory. Yes, because |
want them to have something to support their knowledge.

The atmosphere in the class is relaxed; | am with them 12 hours a week, so if
the climate is not positive then it will be psychologically tiring and draining
for all of us,so it’s very important that I have a good relationship with the
students.

In the journals, Erika developed a deeper awareness of herself as a practitioner and

expressed her disappointment that her democratic style was not appreciated:

Sometimes to regret thefact that | am too democratic becausehey [the
studentsplo not appreciateit.

Moreover, in her journal writing Erika revealed her preference for teaching the
theoretical aspects of the English language to her students:

They can do the exercises on their oafter studying the theory on their
own and of course | made it clear that their written work is going to be graded
based on that.

She gradually surrendered ‘power’ however, by having students do the revision in
class on theoretical aspects of the English language:

Theory was revised before each exercise but not by me but by the
students. | thought that it would be better to stop spoon feeding them. | set the
guestions related to the theory and they had to answer them.

For Erika, the journals were a forum where she felt free to genuinely express thoughts

and feelings about herself and her students:

| felt guilty because I ‘spot’ 2-3 students that are going to fail, in the sense
that it is too soon and | thought that | am not the kind of person who jumps to
conclusions so quickly.

In the RIGMs, Erika admitted that her awareness was a necessary prerequisite before

she put things into practice:
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| am starting to realise some things né&er me, first | haveto realise some
things and then try to put these thingsinto practice.

Erika’s awareness of ‘self as participantin RP was mostly shown in the RIGMs.
Erika’s words in RIGM4 reflect how her growing familiarity with the concept of RP
encouraged her to move on. Embedded in this awareness was a subtle confidence that

developed with this acquired familiarity:

Of course, do you [the RM] remember in the beginning that we were asking
guestions about the different terms that have to do with RRvihater e not
familiar with and how to write in our reflective journals™Now we take
these things for granted and we do know the terminology of the research

study and we move on...

Also, her developethwareness as participashowed in the way Erika described the

GRP process in the study:

A circle reminds me of going backwards...S0 may be the procedure is
spiral, from being general to being more specific...

Critical reflection on context

In Erika’s case, the second most salient theme emerging from her data revealed her
tendency to critically reflect on aspects of her context, mainly her learners and the

institutional policies at her workplace. Most of &R on learners was manifested in

the dialogue session and in the online chaika’s CR on the institutional procedures

showed in the dialogue session as well as in the journals and RIGMS.

More specifically, within her dialogue session mostErika’s CR focused on her
learners and on the institutional procedures. When Erika viewed her lesson in my
presence, her reflections foeasprimarily on her students’ learning styles, their
confusion and her willingness to make them move away from theory (which she
favoured) to practice:
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Becausé think of their style and try to accommodate it; some of them like to
take notes, so | try to write on the board, others want to study so | give them
the handout etc. | can see it in their eyes they are really confused. 1 tell

them not to panic.

| am trying really hard to make them move away from theory to practice;
| want an answer from them, so in this sense | am seeing them as imitating, but
| want that first in order to take them further.

Erika also critically reflected on aspects of her context and did not hesitate to evaluate
the English placement test as well as the prescribed materials within the EFL
curriculum at the university:

We need to look at the placement test becawse have a lot of

misplacements of students. This makes our targets/outcomes unrealistic.
Also, the book isnot that great but the CD Rom is OK.

In the RIGMs, while reflecting on her institutional context, Erika touched on issues of
EFL teacher professionalism and status related to her workplace. She pointed out the
lack of organisational support and guidance she experienced as a new teacher at the
university:

It’s not so much about secrecy but disorganisation; I did not even know that

there were attendance sheets; this makes me look éikenot professional;
in the eyes of my studenitslid not look professional.

It was my first year in Cyprus, | was hired last minute and expected to teach
the next day; felt lost and nobody helped ybler e was no oneto guide me.

Being a part-timer like all participants, she reflected on the issue of isolation at the
workplace and linked the perceiv&dk of ‘status’ as something that would impede
her from bringing about change:

May be full timers can bring change but not part timers. | felt left out

because we [the part-timers] were not invited to meetings at Ififstt we
didn’t have status.

In the journals, Erika reflected on her institutional context and the lack of provisions
regarding dyslectic students in her classes:
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| was given a handout with guidelines which I try to follow but it is not always
possible.The university has not yet got the necessary background/policies

to support these kind of students but strangely enough accepts them! And
then unqualified /untrained teachers like me have to teach and support these
students.

The therapeutic value of P

The third most salienheme that emerged in Erika’s data was the therapeutic value

and effect she felt GRP had on her and her practice. Erika mostly associated the
meaning of ‘therapy’ with the sharing in the study as well as with the feeling of
humility that emerged through her reflections. Her reflections on sharing were
exemplified mostly in the RIGMs and the journals. The therapeutic value of GRP in

the form of humility equally appeed in the journals and online chat.

More specifically, within the RIGMs, Erika freely shared her views about open-
mindednessa highly valued quality reflective practitioners must have in order to

learn from others (Dewey, 1910):

The fact that we are all participating in this group shows that we want to learn.
Yes, you haveo be open-minded andlisten to suggestions from colleagues.
Erika was also willing to share her reflective journal with the rest of the group, thus
she gave me permissian upload it at the group’s site (google talk)* for further

reflecion. Her statement below indicated the trust she felt towards her peers and the

RM in the study:

I don’t really mind if you upload something that I have sent you.

[*Google talk was a site that the RM created for uploading and sharing deoisuarel literature with
the participants; its use was scanhowever, because the teachers preferred other methods of
communication, i.e. emails, MSN messenger]
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In Erika’s journals, her humility exemplified in the following realisation:

| made another mistake again today. | did not calculate a sfiant’s grade
correctly. His midterm exam grade was 10% higHerapologized and
corrected my mistake.

Erika’s reflections in the online chat shedian educator who was humble enough to
acknowledge student contributions and seek my input when she felt uncertain in her
teaching. Erika was honest with herself and the fact that she described her experience
in the group as ‘group therapyproved that she felfomfortable enough to ‘see’ her
‘shortcomings’, acknowledging that there is always room for improvement for any

teacher who admits her ‘mistakes’:

When you look at things from different per spectives, you do realise your
mistakes!!:))¥ ou are not as perfect asyou thought. For sure...but it is
sometimes difficult to admit your mistakes...

To sum up Erika primarily conducted her critical ‘self’ reflection through her
students’ lens, seeking their input and seeing her teaching from their perspectives,

thus applying Broofeld’s (1995) second reflective lens. Through the GRP activities

in the study, she learned to keep an open mind and be humble in admitting her
‘limitations’ while appreciating the skill of listening to suggestions from colleagues.

As a result, she was willing to abandon her pre-occupation with teaching the theory of
the English language and made attempts to help her students learn ways to apply their

knowledge.

4.3.3 Nor a- the Pessimist

e Biographical Details

Nora, aged 25, did not have a lot of teaching experience. In fact, at the time of the
research she was in her first year teaching at the university while at the same time

teaching beginners in an English Language Institute in Cyprus. With an MA in
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English Literature from the university (site of the study), she was also very keen to
participate in the research as she was looking for ways to support herself as a new
teacher. In RIGM1, she said that her only contact with reflection in the past had been
during the Computer Assisted Language Learning (CALL) course in her MA studies.
In this course, she had to write a few reflections on how learning took place through
computers. In RIGM4 she stated:

Even though | knew of the terimwas not given any literature on RP.

In RIGM1 Nora instinctively defined reflection.as

...amirror in the metaphorical sense...When you reflect on yourself you
are looking at what is good and what is bad; it shows both sides of
whatever you are reflecting on.

Although most ofNora’s reflection came from the journals, in RIGM4 she expressed,

like Erika, her personal preference for the online chats:

The chats were a different interaction. You come out with things that you
hadn’t thought before. | remember you [the RM] asking me questions that |
hadn’t thought before.

I don’t see it as a matter of having to choose one or the other method; |
liked reflective journals and | enjoyed doing them on my dwwt,the chats
wer e something different that I wouldn’t mind doing again.

Nora’s maturity and analytical personality came through in her revised definition of

RP in RIGM4:

For me RP means introspection. For example, | am a very disoriented
person and | give instructions and directions in a certain way. My brain works
hierarchically. | recognise my abilities and what | wrote here on my paper is
thatwith RP what isimplicit now is explicit. RP also means trying different
strategies. It helps a teachetognise students’ abilities...

In the same meeting, unlike Erika, Nora told her peers that, through her experience in

the study, she saiRP as a line:
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...or the procedure should be a line.... And learning takes place on a
continuum and a momentum is being built.

Also, Nora put forward the idea of offering an RP seminar to other HE EFL teachers,
and her justification shows a teacher who was not only an active agent, but also

someone who was highly aware of what transpired in the study:

Maybe give a seminar to other teachers? | think that if we stop
[reflecting] everything will become subconscious again...not necessarily
that it won’t be happening...but it will not be explicit...

Her desire to share her reflections with others was first manifested in the RIGMs, and

secondly in the dialogue session and the online cNats;s favourite.

Awareness
The majority of Nora’s reflections revealed her preoccupation with becoming more
‘aware’ of various forms of reflection. Through reflection Nora developed awareness

mostly in two areas: a) thgelf” as a practitioner and b) of the affective effects of

reflection. Nora’s awareness of ‘self” as practitioner was greatly manifested in her
journals and in the RIGMs. Her awareness of the affective effects of reflection came

mainly from the journig and the RIGMs.

More specifically, within the journals, mosf Nora’s reflection focused on the
affective effects of reflection and secondly on her awarenesslbfas practitioner

The journal provided a forum that enabled Nora to reflect on her feelings (affective
reflection) and values. Nora touched upon an important issue in educatong —
(Noddings, 1984) which surdadin almost all her reflections in all the instruments.
Feelings of disappointment, frustration and even anger came through her writing;
however, expressing these negative feelings was a healthy step forward because she

shared them with understanding peers:
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| am fed up! Some people havo respect for others; neither for the teacher,

nor for the parents who pay, nor for their fellow students. How do you deal
with such students? I don’t know what to do. They just don’t seem to care

and they mess up the whole class because there are some people who actually
care..What do | do? How do | motivate them?

Reflecting on her feelings, however, functioned as a catalyst (Arnold, 1999) as Nora
reached out for collegial feedback instead of giving up and resorting to isolation or

indifference:

| have tried it over and over again. What they [the students] want is to do
nothing and care about nothinBerhaps | am a pessimist but it’s only
because | get nothing in retu@an | inspirethem? How can | do that?
In her reflections on herself as practitioner in the journals she questioned her teaching
abilities and identified possible shortcomings in dealing with students:
What am | doing wrong? Is it because | am a bad teacherPerhaps my
mistake is that | am hand feeding them. | explain too much in dldssa’t let

them think for themselves and find the answers. | think | am too impatient
as far as this is concerneMaybe it’s time I rethink my strategies.

In the RIGMs, Erikas reflective awareness revolved around the ‘self” as practitioner
and the affective effects of reflection. This reflective awareness helped Nora identify
her teaching style and despite her pessimistic attitude, she was willing to make

changes to help her students:
| teach more the formulaic way. Now in class | am tryingdosciously be

more reinforcing. It has to do witbacing also...I move more slowly too so
they can digest what we are doing...

With regard to the affective effects of reflection in the RIGMs, permeating most of
Nora’s reflections was a certain pessimism emanating mostly from her students’

apathy and low competence in English:

I wasn’t very aware of many of the things I do until our RM pointed out
some things...and then | think of her comments and wasn’t until she
identified some things that | began to realise them, especially the
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pessimism. Having such weak students, your expectations and the assumptions
you have of them affect our teaching.

In the dialogue sessioMora’s reflection on herself as a practitioner helped her

identify her teaching persona and teaching style:

If they [the students] get me very angry, | am very authoritafverall, |
try to be very friendly and more democratic.

In the safety of the dyadic reflection during her online chat, Nora confessed being

aware of her limitations as a practitioner:

| can’t manage a class. I think it’s my age as well. Sometimes| find myself
wanting to give up and sometimes to try even more.

The impact of the GRP study on Nora was evidenced in her being able to see things

more clearly and fight her pessimism:

Also, byreflecting on and in action | feel that | am becoming more caring
teacher; | have alsoovercome my shortcomings such asy pessmism (at
least I’'m trying!). | improvise more now andrkalise things much easier.

The therapeutic value of P

The second most salient theme emerging fidom’s data was the therapeutic value

and effect she felt GRP had on her and her practice. For Nora, the therapeutic effect of
GRP mostly took the form of sharing with colleagues and exemplified itself in
experiencing a feeling of humility in her realisations and actisns’s need to share

with her colleagues was very alive in the RIGMs and in the jéariva both cases
‘sharing’ mostly took the form of seeking input from her peers on issues that
concermed her. Nora’s developed sense of humility mostly surfaced in her journals

ard the online chat.
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More specifically, withinthe RIGMs Nora’s reflections mostly referred to the sub-

theme of ‘sharing’ by seeking input:

In terms of thematerial that I have to teach...do | just concentrate on what
they are learning/or do | push them to learn more and just cover the
material?

It is very hard to motivate students care...How can we get students to
care?

In the journals Nora confessédr need for ‘sharing” as she sought advice from her

peers:

I’ve sought advice from more experienced teachers but nothing works on
them [the students].

Her humility in the journals surfaced in her admitting her lack of knowledge in

handling students with disabilities:

| think two of my students have learning disabiliti¢salso have to seek
advice.

Moreover, she admittethnistakes’ in teaching and expressed her feelings through a
healthy self-sarcasm, thus engaging in personalistic reflection (Valli, 1997) (as
defined in Section 2.3.1) which set the ground for her growth as a teacher:

I shouldn’t talk Greek in class; after all it is an English class. When | realised

the mistake | was doing | actually felt ashamed; however, better late than
ever.

Humility was also evident in her journals as she reflected on her inexperience as a

teacher:
Today was the midterm for my advanced English class. | was very nervous
about it. | saw some puzzled faces at the beginning and this made me even

more nervous. My stomach was actually in a khgtiess inexperienceis my
wor st enemy!
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During her online reflection, Nora identified RP as a tool that helped her locate both
mistakes, and strengths in her practice. Her humility though was revealed when she
realised that despite her improvement and learning through the RP activities in the

study, there was still room to develop as a teacher:

It [the RP procesghakes merealise the mistakes| make or even the good
things| do.

| believe that | have started to improve argtlill have a long way to go; |
already learned a |obut I don’t feel I’m a developed teacher yet.

Reflecting on the positive

The third most salient thenie Nora’s data was her reflection on positive aspects of

her teaching. What is of interest is that this positive reflection came about despite her
ongoing pessimism and was mostly associated with improvement in the learning of
her students. Most of herftections on the ‘positive’ came from her journals and the

online chat. In her journals, Nora reflected on the improvement she saw in the
listening and writing activities of her students and her newfound ability to recognise

the good moments in teaching:

The listening is also going well; not as | expected but better than the
beginnhg...theimprovement isthere.

| corrected their paragraphs and | gave them back to them. | see a lot of
improvement andhis feels like a reward. Teaching can sometimes be so
tiring and it takes a lot from yobut it also hasits good moments.

In later journal entries (10 weeks into the study), her more positive attitude clearly

came through:

| was very pleasantly surprised again because they [the students] actually
worked with me and they produced work. We had a conversation in class
today about what language ig.eally enjoyed it.
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Nora appreciated the reflective conversation with her students and drew strength from
actually realising that she had the skills to deal with a difficult class despite the fact

that she was a novice teacher:

| was surprised when some of them actually expressed their opinions; it is one
of the few times they seem eager to express an opinion. Some even dared to
contradict me andl really liked it. This meant thatve had a conversation. |

think it is because this was my first time teaching! | had trouble handling
them. But after this class | know | am prepared to face any kind of students.

Nora’s positive reflection also involved an appreciation for the work teachers do, and

for the cooperative students in our classes:

We as teachers need to also consider ourselves not just the studentsye
should acknowledge our efforts and then move on because in my opinion the
problematic students should not be the only focus of our clagestood
students need to be appreciated and cared for aswell.

In her rather long online chat, Nora reflected on hedests’ gains in learning and
was content that some of her students were improving. She was also making progress
in fighting her pessimism, and it was interesting that she associated the latter with her
students’ improvement:

It is going better! | realised that the students whagaieg to fail just don’t

care;l seetherest are doing better, so I’m doing better.
Throughout the online reflection, a feeling of reserved optimism shone through
Nora’s words, replacing her initial pessimism and showing the positive impact of the
GRP process on her:

| see their understanding in Englishgaing better, plus in class they have

less questions and thepder stand almost everything | say.

The people who actually work ad®ing better than before and | see them
trying even more. Well, some of them actuaiigde progr ess that’s what I’'m
saying.
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In short, despite being a novice EFL teacher, Nora was someone who exhibited great
maturity in her understanding of reflective practices in the study. Although her
disillusionment with the apathy of her students initially filled her with pessimism, she
remained a caring teacher and sought feedback and advice from her peers in the study
with humility. Through her sustained reflection she managed to stay positive, seeing

her development as an ongoing process.

4.3.4 Claudia —the Ethical

e Biographical Details

Claudia, aged 31, had been teaching low intermediate to proficiency levels of EFL in
the UK and in Greece for five years before joining the university in 2005. At the time
of the research, she had been at the university for three years. Claudia eagerly joined

the research despite her lack of familiarity with RP:

My MA was in TEFL; we had things on methodology and on stratdgies
nothing on RP; we never focused on RP (maybe we briefly mentioned the
term reflection but nothing on coursework).

Claudia’s definition of RP in RIGM1 revealed that instinctively she was able to
associate reflection with a more theoretical and abstract process and RP with a

process that involves actually ‘doing’ something:

Reflection istheory, and RP is practice.

Also of interest was that, early on in the study, Claudia defined reflection in terms of
the ability to reflect on one’s self, thus touching upon personalistic reflection (Valli,

1997), underlining it as a process for personal growth and development.

Reflection is something | do on myself.
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Due to a medical issue, Claudia was not able to contribute to two of the RIGMs and
the online chat. Nevertheless, her contribution in the other methods was equally
valuable shedding light on other dimension®Rét As she did not participate in the

last two RIGMSs, there was netrevised’ definition of reflection. However, Claudia’s
reflection was highly evident in her journals. With regard to her preferred method of
applying reflection she told me (phone conference) that she was particularly fond of

the face to face interaction in the dialogue sessions.

Awareness

Claudia’s most prominent theme was the theme of awareness. Claudia stood out in the
study as a participant who wasghly ‘vocal’” when reflecting on issues of social

justice and moral values. Most of her reflections focused on her values and beliefs
while striving to imbue these values in her students’ lives and in her practice. Through

engaging in GRP, Claudia cultivated a deeper awareness of her own beliefs and of

herself as a practitioner.lftidia’s awareness of beliefs was mainly evident in her

journal and in the RI@Is. Her awareess of ‘self’ as practitioner was also mostly

evident in her jourra and in the dialogue session.

More specifically, wihin Claudia’s journals most of her reflection revolved around
her beliefs as EFL educator and on herself as practitiégidaough sceptical at first
toward the journals, she grew to enjoy writing in them, as the process gave her a
liberating feeling:

At the beginning | was confused with the journdlat the RM’s suggested

guestions helped; | let myself go and felt better dlowly; | felt liberated

while writing; at the beginning | was worried about student reactions toward

the course, and wrote about that; my students were interested, so | felt better;
and found myself writing about that.
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In the journals, Claudia mostly reflected on her beliefs as a person and educator as
well as on herself as a practitiondhe values of respect, honesty, freedom and

tolerance for others were revealed through her writing:

| want to beas democratic with them [the students] as possible because | can
understand thathey are complete personalities and if | treat them as small
kids they will act as ones too. | want to give thantertain amount of
freedom in the classroom without letting them exceed the limits, and | believe
| have accomplished that. | was always in favour of the belief thatou
respect people they respect you back.

In addition Claudia’s lens of how she saw her students shone through. She was a

humanistic educator (Rogers, 1969) who treated her students as holistic personalities

with feelings, and knew that respect is reciprocated when it is experienced by others:
Respect is a very important issue that | am very strict with. kcannot

tolerate rudeness and this is something | make clear to them [the students]
from the very first day.

Through her writing Claudia exhibited traits of the reflective practitioner (Dewey,
1910) showing the value of ‘open-mindedness’ to her students and how important it
was to be tolerant of others. The EFL classroom is a microcosm of a multi-cultural

world and Claudia’s view of the world clearly affected her teaching:

They [students] don’t seem to realise 100% that we live in a multicultural
society, and that means a lot of people from different countries. | really hope
that they will get over this attitude since they are really younglaydshould

be more open-minded.

Moreover, Claudia’s journal writing revealed her belief in dialogical relationships and

the importance she placed on having good relationships with people and her students:

| am very much in favour of being able talk with the other person no
matter how stubborn somebody may Genversation and patience are very
strong and correct tools towards success.

| am sure that most of them want lt@ve a good relationship with their
teacher and they are trying to do that. So far | am trying to keep that
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philosophy although | know that it is very difficult sometimes. | get
disappointed.

At the same time, Claudia was a practitioner who valued honesty and was willing to
support her students, yet she did not hesitate to remove herself froffedireng
equation’ once she was taken for granted:

| am 100% frank with them by telling them thatwill be there for them. |

am willing to help them in anything they want, but from the moment | realise
that they are going to take advantage thdy will be erased from my book.

Through her journal writing, Claudia became aware of herself as a practitioner,
reflecting on both her teaching philosophy and style. She became aware that, as an
educator, she differed greatly from her own teachers and that her own negative
learning experiences were not reflected in her own teaching style and methodology:

| really feel that some things that | suffered as a student because of my
teachersrereally far from my teaching style and methodology.

She believed in treating students with equality in a democratic classroom climate,

showing them that their opinion was valued:

| stronglyrecommend a democratic behaviour in the sense that if you show

to the students that they are inferior they will react in a negative way; you
need to show them thaheir opinion is strong and it counts as much as
everybody else’s.

Most importantly,Claudia’s beliefs affected the way she conducted her practice. She
raisedthe important issue of how a teacher ‘transmits’/delivers knowledge to her

students and highlightetle importance of asking the ‘why’ questions in teaching:

Most of the students are afraid of studying because they believe that they need
to devote a lot of hours. The important thing is to make them understand that
they don’t need quantity but quality studying time. | also believethat it isthe

way you present thingsto your students.

| always encourage the studeihdsask questions and try to find out things,
instead of just believing what we as teachers are saying without questioning.

161



In contrast to Erika, she believed in discovering the reason behind the learning of

English rather than elaborating on theoretical aspects of the language:

| give them as many examples as possileeribing though not the theory
but the ‘why’ this is done in such a way. In other words | tryrtake them
understand in depth the reason rather than just thetheory.

Finally, Claudia ‘reflected for action’ as she considered that her role and actions as a

teacher could have a positive effect on her students in the future:

It’s good to feel that you build these students’ characters even to a small
extent. After | retire | want them to think of me as a person that made their life
easy anaffered them something while studying. Let’s hope that it’s going to
happen.

Within the RIGMs, Claudia reflection on her learners, revealed her beliefs:

Don’t show them [the students] that you are underestimating them because
they will catch on to thisthe important thing isto believe that they can do
it.

Also, Claudia shared with her peers her beliefs about the impact of arteach

learning experiences on teaching:

The way we teach has to do willow we were treated when we were
students; these things are in us agd through us to the students we are
teaching.

Within her dialogue session, Claudia also exhibited a heightened awareness when
reflecting on herself as a practitioner. Claudia identified her teaching style as

democratic, and underlined the importance of feeling close to her students:
| would say that | havea democratic style. I am not bossy, so I don’t like
control. I am trying to beas ssmple as possible; | am not trying to use

elaborate vocabulary just to impress thémnyant to be as close to them as
possible.

Claudia was empathetic with her learners and tried to bridge any possible distance

with her students through laughter. Empathy and developing relational qualities in
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teaching are essential features of a reflective practitioner (McAllister and Irvine,

2002):

I think ‘laughing’ (not smiling) is very important in class. I don’t mean being
clowns...but I think laughing is...very important to let them know ‘I am
here...I was there a few years ago’. | am doing something here not to
impress yolbut torelatetoyou ...

Critical reflection on context

The second most salietiieme in Claudia’s data showed her inclination to critically
reflect on aspects of her contetost of Claudia’s CR focused on her learners and on

the wider TEFL context in Cyprus. ClautiaCR on her learners was greatly

manifested in the journals and in the dialogue session. Her reflection on the wider

context came solely from the RIGMs.

More specifically,within Claudia’s journals her CR referred only to her learners
Claudia was concerned with issues of social justice in teaching and tried to cultivate
open-mindedness and tolerance in her students:

| can with my regret- say thatl have noticed some sexist and racist

comments from some of the students in the classroom. | tried to make them
understand certain things about cultures.

At the same time, Claudia welcomed the fact that her students were eager to learn by
asking the ‘why’ of things and not merely accepting the knowledge that was given to
them (Brookfield, 1995). The ‘why’ questions constitute a large part of RT as they

promote autonomy and responsibility in teaching and learning (Bartlett, 1990):

I am really surprised because students don’t usually feel comfortable asking
guestions having to do with the lesson. These students give me the impression
thatthey really areinterested to learn.

In Claudia’s classroom, teacher and learner autonomy entailed in reflection was

embodied in the self-motivation that her students were showing:
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The students are self-motivated ahdy ask questions that have to do with
the content of the lesson itselthey areinterested to learn mostly the
‘whys’ rather than just learn the rules by heart and apply them automatically.

In her dialogue sessianost of Claudia’s mentions referred to her learners:

In this clasghey [the students] want to know ‘why’...they are not trying to

imitate me, they are asking me questions that | have never heard before...this
is the first time that I feel that [ am so lucky...As a teacher I believe that
students need to understafirdt ‘why’ we are doing something and then learn
the techniquedhey are actually following me.

In the RIGMs, Claudia mostly exercis&R on the wider TEFL context in Cyprus.

She criticisedold’ learning processes and modes of the Greek educational system of

which she was a product, for its focus on imitative learning (Bruner, 1996). Instead,
she valued the questioning of knowledge and assumptions that her students engaged

in, a distinctive purpose and feature of CR (Brookfield, 1995).

How we learned as students, we were not supposed to ask questions;
things were taken for granted and we werelike parrots; accept it and learn

it; it is not the case today; which is wonderful; students have their questions
and their ‘whys’ and want them answered; it’s beautiful because students

areinvestigating.

Reflecting on the positive

The third most salientheme in Claudia’s data was her ability to engage in positive
reflection with regard to her learneddost of her reflections on the ‘positive’ came

from the journals and the RIG3VI

In her journals, Claudia appreciated the positive atmosphere that emanated from her
students and derived a gratifying feeling from their inquisitive nature, something that

set the ground for constructing knowledge with them:
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They give mea very positive feeling as far as to what | can offer them is
concerned. They were asking me a lot of explanatory questions and they also
asked me to give them a precise example of what we were talking Hbigut.

very satisfactory to see just for once th#te students are so interested, that

they are asking for the teacher to do something, instead of the teacher trying to
impose in a way the knowledge on the students.

Overall, Claudia evaluated her experience of teaching this class as a positive one and

credited her students for their self-motivation:

Teaching in this classroom has been proved t@\mey good experience for
me. The students aself-motivated and they ask questions that have to do
with the content of the lesson itself.

She also reflected on a particular teacher who had positively influenced her, implying
that perhaps her own personality might have something to do with the interest her

students were exhibiting:

Today they asked me to repeat for the second time the tenses of the quiz
which | believeispositive as that means that they are dealing with studying at
least. | had a teacher once who laadextremely positive influence towards

me.

In the RIGMs, Claudia’s positive reflection was revealed in her appreciation for
certain things in her practice. More specifically, she presented writing to her student

in a positive way and realiselht applying the ‘why’ in her teaching actually worked:

Showing to them how taise their brain and logic; | realised through the
years that students learn things just to pass; there is a simple logic behind
some basic thingd; try to make them understand ‘why’ we learn things;

the funny thingisthat it works.

Finally, in the RIGMs Claudia identified the process of journal writing as

... positive...it keeps me focused...

In sum, Claudia used reflection not only as a tool to excavate her values of respect,

honesty, democracy and open-mindedness, but also to cultivate them in her students,
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showing them the ‘why’ behind actions and the value of asking questions. Seeing her
students as whole personalities with feelings, she placed enormous importance in her
relationships with them, and appreciated her new ‘calmer’ self that resulted from the

dialogical interactions in the study.

4.3.5 |sabel — the ‘Critical’

e Biographical Detds
Isabel, aged 30, had been teaching EFL for nine years before joining the research.
Seven of these years had been at an English language institute in Cyprus, where she
was first a teacher, then a coordinator and finally head of the department. At the time
of the research, she had been with the university for two years. With an MA in
Teaching English Language and Literacy, she was extremely keen to participate in the
research contributing valuable insights and at times taking important initiatives.
Although Isabel stated in RIGM1 that she had no knowledge of RP prior to the study,

she pointed out that she had always been reflecting informally on her lessons:

| have not done RP befard hadn’t even heard of the term RP....but |
always think about my lesson...it’s just that I have always been ‘reflecting’ in
the car, going home from work always thinking of the lesson.

In Isabel’s case, the journals helped to make her reflection less informal. This does
not mean, however, that the incidental learning (Marsick and Watkins, 1990) incurred
from Isabel’s informal reflection prior to the study was less significant:
The journal did not feel awkward. When | started writingnoked more for a
structure, i.e. what were the aims of the lesson, student comprehension and

participation,the overall feelings, what | would change, what | would do
differently next time preparing for the lesson.

In RIGM1, Isabel offered her own initial definition of reflection:
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Reflection is give and take, it’s like a seesaw...the way people behave/
reflect my own behaviour, the way | teach; my willingness to help them. The
general feeling of the class is a reflection of the way I teach...Reflection is
what we project to others...

Nonethelessin RIGM4 (nine weeks into the studysabel added another dimension
to her RP definition. She insightfully remarked that through RP she had become
aware of how a teacher’s personality and a teacher’s identity can merge while
teaching:
For me RP is the meanstoing together myself as a person and myself as
ateacher. Yes, at some point I realised I wasn’t conscious that I separated the

two. I was in class teaching and I wasn’t conscious how much | personally
bring to teaching. Now | am more aware.

Above all however, for Isabel, RP was as she stated...

... professional development.

In RIGM4, Isabel identified her preference for private reflection in her journals while

acknowledging that whatever method one chooses to engage in RP is valid:

| think it was a matter of personal preference. When | do my refledtion,
prefer to be on my own, in the car on the way home, do my own process and
thenwhen | write something down.

Isabel’s reflective awareness was highly evident in her journals. Her analytical and
reflective personality came through her writing as she was the participant with the
second highest number of journal entries (25) after Anna. Her preferred method of

reflectionwas the journals because as she stated ...

| could do themn my own time andl didn’t have time to read others’ work.

With regard to the other methods of reflection used in the study, Isabel’s second most
preferred method was the RIGMs, followed by the dialogue session and the online

chat.
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Awareness

Isabels most salient and prominent theme in her data was the theme of awareness.

Isabel developed a heightened sense of awareness of the processes of reflection and of

herself as participant in the study.Hsls awareness of the processes of reflection

greatly manifested in hgournals and in the RIGMs. Similarly, her awareness of

‘self” as participant in RP came also from her journals and from the RIGMs.

More specifically, within Isabel’s journals her reflection focused mainly on her

awareness of the processes of reflection andhareness as participant in the study.

With regard to the various processes of reflection, Isabel slowly became aware of
reflectionin and on action, critical reflection and personalistic reflection (as defined
in Section 2.3.2.1). Evident in her first journals was her confusion regarding the

difference between reflection in action and reflection on action:

Reflection ‘on’ action (while in clas$ forced me to change my original
presentation on the spot. | allowed my experience to guide me and éead m
closer to my teaching beliefs/EFL strategies in the sense that | elicited answers
from my students to help them come to conclusions (e.g. identifying
fragments/correcting fragments).

However, through the feedback she received through my facilitative comments
(Brockbank and McGill, 2006), her confusion was clarified:

You [addressing the RM] are right...it was reflection-in-action. I’ve done
this before in my teaching; just was not aware of the term used. ..

In later journal entries, Isabel wrote about instances in her practice where she applied
reflectionin action and on action. Isabel became aware that her mind was flooded
with thoughts while teaching, and realised that this ‘live’ awareness of her thinking

process was reflectidn action:
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| was going through the outline but for some reason | was talking, but my
mind was not therél ons of thoughts were going through my head...

Also, Isabel reflected on action. She was a teacher who constantly reflected not only
on specific critical incidents (Tripp, 1993) in her teaching but also on principles and

concepts regarding language teaching:

One question | sometimes ask myself whemflect on my teaching is this:
What is good language teaching? I’ll come back to this question later on...

In addition, Isabel’s excerpt below shows how ‘reflection in action’ in combination

with pausing can momentarily precede ‘reflection on action’ and eventually become

‘knowing in action’:
At the beginning of the lessdmoticed that a couple of students who missed
the previous two lessons were just sitting in the class with no books, not even
copying from the board the homework answérpaused and stopped and
reflected on what | was doing: | let them be passive. So | decided to ask the

whole class‘why are you here?” We had a really nice conversation and
reminded themvhy they are at the universitiéir goals/my role/their role...

In her journals, Isabel differentiated between other forms of reflection. For example,
her ability to identify CR revealed she was a teacher-learner and a participant who
took the initiative to apply what she learnt in the research. For example, she critically

reflected on things that were absent from her institutional context:

Critical reflection [labelled and underlined by | sabdl in her journal]

How come these students (after taking 6 credits in English courses) do not
know anything about writing e-mail€?ould it be possible that the way/the
system of this institution works, allows students to graduate without ever
using/composing/exchanging e-mails (for example: to communicate with
lecturers!).

Isabel’s heightened sense Of awareness of ‘self asparticipant’ in GRP was greatly

manifested in her journals. Isabel had a unique way of expressing her thoughts and
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feelings that could captivate the reader. In her excerpt below she came through as a
participant who appreciated the learning incurred through GRP and was aware of the
progress she was making as a reflective thinker. Shelsas participant who was
willing (Dewey, 1933) to experiment and engage with different forms of reflection as

well as apply RP theoretical knowledge she received from the RM:

One of the hardest things for me when | started writing the journals was what
to write? Our meetings and your [RM] comments with questions about

EFL strategies, deeper reflection, identifying beliefs and valesdty guided

me and helped me. | feel that | startednoving away (very slowly) from
descriptive reflection to more in-depth reflection. Hopefully this week |

will try to engage in reflection of the different types that Valli identifies.

Moreover, Isabel became aware that she and | were engaging in a professional
dialogue through the writing and the meta-writing in the journals. This avas
profound realisation for the study as it confirmed that the reflective dialogue and
exchange in the study was a constant and live interaction:

Today’s journal comments on your journals...I started to insert comments in

the document but then | changed my mind because | felt that my comments
had to do with a general feeling and not about a specific issue related to what
you have writtenI’ve just realised that I am using second person...thisisa
conversation with you. Have we started to engage in two-way professional
dialogue?

In this professional dialogue, Isabel freely expressed her views on how shegqukrceiv
my role in the study. This shows that she was an active and conscious participant,

offering feedback to me and not just receiving it:

Fairness and equality are two of your [RM] main/strong characteristics.
That is why you want to be video-record®iit haven’t you ever felt the
need/the curiosity to view yourself teaching? Imagine teaching for so many
years and probably this thé fime it happens. It may not have crossed your
mind when you started doing the reseafult, this is one of the best things

of your research (for you as a teacher): it gives you the chance to view
yourself teaching. It is a great fegling. I’ve done this a few times as part of
microteaching/peer review and it is a revealing experience.
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Isabel wasawake’ in the research process, feeling the balance | tried to maintain in
my interactions with the participants. It was gratifying to read how she acknowledged
the guiding process | had been implementing:

You were part of theresearch too. And thatbalance you managed to keep is
amazing. | never felt that you were a leader (not that it is badjdouacted
more as our guide in this research...and that has a very positive effect on all

of us.

In her later journals (toward the end of the study) Isabel made profound statements on
how GRP changed her perspective on practice:
| think that language teachers need to think aldét they do anchow and
why they do it.RP has changed my perspective and transferred it on a
different level. So RP has created a cycle for me: theory-practice-
reflection. | have some background knowledge (theory) then | put it into
practice and then | reflect (RP). Then | re-evaluate my theory, | put the

new theory into practice and at the end | reflect again. And the cycle
continues....Is my point clear?

For Isabel, the reflective cycle did not end with reflection but actually the RP process
fed new informatin into the ‘theory’ of RP which came from the teacher. Theory on
ELT is not something fixed, handed down to language teachers from the university.
On the contrary, Isabel saw teachers as creators of new knowledge from practice and
from reflection on practice, turning reflection into a tool they can use to discover the

‘aha’ moments (Finch, 2010) in teaching.

In the RIGMs, Isabel’s self-awareness as a participant was also heightened through
her meta-reflection on the journals. More specifically, in RIGM2 she alluded to the

value of meta-reflection (Moon, 1999) from re-reading her journals:

When | go back and read my journals over and over agésrijke a third
person’s view.

She also appreciated my facilitative comments and questions as a helpful probing tool

in the study that hegml her get to know herself as a teacher:
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It’s reflection on what I write and because of your comments and questions
and | actuallystarted to get to know myself as a teacher better through this
process.

Isabel’s deeply reflective personality came through as she spoke to others in the
RIGMs. She was someone who took everything that transpired in the research very

seriously, processed it in her mind, and used it to further explore her EFL practice:

The title of Brookfield’s book has just made me realise why I have been

doing this...\WWhat we have been doing for the last few weeks has made me
realise that am doing this because | want to get to know me (to become a
critically reflective teacher).

Isabel’s increased awareness of ‘self’ as a participant was succinctly summarised in

the feedback she gave in RIGM4 where she highlighted how valuable her

participation in the research had been. Concerned as she was with updating her
practice, she reflected on the importance of learning from others through an

interactive and reflective dialogue and underlined that GRP had been a form of

development for her. She also critically reflected on the need to promote the

professional development of EFL teachers at the university:

The most important thing | realised from our group study is this: After |
finished my studies, except for 1-2 deevice seminars we did, I haven’t had
anything to update my teachinkf. I hadn’t participated in this research
group and I hadn’t heard of other ideas and opinions and strategies, what
would happen with my teaching? Just continue with the old methods etc?

Isabel saw the research group as a forum where she could advance her teacher

learning through an exchange of information with others and where

...each time [the learning] is more clear and mor e explicit...

Furthermore, it is significant that Isabel was aware of (and regakedreflecting in
action” while writing in her journals. She was even in a position to remember that

while reflectingin action she was aware that she also engaged in personalistic
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reflection. This shows that she was a participant who was conscious of what she had

been learning in the study:

What has changed is that, for example | recall an incident from the video-
recording, when | was writing in my journal ahevas reflecting in my head

| realised and | was thinking at that time that | was doing that aras aware

that these thoughtswerein my head and | was also thinking that | was doing
personalistic reflection.

Critical reflection on context

The second most salietiieme in Isabel’s data shows her strong tendency to critically

reflect on aspects of her context, mainly her learners_and institutional procedures at

her workplace. Most diabel’s CR on her learners was found in her dialogue session,
where she began to show the first signs of her teacher agent persona, and in her
journal. Her CR on institutional procedures mainly came from the journals and from

the dialogue session.

More specifically, within the dialogue sessidsgbel’s CR mostly revolved around

her learners and the institutional procedures in her work setting. Isabel engaged in a
professional dialogue, whereby her reflections readgahn educator who placeal

great deal of importance on her students’ behaviour as well as their progress. She was

also concerned with making them feel confident through praise:

One reason | do a lot of repetition isgiwe them confidence; they are not shy
but they often think that their English is not good; gm@ising is very
important.

In her reflections of her video-recorded lesson, she noticed that her studentgaxhibit
a greater awareness and confidence in their capabilities and skills, and that in itself

wasperhaps a positive ‘ripple effect’ from the study:
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When | ask them to correct their mistakbey are now more awar e of what
they are doing, of their capabilities and their skills and they have more
confidence.

Being a reflective practitioner herself who recognised the importance of asking
guestions, Isabel reflected her students’ active participation in class. It appears that

her teaching style hathfluenced her students’ learning style (through the ‘why’
guestions). Isabel made the profound comment that they (herself and the students)
were co-producers and co-constructors of knowledge, a fundamental premise of

constructivism in teaching:

They participate, they interact, they don’t just sit there; they know that if they
ask questionsthey will produce learning; they feel that if they practice what
they are learning they willlearn. They are participating...we are all
participating in this.

While reflecting in a dyad with me, Isabel critically reflected on negative and positive
aspects of her context (i.e. institutional procedures) and identified things thatineed
change. More specifically, she reflected on the English placement procedure at the
university:
The most important thing that needs to change is the placement of
students; most students are misplaced and it’s not easy for them or for a
teacher;then there should be more standardised objectives and more

uniformity for these courses and we need to know these things ahead of
time, before the semester starts.

She saluted the new development regarding the English course leaders at the
university and put her points across, clearly revealing someone who alarmed

teachers having the autonomy and freedom to express their opinion and interact more:

The teachers should start feeling comfortable to talk about the
misplacements then. It’s good that we started the Course coordinators and
it’s important that we have meetings before, during and after the semester.
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Similarly, in her journals, Isabel reflected a great deal on her learners and on
institutional procedures. Isabel critically reflected on her learners and showed a great
deal of sensitivity and perception with regard to students’ learning style, an important
consideration in EFL teaching:

Some people learn better and are more secure when they write it ldas/n.
really important to take into account each student’s way of learning.

Isabel reached some profound realisations for the diverse world of EFL @ractic
highlighting the awareness EFL teachers need to have with regard to handling
learners’ differences:
As teachers, however, we often forget that we are not all ‘talented’ in
exactly the same way. We forget that our students may not see, hear,
think and feel exactly as we do, and that they are living in an era different
from the one in which we grew up. | try to explain this by saying eheaty

human being is born with unique genetic characteristics into a unique
environmentTheresult isa uniquelearning style.

Isabel’s CR went a step further to encompass learning-disabled students in the EFL
classes at the university, and the latter’s responsibility in training and supporting staff

to attend to these learners’ needs:

Are we the lecturers, the staff ‘equipped’ with the necessary tools? Is there
time to deal with these students in our crowded clag€University hasthe
responsibility to inform, train and support the staff.

In addition, Isabel critically reflected on the materials for the course she was teaching.

She had ‘voice’ and was not afraid to use it:

Especially this one...[her course] which has a problematic syllabus and an
awful course-book. It is so hard to organise the material due to time
limitations, limited experience etc.

Finally, Iséel’s critical ‘voice’ entailed the recognition that she was part of a research

group who lookd for new methods and ways to improve the ‘status quo’. Her
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participation in the research reinforced her belief in teaching and her decision to teach

at the university:

| am glad that | am taking part in this research for various reasons. The

1% one is that my decision to take up this new teaching position is already
paying off...a new experience (hopefully with all the benefits listed on the
information sheet). The second reason is that the aim of this study (reflective
practice etc.yeflects my wish thatthere are people in this institution that
arestriving for enhancing our teaching methods, ways, behaviours.

Reflecting on the positive

The third most salientheme in Isabel’s data was her ability to reflect on the study’s
positive gains and the positive effects on her practice and learners. Most of her

reflections on the ‘positive’ came from the journals and her dialogue session with me.

Throughout the study, most of Isabel’s positive reflection in the journals focused on
her practice. She expressed feelings of gratification which she derived from the way

she delivered her lessons and the good performance of her students:
Overall, students seemdd enjoy the lesson/participated/asked questions/
completed the tasksuccessfully/practised all skills...I’m satisfied with

myself that my focus is my students and that | am trying to find ways to
make the lesson not only helpfulit also enjoyable.

The words‘enjoy’, ‘successfully’, ‘satisfied’, ‘enjoyable’, ‘thrilled’, ‘successful’ and
‘enjoyment’ reveal Isabel’s positive thinking and reflection on her practice and the

importance she placed on lesson planning and the interaction in her classes:
Just came back from class and tmilled. It is one of those lessons you wish
‘I just hope that all my lessons are like this one!” It was a really successful

lesson in terms of: clarity of aims, practicing all the skills, manageable/useful
material, interactiongnjoyment.

In giving feedback to my journals, Isabel moved away from merely reflecting o

practice. Instead, she engaged in identifying positive aspects of her experience in the
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research. She specifically reflected on my role and underlined how important it was

for her to be ‘heard’:

First of all, | want to tell you that you have one characterib | admirein
people and wish | could do it too. The question you raised showst you
are able to really listen to people’s comments and then make connections
in your head/thoughts and finally you think of possible links. I don’t know
if you got what | am trying to say but it is not an easy thing to do.

Part of Isabel’s positive reflection was her analysis of her perceived effects of the
study on me. Isabel was not self-absorbed. She went beyond merely receiving
reflective feedback to offering it while challenging me to pursue my own
development as a teacher trainer in the future:

See this research has clearly had a positive effect on you. You want to be
further developed. You want to act as a teacher trainer. One of the most
important things in life to keep us going is to feel the need to be constantly
developed in all aspects of our lifEhis research acted as a personal search

for you. This is one of your outcome¥bu would make an excellent trainer
because you have the feeling of sharing, helping, giving.

In the dialogue session, Isabel discussed the positive effects that the journals had on

her and, as a result, on her students.

| am more relaxed, | am letting it out, you get things off your chest, | feel more
responsible towards my studeni€’s doing me good so it’s doing them
good; I am really thinking about them, it’s not just a job; I am spending
timein my head on them.

In her meta-reflective comments (answering my probing questions), Isabel further
explained the positive effect of the journals on her. Journal writing helped foeus
on improving her practice, engage in self-evaluation, and exchange information with

her peers:

First, let me explain what I meant when | saitl is doing me good’.
Generallykeeping the journals has kept me focused on the aims of the
courses.It has also motivated/inspired me to improve my methods of
teaching/my lessons afteevaluating myself through the journals or by
exchanging ideas with the rest of the group. Obviously all these hava
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positive effect on my students. If my lessons are more effective, then the
acquisition of language is more successful.

In short, Isabel was the ‘critical’ participant, yet she was ‘critical’ in the positive sense
of the term. Her criticality rested on the fact that behind her fearless and perceptive
critigue of herself and her context was her unabated will to bring about positive
change. Her reflective and intivie deliberation with the ‘why’ and ‘how’ of EFL
teaching showed someone who wantetbecome a critically reflective teacher’ and

was willing to listen to others as well as challenge others.

4.3.6 The Research Mentor

e Biographical Details

At the time of the research, | was 45 years old and had been teaching EFL for twenty-
one years. The first five of these years had been in a secondary school in the USA
where | taught English as a Second Language (hereafter, ESL) to immigrant students.
During those years | was also the head of the ESL department, writing the curriculum
for the ESL courses offered in the school. Since then | have been teaching EFL at a
private tertiary institution in Cyprus, site of the research. With an MA in Education
and a specialisation in TESL/TEFL, | embarked on the present research with great
enthusiasm and zeal, but at the same time with the humble awareness that conducting
doctoral research was a totally new experience for me. Fascinated by the knowledge |
had been acquiring on RP and reflection since 2003 through researching the topic and
presenting my work in conferences, my goal and greatest aspiration was to inform
others about it and explore the dimensions and the possible applications of RP in the
TEFL field in Cyprus. It was within this spirit that | approached my five colleagues at
the university and sought their input and collaboration aiming to co-construct

knowledge and derive new reflective insights that would enrich our EFL practice.

178



My reflective journey progressed with each step | took with the participants in the
research. Although some of these steps were ‘planned’ in order to provide participants
with some ‘structure’ and guidance through the various RP activities, the most
important finding and revelation for me was that my dual role (Bourdeau, 2000) as the
RM in the study was developing and unfolding naturally in front of my eyes as the

research progressed.

In hindsight, | now identify three distinct, yet interrelated dimensions of this journey,
each reflecting the way | perceived my role in the study: a) the guiding b) the
collaboration and c) my personal awakenings. | link the guiding part of my journey to
the themes of raising awareness, reflecting on the positive and reframing ptactice.
largely connect the collaborative dimension of the journey with the theme of the
therapeutic value of BP despite the fact that collaboration permeated all activities in
the studyFinally, | relate the theme of CR to my personal awakenings which resulted
from deeply reflecting on my RM role in the study. Due to the brevity of the thesis, |
hereby present and discuss only my personal awakenings as they come through

mainly from my reflective journal and the RIGMs.

4.3.6.1 Awakenings from thejourney

4.3.6.1.1. My learning process through GRP: issues of power

My journal contributions entailed to a large extent an ongoing reflection about my
dual role in the study. At one end of my duality spectrum was my role as RM of the
group. On the other end was the constantfgelf being an ‘equal’ member in the
process, participating in and applying the same RP activities as the teachers. The
rather lengthy excerpts from my journal below reveal the tensions inherent in my dual
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role as | experienced them. Presenting these excerpts in their entirety does justice, |
contend, to the deep reflection | engaged in, which led me to arrive at valuable
personal awakenings.

Excerpts from my journal

My role as a ‘mentor’/facilitator

Nine weeks have gone by ahdeel the need to write about my role in this
endeavour. Looking back and reflecting on my role as a mentor/
facilitator/researcher | can see the following issWéken | first approached

these teachers, | did it within my capacity or role of a researcher. And |

still have that role to accomplish. However, all this time | have been feeling
that I was ‘one of the group’. | recognise the fact that | had to assume a
somewhat leading role in terms of organising and coordinating things in the
study so that we could move forwardpwever, the overwhelming feeling
insidewas that | was functioning as another teacher in the group who was
trying to share knowledge with my colleagues. Tiading of being equal

with othersis not something that | had to work ohgeveloped naturally or

it was there right from the beginning. | was and | am one more teacher in
the group. Perhaps the label ‘teacher/researcher’ would fit me more.

(My journal, December 20, 2@)

Although | guided the RP process in the study, the elements that stood out the most in
my RM role were those of giving support and feedback. Despite the newness of my
role and the constant questioning of my actions, the guiding was a positive and natural
process for me:

In the process, however, | found myself doing several things that could be

labelked ‘mentorish’...1 had to respond to the teachers’ reflective journals

with comments and it was a process that | really enjoyed. Despite the fact

that | had never done something like this before, it felt natur@nstantly

guestioned in my mind whether | was giving the appropriate support and
feedback to the teachers; however, it was a positive experience for me.

(My journal, December 20, 2008)

Reflecting on the tensions built in the duality of my role, the following now becomes
clear: The knowledge | had accumulated over the years prior to the study from my

deliberation with certain theoretical aspects of RP may have portrayed me to
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participants as someone knowledgeable on the topic, hence, as someone they could
consult if they had any questions. This knowledge was indeed a driving force behind
my decision to embark on the reflective exploration of EFL practice at the university.
It also unavoidably placed me in the position to guide others through the GRP
process. These two factors (knowledge and guiding), may implicitly point to the fact
that there was a power imbalance in the interactions in the study. According to
Brockbank and Mc@l (2006) ‘every mentoring and coaching relationship has a
political dimension, in that it represents interpersonally the sense of power and
powerlessness that is found in any other pairingiwthe organisation’ (p. 18). Also,
often issues of power are implicit in relationships leaving ‘the individual feeling
helpless’ (ibid). However, this was not the case in my relationship with the
participants despit the ‘roles’ and the ‘titles’. | remember feeling the need,
unwittingly at the time, to recognise and articulate the power relations present in my
interactions with the teachers, rather than treat ‘power as a “given” commodity’
(Brockbank and McGill, 2006:18) that would leave them feeling helpless. Feeling
‘equal’ to the teachers was a genuine emotion that instinctively guided me to make
possible issues of power explicit early on in the RIGMs:

| will tell you about mentoringt see myself as part of the group and asthe

‘recorder’ of what goes on...My aim is to build confidence; it is an

important issue between us; | am learning and | see myself as a teacher

learner. And the other thing that thisis a professional relationship and |

will do my best to support you and guide you. You will come out and say

how you experience the whole thing and what the benefits are to you and to

me.

| am an observer; | want to offer a non-judgmental ear and help you

generateideas; | am a questioner. | was always asking a million questions in

my life, | want to support and discuss our problems togetham a good

listener, | can be a coach and an information source, an ally a friend. This
is how I see myself...

(RIGM 1, October, 6, 2008)
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It is only now that | realise that my need to clarifi ‘power horizon’ (Brockbank

and McGill, 2006) present in the context of the study was part of what is known in the
literature asevolutionary mentoring’ (ibid), (see Section 2.4.2.3). In my RM role, |
empathised with participants’ experiences and feelings and respected their individual
realities while trying to communicate this empathy through dialogue. | felt that a
‘connectedness’ was built whichwas the ‘glue’ that characterised and solidified all
interactions in the study. This connectedness was based on the fact that | did not see
participants as recipients of facts and knowledge. Instead, | aimed to reflect with them
and learn from them while acknowledging their desires and hopes. In doing that, |
aimed to suspend judgmt in order to understand participants’ experiences and views
while engaging in a reflective and intentional dialogue. In my interactions with the
teachers, dialogue was not in the form ‘dfscussions’ (Bohm, 1996). On the
contrary,it was the kind of true dialogue that ‘flowed among us’ and connected ‘one’s
ideaswith another’s’ (Belenky et al., 1986: 277), establishing rapport and leading to
connected knowing and mutual understanding. The reflective dialogue in the study
relied on relationship, rapport and meaningful conversations, characteristics of
evolutionary mentoring (Brockbank amdcGill, 2006). ‘In order for reflection to

occur, the oral and written forms of language must pass back and forth between
persons who both speak and listen or read and wrigharing, expanding, and
reflecting on each ber’s experiences’ (ibid: 26). Conversations were created that
flowed between participants while everyone shared in deeper reflection. Participants
and | were connected or constructed knowers who learned through empathy and

through ‘noticing what was happening with others while caring about our lives.
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Participants in the study cultivated their self-awareness and reflectivity with ease
because they felt that someone genuinely cared about them. | was committed to be
totally and norselectively present to my participants offering them ‘receptive
attention” (Noddings, 2010: 9), and the connection established was something that
participants felt and sensed ‘viscerally’ (Kohn, 1990: 150). What is of significance is

that the five teachers placed trust in the procedures and the individuals in the study

and created knowledge which they used and shared with others.

An important distinction, however, needs to be made regarding my efforts to develop
and maintain a non-judgemental dialogical discourse (Sotto 2001; Mann, 2002) in the
study. My role as a reflective Understander (Copland and Mann, 2010) and
evolutionary mentor did not mean that I ‘acritically accepted’ what participants
portrayedas valid views of their world (Brockbank and McGill, 2006: 52). It meant
that, as a connected knower, | approached participants with an attitude of trust,
assuming ‘the other person has something good to say’ (Belenky, 1986: 116), seeing

the other ‘not in [my] own terms but in the other’s terms” (ibid: 113). At the same

time my ‘acritical’ stance meant that I offered participants the opportunities to engage

in interpersonal reflection (Day, 2000). | challenged them to engage in double loop
(Argyris and Schon, 1996) reflective learninge. to meta-reflect on their learning

while feeling free in the safety of the group (Freire, 1970).

In sum, my experience in the study was gratifying as | was able to see my higmanist
approach to learningnd my beliefs in the ‘actualising tendency’ of human beings
grow and develop through a reflective, intentional and inclusive dialogue. The person-

centred climate (Rogers, 1983) present in the learning relationship with the
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participants had three characteristics that according to Rogers can enable the release
of the individual’s capacity for learning and development: a) congruence, i.e.
genuineness and sharing feelings and attitudes rather than opinions and judgments b)
unconditional positive regarde. acceptance and ‘prizing’ of the other and c)
empathy,i.e. understanding of the other’s feelings, experience and attitudes and
communicating that understanding. Within the reflective dialogue in the study, the
experience of the participants was valued and recognised. My approach and the fact
that | viewed myself with the utmost humility, without fearitig ‘loss of power’
(Brockbank and McGill, 2006) and without separating myself from the knowledge
produced in the study or raising above it (Belenky et al., 1986), minimised any power
imbalances and empowered participants to seek self-transformation and improvement

of practice.

4.3.6.1.2 New professional considerations
On a more personal level my reflective journaling helped me excavate the impact of
the study on myself. First, the guiding procéds like a ‘training of the mind’. The
ongoing reflective dialogue (in the journals, the dialogue sessions, the online chats,
the interviews and the RIGMs) with the teachers brought to the surface an inner need
that | had not known existed: the realisation that | wanted to be a support person for
EFL teachers, learn from them and humbly offer them any insights that had resulted
from two decades of EFL teaching:
The truth is that | love teaching EFL. | have been doing it for 20 years and |
have not reached the ‘burnout’ stage yet. However, the study in which | am
involved has shown me the way for something new. | think | am ready for

something newl. feel that | havealot of thingsinsidethat | can sharewith
othersand also learn from othersin the process.

(My journal, December 20, 2008)
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However, as time moved on, a more serious revelation and awakening began to
unfold: | became aware that guiding the teachers through the RP process in the study
was something that felt natural and almost spiritual (Rosenberg, 0. Despite
the fact that | was guiding others for the first time in my life, there was an ease and
naturalness about being a guide, something | felt quite early in the project. Towards
the end of the study, however, | began to have serious considerations about possibly
pursuing a career in EFL teacher mentorship in the future. The study and the
interactions with the teachers empowered me to feel confident that mentoring would
prove to be a professionally gratifying endeavour for me in the future:

| began to think that felt like a ‘training of the mind’ into RP process and

| enjoyed reflecting with the teachers and supporting them in their thinking.

Gradually,| became awar e that perhapsthisis something that | would like

to do in the future: train other teachers. Wow! Now that | am actually

writing my thaights down, it seems like this ‘dream’ or such a goal might

actually happen can honestly say that | feel inspired to become a teacher

trainer. | am not of course trained at all and | have a long way to go before |

become qualified to do such a thirgut this interaction with the teachers
in my group has given meafirst taste of what it might belike.

(My journal, December 20, 2008)
Meta-reflecting on the above excerpt and on the guiding | undertook with the
teachers, | am now conscious that the témainer’ used in the above journal entry
does not accurately describe how | experienced the GRP process with the teachers nor
does it reflect my vision for the future. At the time, | had used the tesimer’ as a
general term without being aware of the nuances involved with training, mentoring
and facilitating.I do not profess that there is anything ‘wrong’ with ‘training’. On the
contary, ‘training is a particular form of education or teaching that encompasses the
transfer of knowledge and the performance of skill at a later date’ (Wild, Shambaugh
Isberg, and Kaul, 1999:)1However, it is the phrase ‘transfer of knowledge’ that I do

not identify with. Replacing it with the phrase ‘sharing of knowledge’ would more
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accurately describe what transpired in my interactions with the participants in the

study and how | envision my future mentoring role.

Within my RM role in the study, | aimed to prompt the sharing of knowledge, ideas,
reflections and experiences, yet this was done in a way which reflected my belief in
the equality of human beings. | did not approach participants from a position of
‘power’ as I did not feel that I was the ‘expert’, hence the one to transfer knowledge.

In fact, on many occéass the ‘roles’ were reversed and I was the grateful ‘recipient’

of knowledge offered by the participants, who functioned as my ‘guides’, helping me

arrive at new insights regarding my practice and persona.‘ddible-loop’ guiding

made me aware of the fact that the GRP process can entail new dimgnhsions
evolutionary mentoring) which can flourish if one puts trust and confidence in the
individual’s capacity for development. It is encouraging that mentoring has been
recently defined as a ‘relationship between two people with learning and development

as its purpose’ (Megginson and Garvey, 2004: 2).

In summary, my interactions with participants in the study opened a new horizon for
me as | now feel empowered to pursue a career in EFL teacher mentoring. The vision
| hold for the future entails aiming for the development@®volutionary and co-
educational relationships and experiences for both mentor and mentees in TEFL
through reflection. Theo-educational engagement wittR8in the study enabled the

five teachers and me to explore our practice by remaining in a positive mind-set that
is anchored in the ‘abundance’ rather than the ‘deficiency’ model of personal and
professional development. This appreciative approach and stance is what empowered

our development. | consider this positive mind-set an essential part of reflective
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evolutionary mentoring and something | would strive for should | pursue a career in

the HE TEFL mentoring field in the future.

4.4 Conclusion

Overall, based on the analysis of the most salient themes and sub-themes per
participant, the apparent effects of GRP indicate that the process heightened the
teachers’ awareness of ‘self’ and practice. GRP also seemed to activate both the
teachers’ ability to critically reflect on their context as well as focus on positive
aspects of their practice through sharing and collaboration. In my case, GRP in the
study represented an appreciative and developmental enquiry that facilitated co-
educational learning experiences through reflective mentoring and the development of
positive relationships with others. Chapter 5 discusses the main strandsehged

from the vignettes as they pertain to all five participants and the researcher.
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CHAPTER 5: DISCUSSION

5.1 Introduction

In this chapter | interpret and elaborate on the findings in light of the RQs and the
theoretical background underpinning the study. Based on these interpretations and
thematic analysis of the data, conclusions are reached and discussed which represent a
synthesis of the main strands that emerged ftinteachers’ and the RM’s data.

More specifically, as a result of the present research and findings, a new framework
for HE TEFL development emerged. In my view, the components of this new model
the Collaborative, Appreciative, Reflective Enquiry (CARE) model - entail a powerful
potential for English language teachers and educators who envision new insights for
the EFL profession through collaboration and dialogue with others in an appreciative
context. The chapter ends with a discussion on the implications regarding teacher

development in HE TEFL.

5.2 Conclusions — Pulling the strands together

The analysis of the themes and sub-themes in the previous chapter reveals a set of
principles that form the platform for the conclusions of the study. Hence, the
conclusions are discussed based on these thematic categories and in relation to the
RQs. The RQs appear as major umbrella headings throughout the chapter and the
discussion underneath each heading reflects an answer to the RQ in question. The
selected quotations presented in this section are taken from the holistic interviews as
this data highlights in a summative way the impact of the GRP process on the

participants and the RM.

The teachers’ experience with the GRP process in the study revealed some useful data
regarding how they perceived and evaluated the whole process. More specifically, the
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teachers’ responses in the holistic interviews constitute a summagy form of
‘reflection on actioh — which indicates what was significant for each teacher

individually, but also for the group as a whole.

RQ 1: What arethe effects of the GRP processon the HE EFL teachers?

5.2.1 Reflective awar eness

All five teachers regarded awareness to be one of the most vital qualities promoted.
As they reported, self-awareness and awareness of practice were heightened through
the application of reflection in journals, peer feedback in RIGMs and the dialogical

interactions in the observation/dialogue sessions, online chats, and holistic interviews.

In a context of communicative learning (Habermas, 1984), the five teachers were
challengedn becoming more aware and critically reflective of their habits of mind
and points of view. Mezirow (1997) defines habits of mind as the habitual ways of
thinking, feeling and acting which are governed by assumptions. He defines points of
view as the concrete articulations of habits of mind into a specific belief, value
judgement, attitude and feeling which shape interpretation toward a particular
situation or individual. According to Mezirow, habits of mind and points of view
make upone’s frames of reference. Mezirow asserts that habits of mind are more
durable and harder to change than points of view. On the contrary, points of view can
be changed through the process roflection as they are ‘more accessible to
awareness and to feedback from others’ (p. 6). As reported by the five teachers in the
holistic interviews, the impact of the GRP in the studyevidenced in the
transformations in the frames of reference on twoleué the individual (the ‘self”)

level and 2) the collective (group) level.
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5.2.1.1 Reflective awar eness of ‘self’ — the Individual Level

Zeichner and Liston (1987) highlight the importance of self-awareness in becoming a
reflective teacher as it leads to transformation in perception towards teaching. In the
privacy of journals, teachers engaged in self-reflection through a continuous and
intensive internal dialogue with théself. Self-reflection in the study led to
significant personal transformation and self-awareness which contributed to the
teachers’ developing and discovering more aspects of their professional identity. This

is in line with Mezirow’s (1997) theory of transformative learning and Korthagen’s

(2004) model of change and its emgh on the importance of reflecting on one’s
professional identity.Anna’s depiction of the reflection process as a ‘cathartic
experiencé (holistic interview, 22/1/09) leading to new waysseéing the ‘self” and
practice powerfully shows the impact of reflection on teacher personality. Through a
internal dialogue carried out by the individual (Doel and Cooner, 2002), which also
became external when the reflection was verbalised with others in dyads (Farrell,
2007) or in groups, the five teachers investigated their autobiographies and past
experiences as language learn@mfkfield’s 1% reflective lens) and saw themselves

in a new ‘light’. In sum, the findings of the study revealed that the GRP process
enabled teachers to reconsider their personal assumptions, extant teaching styles,

dispositions and feelings.

RQ2: How do HE EFL teachers evaluatethe effects of the GRP process on the
‘self’?

In evaluating the impact of the GRP process on the ‘self’, theteachers’ contributions
in the holistic interviews illuminated the second RQ with respect to how GRP

impacted mainlywo aspects of the ‘self’: personality and feelings.
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Personality awareness

One dimension of selfhood impacted by GRP wias teachers’ awareness of
personality. Although all five teachers identified the effect of reflection on becoming
more aware of aspects of their teaching personality, each teacher was unique in the
changes she noticed: Anna became more aware of her deeply introspective nature.
She stated‘|l feel that after being involved in this research it made me reflect on me
as a teacher and how my personality is involved in teaching. | see traits of my
personality and I identify them in my teacher self’. Erika, primarily concerned with

how her learners saw heBrpokficld’s 2" reflective lens) became aware of changes

in her teaching approach, style and persona, and relinquished ‘power’ in class: ‘My

class used to be too teachkenired, and now that is down to a minimum’. Nora was

no longer a pessimistsdtead, she assumed a more stoical approach in her practice: ‘It

is not thatl am still a pessimist anymore... I can recognise my students’ abilities and

their ways of learning and accept that’. Moreover, on the caring issue that frustrated

her throughouthe study, Nora stated: ‘“When I was writing in my journals, I thought

about the caring issue because it was very frustrating for me in the beginningl Then,
began to think of ways how to motivate my studenits Claudia’s case, self-
reflection is evidenin her realisation that ‘besides the word “liberating” the GRP
process made me a better person in class because | strongly believe in human
relationships between teacher anddsiits. I am very much into that’. Finally, like

Anna, Isabel’s selfreflection made her aware of the role of personality in teaching: ‘1

think that the way you do the RP has to do with the personality of the person; the way
we teach or the way we do things has to do with our beliefs, our values, the way we
perceive liings’. The most important benefit of R for Isabel was ‘awareness of

myself as a teacher and all théngs that are linked to this’.
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In short, GRP enabled teachers to become more aware of their teaching persona and
how their personality was embedded in their teaching. GRP in the study brought to
the forefront the role of personality in teaching and teacher development. This is very
different from the research by Jay and Johnson (2002) and Akbari (2007) who
identify the absence of the variable of teacher personality from the L2

teaching/learning literature discussions.
Awareness of feelings

Anotherimpact of GRP on the ‘self” as emerged from the findings is that it enabled
teachers to dig into the affective dimension of practice and re-negotiate their feelings,
something that supports Boud et al.’s (1985) conviction that reflection should involve
attending to one’s feelings. Findings show that the non-threatening environment of the
study aided the cultivation and applicationR#® since teachers felt free to reflect and
investigate the reasons behind feeling a certain way about themselves or their
practice. All five teachers identified changes in the way they felt and in the way they

learned to deal with their feelings as a result of their involvement with GRP.

Anna, having always been concerned with the issue of ‘tact’ in teaching, learned

about the issue of pedagogical tact (Van Manen, 1991) and was happy to see that her
personal concerns about treating students tactfully had a place in the literature
(Brookfield’s 4™ lens). Anna felt empowered to investigate pedagogical tact further
and learn that applying it in her practice can serve as a catalyst for leaifiygi

are tactful, you have to find ways of handling situations that make you angry in a
tactful way; and now | can see that happening, | became aware offhka and

Nora, despite emotions of anger and pessimism that frustrated them respectively and

functioned as inhibitors to reflection at times, managed to gradually reframe their
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dispositions toward their learners by making shifts to their perspectivésikhis

case, meta-reflecting on her journals made her want to fight her anger by being more
communicative with her learnerd:felt that I was being childish or too picky after re-

reading my writing. I thought... was it worth it to get angry with the students? If there

is a misunderstanding | want talk about it and clear the air’. In Nora’s case, GRP

helped her fight her pessimism: ‘In retrospect, I know it’s up to the student. There are

students that don’t care and are disrespectful. This doesn’t mean that we should give

up on them. RP helps us identify those students, and find strategies to make them care
and improve our teaching’. Claudia kept an enthusiastic disposition throughout the
study and reflected on values and positive feelings that governed her practice. Her
firm belief in respect and equality was a catalyst that helped her continue the process
of reflection in a climate of happiness and connectedness with others: ‘| am seeing the
human part of the RP process...so for me | find it very important for my students to

see me as a good person (and as a good teacher of cobusé}hink reflection has

helped me approach people in a better way...’. Finally, although Isabel’s CR entailed
feelings of disappointment for her work setting and the wider HE TEFL context in
Cyprus, the confidence incurred from her participation in the research seemed to
counteract the many years of teaching in a context lacking teacher development
opportunities:‘As a person | felt motivated and after nine years of teachifgjt
pleased and satisfied with myself to take part in this research. It was my first time

taking part in a research and it boosted my confidence’.

In sum, becoming aware of their feelings was a catalyst for reflection as teachers
developed a willingness to reconsider and even change their dispositions towards
aspects of their practice and context. This is very similar to the findings of Valli

(1997) and Stanley (1999) on the central role of emotions in teacher reflection.
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5.2.1.2 Reflective awar eness of the group — the Collective Level

Teahers’ awareness was heightened in the collectivereflection of the RIGMs. The
group transformation was the result of co-reflection in the form of external reflective
dialogue (Burbules, 1993) in which the teachers participated with patience and
dedication. The trust, sharing and collaboration teachers felt in the RIGMs created a
positive group dynamic that served as a catalyst for engaging in reflection. The five
teachers and | were each oflké€critical friend’ (Tripp, 1993) and nothing that was

said in the RIGMs was taken the ‘wrong way’. The feelings of mutual trust and
appreciation aided the process of reflection as we learned from each other and
enhanced our practice by co-constructing EFL knowledge through critical
conversations (Brookfield, 1995). The dialogical reflection was very much alive in the
mutually cooperative environment in the RIGMs and aided the process of articulating

theoriesm-use Schon, 1987), and making tacit knowledge explicit.

RQ2: How do HE EFL teachersevaluatethe effects of the GRP process on
practice?

In evaluating the impact of GRP on practice, all five teachers identified the catalytic
effect of shared reflection and dialogue in the study on increasing awareness of
practice. They also reported a willingness to engage in a metacognitive awareness of
practice as a result of reflection with others. In comparing the various RP activities in
the study, Nora highlighted the beneficial impact of reflection which was embedded
in the interactive nature of the dialogue in the RIGMs: ‘In the meetings there is
interaction...and some things you don’t remember when you are chatting because

things in a chat move very quickly, in a meeting you can answet. thed find

solutions’. Erika summedt up succinctly: ‘It was great because we exchanged ideas,
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methods, we discussed our methods’. Isabel’s words show the impact of the dialogical
reflection on practice‘The dialogue we had about the video recordings was useful
because you were guiding us through the process, how to think about the lesson, the
stucknts, our methods’. As Isabel added °...it was like training and giving me ideas

about how to analyse a lesson; | did some reflection on my own but you [the RM]

gave me another way to think about it.’

In summary, the RIGMs constituted a forum for multivocality, which supports the
findings in Mizzi’s (2010) study where awareness of different perspectives on various
dimensions and issues concerning EFL practice was brought to the surface through
external dialogue (Tsang, 2007). The group awareness on practice actually
materialised through theharing of new insights teachers had acquired in their private
journaling, dialogue sessions and online chatting. The feeling of safety in the RIGMs
enabled the incorporation of private reflection into the group reflection. Reflecting
with others presupposes a shared interest (Kessels, Boers, and Mostert, 2011) and the
five teachers had their profession in common. They engaged in a joint investigation of
issues affecting EFL practice striving to enrich their knowledge. In this joint
reflection, however, the individual voices and opinions were not lost. On the contrary,

they were heard and were highly valued in the space of group reflection.

Of great significance is also the fact thatthe space of the RIGMs, the teachers
expressed their appreciation and feelings for the various RP methods in the study. In
underlining the value of reflecting on the video-recordings with a significant other,
Claudia stated: ‘It’s no longer done in an abstract way’. Erika stressed the importance

of sharing and helping colleagues: ‘The sharing, the criticism...I don’t mind...helping

others like Nora who was more inexperienced...the more we were, thebetter...”. Nora

used the public space of the RIGMs to voice her gratitude for the feedback she
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received from her peers: ‘I thank you because I have been getting a lot of feedback
from all of you. Isabel also highlighted the power of the group in helping her
overcome feelings of isolation (Brookfield, 1995) and gain confidence through
developing with others:
The RP research helped me overcome the difficulties...and helped me feel that
| was not alone. It was my development and obviously you develop and

move to another stage of development. So at the end of thisesearch | am a
little bit more confident and competent.

Anna found the collective reflection ahe RIGMs ‘inspiring because it triggers
mechanisms that [ wasn’t aware I had. They have been helpful and useful. | feel that

we support each other’. Furthermore, Anna’s comment below sums up the power of
sharing reflection with peers in a friendly environment, a gratifying process that aids

TD:

It helps your development...it helps you explore new areas, identify your
weaknesses, your strengths...it’s satisfying to go through the RP process. If

we didn’t have this, how would we develop as EFL teachers? We were also

very luckybecause we have created a very friendly environment. We could

share our thoughts and concerns. This was something we could not plan or
organise. We were just lucky that it was that way.

The co-reflection in the RIGMs was also acknowledged in terms of how the shared
experience of peers triggered funthelection on the ‘self’. Nora highlighted how the
interaction in the RIGMs led each teacher to reflect on different things she would not

have considered without the help of the group exchange:

The group sessions according to my opinion were the core of RP. By
exchanging ideasnteracting with each other and having a good time we

came up with things that we would never think of on our own. Of course

each one of us benefited in a different way and according to her concerns as a
teacher/person.
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Moreover, the group reflection in the RIGMs challenged teachers to meta-reflect on
their journals and prompted them to engage in deeper refleatiagssues. Isabel’s
comment, only a week after the study began, shows the power of the RIGMs in
instigating meta-reflection in the journals, which in fact constitutes another loop of
learning (Argyris, 1990):
Our meetings and your[the RM’s] comments with questions about EFL
strategies, deeper reflection, identifying beliefs and values really guided me
and helped me. | feel that | startéd move away (very slowly) from

descriptive to more in-depth reflection. Hopefully, this week | will try to
engage in reflection of the different types that Valli identifies.

In addition, the GRP process empowered and further reinforced the téatgueson
to continue being reflective and collaborative even after the end of the study. In fact
Isabel expressed her concern that if the RP process was stopped, the knowledge that

had been acquired in the study might become implicit again:

| think that if we stop, everything will become subconscious again...not
necessarily that it won’t be happening...but it will not be explicit...

Similarly, Erika indicatedhe teachers’ willingness and initiative to collaborate with

each other and not lose contact even after the end of the study:

And we can call each other to discuss things that are happening in our
classes or that concern us...or have chats every now and then...

The teachers’ intention to continue their engagement with RP beyond the end of the

study is of paramount importance as it shows that being involved with RP during the
investigation was not something ephemeral or imposed on them. On the contrary, it
was a process that was developed and acquired, leaving its imprint on the teachers
who could opt to use it in future practices and interactions as they would deem

necessary.
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5.2.2 Reflection— a developmental process

As the study unfolded, it gradually became clear that reflection was a process that
took time and practice to develop and integrate into one’s mind, heart and life. By
keeping an open mind and showing willingness (Dewey, 1910), the teachers took
responsible steps in developing the skill and art of reflecting. While guided, they were
exposed to various dimensions, types and levels of reflection and began learning

about the multifaceted RP concept.

Their initial steps of applying reflection in their journals, dialogue sessions and online
chats were primarily of a descriptive nature, as shown in the Hatton and Smith (1995)
model of reflection, i.e. providing an account of events in their lesgaibs!’s first

journal (dated 30/9/08) exemplifies this:

What | would change next timetise level of the material taught. It seems
thatthelevel of thisgroup is better than expected.

As time progressed, however, the teachers developed an impressive ability of
engaging in other types of reflection, i.e. critical, deliberative, and personalistic (Valli,
1997; Minott, 2008). Four months into the study, the same teacher, Isabel, was able to
identify (label) and analyse on her own the type of a particular reflection she had
engaged in as personalistic (dated 23/1/09), i.e. having to do with her growth as a

EFL teacher:

Per sonalistic Reflection: This lesson saya couple of things about me as an

EFL teacher. First of all, it shows that | do not only focus on teaching
grammar and vocabulary but at the same time | try to help my students
learning English in context.

In her journals, Isabel specifically mentioned the progress and progression in the
ability to reflect (from descriptive to more analytical reflection) along with the

uncertainty involved in the process: ‘In the beginning it was more descriptive and I
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remember thinking that | was not sure how to write andateth my journals.....

Anna who underlined the role time played in the development of reflective ability,
concurred:...through time | became more analytical and focusechwre than one

thing that happened in class, or | thought about one question that you asked me to

focuson...it was more specific’.

Many studies in the mainstream and ELT literature point to the fact that critical,

dialogic and other types of reflection are more conducive to development than
descriptive reflection (Jay and Johnson, 2002; Watts and Lawson, 2009; Davis, 2006).
Week after week, the teachers in the study felt more confident to experiment with
various types of reflection and to share their experiences without fear (Freire, 1972;
Brookfield, 1995; Freese, 2006) in a spirit of dialogue, corroborating the findings by

Jay and Johnson (2002) and Pollard (2008) on the importance of dialogical reflection

with others.

The developmental nature of reflection in the study was also experientesirasg

by the teachers entailing a potential for lifelong impasthown in Erika’s words:

For me it was likea long lasting training...A lifelong learning. I wasn’t a
participant in a 13 week seminar...and it wasn’t for the RM. It was for me
and it isgoing to last forever. On my own if | want toimprove | know the
termsand | know what to do.

Similarly, from Nora’s humble perspective as a new teacher, RP development was

seen as a long journey that can only unfold if one cares:

| think that | have a long way to go...this is my first experience...but I
have improved since the beginning...the RP process is what makes a teacher
a good teacher, it’s about caring, the realisation is when you care when you
want to learn more and you want to develop.

Nora also acknowledged the presence of feelings accompanying the developmental

nature of the RP process:
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It was like a three-stage process for me. Thefrustration at the beginning
(because I didn’t know what to do...I was so confused), the recognition of
what is happening, and then, I didn’t find solutions, but | knew what was
going on.

One can discern the developmental nature of reflection in the way the various parts of
the RP process complemented eaclerotds seen in Claudia’s words: ‘I think one

[RP method] was adding to the other. | see something like a chain. If there is one part
missing the chai is not complete’. In short, time worked as a catalyst for
development as it provided teachers with ample opportunity to experiment with the
various activities that synthesised the GRP process. It enabled the teachers to move

through the various tiers of the study, and progress to new stages of development.

In addition totime, teachers had the ‘space’ within which to reflect. The trusting
environment of the study created a comfort zoned®ch983) where teachers shared
their reflections with understanding peers without fear or hesitation. The safety of the
common ‘space’ to reflect was particularly felt in the RIGMs where group reflection
proved to be a communal act involving the collective exploration of experiences,
through sharing and dialoguReflection on and critical examination of thoughts and
practices constitute a more dynamic process when there is dialogue (Freire, 1972)
with peers who share a space of common professional language and are willing to
listen. The following sub-sections delineate and depict in more detail how
development in the study was inherenttiie themes of ‘reframing’, and ‘being

critical’ of context.

5.2.2.1 Development through reframing
As a result of a felt sense of change in the ‘self as person’ and the ‘self as

practitioner’, the five teachers reframed aspects of their practice. Development
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exemplified itself in the fact that teachers were willing to experiment with new

thinking and teaching approaches.

For example, Anna stated:

RP triggered a lot of thought on my practice, the way | teach, the way |
convey anything new to my students, the way | perceive themade me
want to employ new strategies and methods.

Nora, the least experienced of the five teachers contemplated on how her inner

dialogue and will to reframe things brought humility to the surface:

...Our research started and | was doing it consciously after every class. |

was asking myself if 1 was doing things correctly, did | make any
mistakes...then I began to reflect about the different strategies I was using in

class (the computer, the different media, the board, | began to ask for
feedback)l asked my studentsif | was doing things OK?

In sum, the teachers’ desire and willingness (Dewey, 1910) to see things from
different perspectives and proceed to change aspects of practice created a momentum
which served as a powerful mechanism for enacting and sustaining reflective

development.

5.2.2.2 Development through critical reflection on context

Learning to reflect in the study also meant feeling free (Freire, 1972) to reflect on
context (learners, institutional culture etc). Somewhat dissatisfied with their current
practices and situation (Bailey, 1992), teachers in the study first came to an awareness
of the ‘status quo’ in their context and then felt the need for change at both the
individual and collective levels. The teachers not only ventured into reframing
assumptions, pre-existing schemata and teaching styles, but also critically reflected on
aspects of their contexts, something they would have not otherwise done had they not
felt empowered.This is in agreement with Fook’s (2010) re-articulated and

emancipatory view of CR according to which the individual feels empowered to
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reflect on her context while validating her personal experience and sefrssfoh

response to her social environrhen

For example, while reflecting on her learners, Anna stated:

The RP process has made me want to ask my students to produce more
things...to give them a chance to be autonomous in the way they learn.
Thisissomething | want to use mor e next semester.

In critically reflecting on her institutional context, Isabel underlined the absence of

teacher training opportunities:

| was surprised that for the lecturers who have been herefor years, there

is no such thing as a mandatory in-service session that you have to attend

or present or organise. So, how do they make sure that what you do in class is
OK?

The constant dialogical interaction and feedback empowered the teachers to critically
examine their context and begin to take responsibility for their own learning and
professional development, thus heading towards greater teacher autonomy (Sinclair

2008).

5.2.2.3 Development through guiding others

The various parts of the GRP process (journals, dialogue sessions, online chats,
RIGMs and holistic interviewshad gradually beaoe ‘second nature’ to the teachers.

As a result, at the end of the study teachers embraced the idea of sharing the acquired
RP knowledge with others and expressed their intention to organisesanviceRP

seminar with attendees from other HE institutions in Cyprus. Erika stated:

It would be nice to participate in a workshop because we put some effort
into this research and | think thadany of our colleagues will benefit from
this.

This signified a major shift in their development. The teachers were no longer

mentees or recipients of RP knowledge. Instead, they stated their will to become
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agents and pioneers of change, pursuing an opportunity to reflectively guide other HE

EFL teachers in Cyprus in exploring RP.

5.2.2.4 Development beyond the study

A very important finding with regard to the developmental impact of GRP is also
shown in the teachers’ intent to continue reflecting beyond the end of the study. The
teachers’ intent is clearly stated at the end of their holistic interviews. However, as
evidenced from their excerpts, this intention for continued reflection does not (at least

in the comments) appear to involve meeting as a group:
Anna stated her intention to continue applying RP with her new EFL students:

I think that you can’t stop being reflective...Once you engage in it [RP
process]....you can’t stop it...it becomes part of you... it will carry into
next semester...the next step would be to continue doing this with my new
students and | will also be more spontaneous and more relaxed and if | think

about trying something new | will do it and see what works better and what
not.

For Erika and Nora, continuing to develop reflectively meant reflecting in their

journals:

RP is a lifelong process...l will continuewriting in my journals...(Erika)

| will definitely reflect in and on action and | will try to continue the
journals because they make you realise a lot of things, they are a great tool
when you are a teacher. (Nora)

Claudia affirmed her intention to continue reflecting since she benefited from the
process:
As far as the procedure of the reflectidns going to continue because 1 find
myself reflecting even now that we stopped the video-recordings and the

meetings etcl am going to continue reflecting because | know that did
something good to me as a person and as a teacher.
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Finally, Isabel spoke of her intention to continue using a form of RP in her future

practices acknowledging that the process left a positive imprint in her thinking:

| gained a lot. And when | learn something which ag®sitive effect on me

and what | am doing, why should | let it go? May be the method that | will be
using won’t be the same...maybe I won’t be using a journal but reflection has
become more like an inner thought of what I am doing...it’s in my
mind...like an imprint. It’s part of me and it’s a new way to think about
something. It’s a thinking process and since it so positive, it will be part of

what | am going to do next.

5.2.3 Reflection — a guided processfor mentors

In the study, | sought to monitor and follow the journey of the five teachers who
progressed from learning about the theory of reflection to applymg gosefully to

their practice and making it a concrete lived experience (Stanley, 1999). | concur with
Dewey (1933) that unexamined experiences do not have the potential for growth and
TD. Reflective analysis of actions and feelings, however, is not merely an
introspective process, nor does it come naturally (Husu, Toom, and Patrikainen,
2008). On the contrary, it requires dialogue with others. The findings of the study
show that teacher reflection flourishes as a form of social interchange and can be
further developed with the help of an understanding mentor. This supports the
findings in Ariogufs (2007) and Hudson and colleagues’ (2008) research which
highlight the importanceof a mentor’s personality attributes in assisting teacher
reflection. Moreover, findings in the study andine with Arnold and Cohen’s (2008)
research which underlines the need for a supportive context in facilitating reflective

development.

Traditional mentoring relationships featured a hierarchy with the mentor as the

authority figure, and the mentee as the novice/learner (Collins, 1983). In more recent
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mentoring models, however, a more equal and reciprocal relationship is suggested
with the mentor and the mentee assuming the roles of teacher and learner
interchangeably (Gardner and Pierce, 2001). Although I initiated and guided the GRP
process for its most part, my RM role was multifaceted and often reciprocal

(Smethem and Youens, 2006). The discussion below shows how | experienced
reflection as a guiding process aritt teachers’ comments illuminate how my

guidance was perceived by them.

1/. The journalsThe guiding in the journals took the form of facilitative comments
(McKimm, Jollie, and Hatter, 2007) which | wrote for each reflective entry the
teachers sent me often on a daily basis for thirteen weeks. Claudia acknowledged the
guiding and motivating role of the RM behind the reflection and Anna appreciated the

literature she received:

It was easier for us becaugau were guiding us. You were the one that
made us think thiswhole reflecting situation; | would have never done

that alone. In a way you were waking us up. You were saying to us
‘Come on look, there is something there...do you want to search? Do you
want to do your selfearch?’ (Claudia)

The journals were something that gave me the opportunity to talk about
things that | find interesting such as the pedagogicalteattyou sent us
in theliterature or the document on reflective process. (Anna)

2/. The RIGMs: Aiming to be a questioner and a facilitator of dialogue, my questions

in the RIGMs prompted and guided teachers to reflect and share their thoughts and
feelings on issues of concern. However, | often witnessed with pleasure many
instances in which the teachers unknowingly undertook the mentorship role either
towards their peers or meor example, they clearly functioned as mentors and

guided me by giving me feedback on my first video-recorded lesson (focus of
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RIGM3). 1 contend that the reason the teachers assumed the mentor’s role
successfully depended on what Gallwey (2000) calls the ‘ability to learn from the
inside out, ingad of the outside in’ (p. 12), something which is in line with the Al

nature of the study.

The teachers’ willingness and ability to reflect on the ‘self’ is what made the
reflective interchange in the RIGMs a truly transformative, learning experience.
Erika’s statement signifies the value of this interaction: ‘The discussion with my
colleagues was the most important thing for me, the meetings that we held with my

colleagues’.

3/. The dialogue sessions: During the dialogue sessions, | had the opportunity to get to

know each teacher better both as a person and educator, which is in agreement with
Rideout and Koot’s (2009). Although initially the focus of the reflection in these
sessions was on the teachers’ EFL lessons, the dyadic reflection did not gravitate only

towards teaching (Wlodarsky, and Walters, 2006). | encouraged and prompted the
teachers to reflect on aspects of their personality and to consider the stage of their
growth and development. In fact, | now become conscious of the fact that |
instinctively steered teachers away from their tendency to focus on negative aspects of
the ‘self” and of their practice and encouraged them to reflect on the positive aspects

instead.

With regard to the guiding in the dialogue sessions, Claudia provided her view:

When you have something that is troubling you it is really helpful if you
discuss it with someond@.he fact that you were this somebody and you
knew what | was doing and | knew what you were doing, it was like |

was talking to a professional on thingsthat really matter and worried

me. | knew that | was going to get correct answers on things angdhat
would understand what | was going to tell you.
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Similarly, Isabel expressed her appreciation for receiving different pérsgseon

practice, feeling confident at the end:

The dialogue we had about the video recordings was useful begause
were guiding us through the process, how to think about the lesson,

the students, our methods; it was like training and giving me ideas
about how to analyse a lesson; different ways than what | thought
about; | did some reflection on my own but you gave me another way to
think about it.

Nora, saw me as someone having both the role of peer and mentor:

For me you have been my mentor because I didn’t know what to do and
you showed me theway...Well, you had many roles and you wer e one of
us...you are also a facilitator-...

Similarly, Erika saw me as an equal and a peer, despite my guiding role:

I didn’t see you as my mentor. I didn’t see you as a researcher or
someone out there. | saw you as a colleague who would ask me some
questions and share concerns. That’s why I felt comfortable expressing a
different idea or telling you that | thought you were not right.

I identify with Erika’s view the most as I often felt that my roles as RM and colleague
were constantly interchangeable in my heart and mind (see Section 4.3.6.1), leading

me to genuinely treat teachers as equals.

4/. Online Chats: The guiding in the chats was of a different nature. It was
spontaneous and unplanned. The teachers took the lead as they brought up issues of
concern to be discussed either from incidents in class or from their participation in the
study. | followed and responded to their lead. My guiding was embedded in the
suggestions | put forward for consideration and in my words of support that gave
teachers the encouragement to continue their reflective exploration of ‘self’ and

practice (Walkington, 2005). This on-the spot online reflection gave a different

flavour and dimension to the mentoring process. Erika succinctly sums up the value of

207



the instant feedback she ghiring the online chats: ‘If | had a problem that day |

could ask you right away’.

5/. Holistic interviews: Theding in the interviews took the form of a ‘condensed’,

holistic reflection on all parts of the GRP process as the teachers experienced it. The
teachers were guided to reflect retrospectively and were asked to give their evaluation

on how they experienced reflection in thedy’s methods.

The holistic interviews lasted approximately 1.5 hours each. However, this was
neither a planned nor an intentional undertaking on my part. On the contrary, the
interviews were much lengthier than | had anticipaligsdto the teachers’ willingness

to elaborate beyond the confines of a specific question. The lengthy contributions in
the interviews demonstratehe teachers’ dedication and commitment to the GRP
process. This also indicated their ability to evaluate the process in a more
sophisticated way, pointing to the fact that they had come a long way since the
beginning of the study. The data extracts in this section are quite representative, thus,

no further extracts are presented here.

Yet, it is important to hereby acknowilee the teachers’ initiative in putting together

my holistic interviewthrough which they sought my input on how | had experienced
the GRP process. This initiative signifies the great impact of GRP on the teachers
who, at the end of the stydshowed the first signs of becoming teacher agents and
pioneers of the process. Moreover, it constitutes an example of how the reciprocity in

the mentor-mentee roles materialised.

Isabel, representing the group, conducted the interview. The extracts below indicate
the teachers’ genuine curiosity and interest in how | experienced the GRP process as

well as their appreciation for the way | conducted the research:
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Isabel: Was it the first time for you that you were being a reflective teacher?

RM: In practice yes...in my mind I feel that I have always been...but moving
from the thinking to actually doing things with other people...yes, this was
the first time...

Isabel: Was there any point that you felt that you needed help too?

RM: | had this constant feeling thatdidn’t know if I was doing things
right...there was nothing or no one to tell me ‘this is a good method that you
are using’...and the next step should be this...I ‘fell into’ this process but on

the positive side, it felt natural to me...I didn’t feel that | was doing a job

or that | was forced to do it...it was like an exploration process...and
everything we did it led into another thing/method of exploration and
communication and this is what kept the process going.

Isabel: | personally feel (the rest of the group are not hereyabatvere very
careful not to interfere with our lives and you were not ‘pushing’ things
just to continue your research. That’s a delicate line and you did really
well...

In sum, the five teachers were willing to be guided through the various RP methods of
the study, learn them and apply them in their practice and interactions. More
importantly, howeer, the teachers were unconsciously developing the ability to guide

others. This confirms that RP can be a guided and reciprocal process.

5.2.4 Reflection — an appreciative process

Throughout the study there was a widespread positive and appreciative feeling among
us. Reflecting on this positive energy now, it becomes clear that it served as a
powerful force that moved the GRP process forward. As we engaged in an
exploratory search of ‘self” and practice we held an ‘appreciative mindet’ (Bushe,

2007: 30) and a positive stance towards reflection. Generating new ideas helped us
‘choose new actions’ (ibid), sustaied our participation in the inquiry and allowed us

to move optimistically towards change.

The most profound finding was that we had been engaging in appreciative inquiry

(hereafter, Apl),unknowingly applying elements of it (Cooperrider and Srivastra,

209



1987) without purposefully and consciously setting out to do so (see further
elaboration in Section 5.2.4.1). In hindsight, what is even more significant is that |
became aware that my positive stance genuinely reflected who | was as a person. It
was not an attitude | had adoptéat the purpose of the study. Lingering in my
subconscious was always my deep desire to honour the best that EFL teachers know
and do without dwelling on the problematic. As a result, teachers were steered and

promptedo reflect on the ‘self” and their practice under a positive light.

My positive mindset surfaced in the positive language that | used in my questions and
comments while addressing participants as evidenced in the holistic interviews.

Examples of my positive language are found in the excerpts below:

RM: That’s excellent. And the fact that you tried to get to know your students
more through your journals, do you think that this wouldn’t have happened if
you didn’t write in your journals?

RM: I remember you saying this to me or writing it...how you used to look
forward to writing in your journals...you are the type of person who likes

this esoteric analysis of things. Do you also think it has something to do with
your personality?

RM: And I need to say something here...| must say that you highly
impressed me in the chats because you gave answers that werextreme
value and very deeply thought out answers, even though you were doing it
spontaneously.

(Isabel’s interview, 13/1/2009)
RM: It’s interesting that you said next semester becayme see this process
as continuing.

RM: Wow! This is amazing! This is exactly what Isabel said yesterday
(without you knowing it). So, it confirms how both of you have experienced
the process.
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RM: Did all the four partgonnect in positive ways to help your growth as
an EFL teacher? What | mean is do you think there was one part that you felt
didn’t belong there?

(Anna’s interview, 14/1/2013)
5.2.4.1 Theappreciative processin the study
It wasn’t until the end of the study that | discovered that the approach taken in the
research had a name in the literature, namely Appreciative Inquiry (Cooperrider,
Whitney and Stavi® 2003). Apl“...refers to both a search for knowledge and a
theory of intentional collective action which are designed to help evolve the
normative vision and will of a group, organisation, orcisy as a whole’
(Cooperrider and Srivastra, 1987: 159). Although in Apl sahectively attends to the
‘positive’ in a given situation rather than on identifying problems (Agaraou-
Fernandez, and de Guzman, 2006y ‘positive’ in the present studyemerged
naturally in the social discourse and collaborative reflective dialogue. According to
Cooperrider and Srivastra, (1987) research that aims to create a better social reality
should entail four principles: it should begin with appreciation, should be applicable,
should be provocative and should be collaboratiredings andmy reflection on
action reveal that these four parameters were present in the study (see Section

5.2.5.1.2).

Furthermore, through my active engagement with existing literature, | discovered that
what permeated the interpersonal relationships in the study (i.e. caring, support,
empowerment) had elements of Relational Cultural Theory (here&@&T) and

practice. RCT (Miller and Stiver, 1997) explains how we can create growth fostering
relationships by connecting to others who are committed to building self-esteem and

mutually rewarding connections.
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5.2.4.2 Therelational aspect of Appreciative Inquiry in the study

The relational dimension of the study, which is intertwined with the fourth Apl
principle— collaboration- was especially felt in the RIGMs. The dialogue was open-
ended and positive in the RIGMs and resulted in creating and building interpersonal
relationships and a relational mindfulness at work (Burrows, 2011) by involving and
valuing all participants’ views, emotions and attitudes. Inclusivity was a powerful
element of the relational dimension of the study, enhancing the power and intensity
with which participants and | engaged with RP as it provided everyone with equal
opportunities to articulate their thoughts. The RIGMs were a forum where teacher
learning occurred through purposeful and reflective interactions with others. In the
RIGMs, patrticipation in inquiry allowed each person to offer their views and really
listen to the voices of others. lthis ‘collaborative quest for meaning’ through
reflection, working in a group openag the individual’s sense of identity and

simultaneously created a sense of belonging in a learning community (Wenger, 2006).

Another powerful element of the relational dimension in the study was the mutuality
in the mentor-mentee relationship which created a positive climate throughout the
research. In mentoring relationships there are always two sides. In the study, the five
teachers (mentees) looked up to me (the mentor) for some ‘wisdom’ and guidance.

For my part, | listened attentively to them while trying to stay focused on the present
moment (Workplace Learning Guide, 2010) without passing judgment. A positive
energy was built between the participants and myself that went both ways and was the
result of a resonance, a recognition that we were all ‘in tune’ during our reflective

interactions.

As a mentor, | recognised this resonance early on in the study. However, as time

progressed, and | reflected on the participants more deeply, | realised that this positive
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resonance functioned as a catalyst for all the RP activities in the d$Ragyng
attention to them as people and EFL practitioners, giving them space and time to
articulate their reflections and catering to their needs were three priorities | placed at
the core of my reflection. The study wast fjost another ‘exercise’ in reflective
inquiry. Instead, it entailed an understanding and genuine appreciation for the
participants’ lives and practice and a commitment to promote RP in a constructive

way. This mutual understanding formed the basis for a critical collegiality (Lord,
1994) which involved private and collective reflection, openness, responsibility and a

willingness to learn (Dewey, 1933) alone and with others.

Moreover, | was fortunate to have collaborated with a group of committed and
humble EFL educators who were open and willing to experiment with reflection.
Certainly, the personality of these teachers played a major role in the smoother
implementation of GRP in the study. | acknowledge the dynamic of the research

group as a huge factor that aided the implementation of GRP:

Yes, the chemistry between us ...because there are people who don’t accept
criticism even if it is constructive...When I approached you all I didn’t
know how the relationship was going to be...so it is a ‘miracle’ for me and
| feel privileged that it has developed likethis.

The positive emotionality (Zembylas, 2Q03’ Connor, 2008) was the energising
force and impetus behind the productive reflection (Boud, Cressey, and Docherty,
2006) in the study. Empathy, genuine understanding and care were present in all RP
activities and this left individuals feeling gratified after each reflective session. RP
was a tool that helped teachers uncothe ‘positive’ in them as individuals and
practitioners. Even when teachers discovered something about their persona or
practice they viewed as ‘negative’, they were willing and able to reflect on it and

reframe it, and on many occasions turn it intp@itive’ experience.
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The catalyst for the positive reflection in the study was the positive language and
disposition adopted by all involved. Wieere each other’s critical friends (Bambino,

2002), yet the reflection produced was critical not because it was negative or
threatening, but because it challenged us to improve by seeing ourselves and our
practice through a positive lens. It is significant that most participants (4 out of 5) in
the study reflected on the positive aspedtsself” and practice, making the latter a
salient theme which underlines the appreciative side of reflection. This occurred
because teachers felt accepted and free to engage in a reflective exploration of their
EFL practice using an acritical discourse within the safe environment of the Btudy
order to enable the smoother implementation of GRP, teachers need to first and

foremost feel cared for angeciated to engage in ‘acritical CR’ activities.

RQ3: What type of intervention will enable HE EFL teachersto adopt RP
processesin their practice?

5.2.5 Reflection —a CARE-ing process

According to Noordewier, Korthagen, and Zwart (2009 @achers often do not feel

taken seriously in their own professionalism and inspiration for the profession’. Most
educational innovations, the authors argue, fail because goals are sett withou
consulting the teachers. In fact, top down approaches are adopted by educational
experts who have a lack of respect for teachers (Hargreaves, 1994). As a result, no
real interaction between teachers and educational experts exists (Noordewier et al.,
2009). The present intervention in the domain of HE TEFL represents in my opinion,
an alternative perspective to the way things can be done in education and irgteachin

as it celebrates and honours the valuable insights and knowledge that teacheys have t
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offer, thus paving the way for bottom up approaches in teacher learning and

development.

What emerged from the study is a model of TDwhich, in my modest view, represents
an example of a different kind of innovation. Despite the small size of the study, I
suggest that this model could be applied to any organisational context regardless of
discipline as long as the approach and focus of a given investigation is on cherishing
the potential of the people involved, by regarding them as valuable resources for the
enquiry and fe their field. The model’s components are none other than ghely’s

three main features: theollaborative, appreciative, and reflective sides of the

present enquiry, which gave birth to the CARE model of teacher development.

5.2.5.1 Delineating the CARE model of teacher development

CARE stands for Collaborative, Appreciative, and Reflective Enquiry. The findings
of the study indicate that GRP can be successfully implemented when the context in
which HE EFL teachers operate is one in which their voices are heard and respected.
In such a context of appreciation and inclusivity, TD through reflection can only but
flourish. Figure 4 shows the CARRodel’s three intertwined parts which are set
within a reflexive context. A more detailed explanation of the reflexive element
which was present throughout all the activities in the study can be found in Section
5.2.5.1.3. The three components of the model i.e. its collaborative, appreciative and

reflective dimensions are hereby delineated.
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collaborative appreciative

reflective

Figure4: The CARE modd of teacher development

5.2.5.1.1 Collaborative Enquiry

The collaboration that took place in thedy had as its main feature Kincheloe’s
(2011 radical listening approach. According to Kincheloe, radical listening is
essential to learning collaboratively. Kincheloe defined radical listening as listening
attentively to others while ‘making an efforto understand others’ standpoints without
seeking to change them’. It is a ‘respectful way to deal with others’ ideas thereby
increasing the possibility of adopting good ideas’ (Kincheloe, 2011: xix). For
Kincheloe, listening is at the heart of effective dialoguing. The shared values of

respect, honesty, and cooperation in the study boosted the processes of radical
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listening and collaboration while GRP further enhanced the values upheld by the
group. In short, reflecting collaboratively was facilitated and mirrored because all

involvedexperienced it as a ‘give and take’ process.

5.2.5.1.2 Appreciative Enquiry

Throughout the study there was a widespread feeling of appreciation flowing from the
RM to participants and vice-versa, while negative or critical talk was completely
absent from the interactions. As discussed in Section 5.2.4.1 the present study had as
its main features the four aspects of the Appreciative Inquiry (Apl) interpretive
philosophical paradigm: Although this was not an intentional undertaking, the study

began with appreciation, was applicable, provocative and collaborative.

1) First, the enquiry was appreciative because it did not focus on identifying problems
or ‘what is wrong’ but rather on embracing what was best in the teachers involved and
on discovering what was good in their practice (Cooperrider and Srivastra, 1987).
Even when participants reflected on what they felt required change, they were
encouraged to ‘see’ things under a positive light. This created an energy that
empowered participants to stretch their imagination and ability to introduce
innovations in their teaching since they were willing to reconsider and try new things.
2) The enquiry was applicable because participants expegchetith the acquired

RP knowledge in the study, in their everyday practice and beyond if they so wished.
3) The enquiry was provocative because participants felt free to apply their own
‘critical deliberation and choice’ (Cooperrider and Srivastra, 1987: 154p particular
findings of the investigation and evaluate whether something was important to strive

for in practice and 4) The enquiry was collaborative because through the dialogical
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‘cooperative human interactions’ (ibid: 155) and collaborative relationships, new

visions for the EFL practice and profession were created.

5.2.5.1.3 Reflective Enquiry

The present study was a multi-method reflective enquiry on how GRP impacted the
‘self and practice of HE EFL in-service practitioners. As has been shown in the
literature review discussion, reflection is a multifaceted and complex concept,
embodying ‘mixed messages and confusing agendas’ (Fendler, 2003: 20). As Fendler

elaborates. ..

Today’s discourse of reflection incorporates an array of meanings: a
demonstration of self-consciousness, a scientific approach to planning for the
future, a tacit and intuitive understanding of practice, a discipline to become
more professional, a way to tap inioe’s authentic inner voice, a means to
become a more effective teacher, and a strategy to redress injustices in society.

(Fendler, 2003: 20)

This multitude of meanings can easily be seen as a ‘liability’ as it may understandably

lead to difficulties and disparities if one attempts to apply reflection in a
homogeneous way. Within the CARE model, however, the multidimensionality of
reflection was regarded as an asset and did not deter participants or the RM from
embracing and investigating it. The varied activities in the study provided
opportunities to explore the many dimensions of reflection and experiment with it
individually and collectively. The interactive and versatile nature of reflection and
the fact that it was systematically verbalised turned it into a vibrant concept both in
the activities of the study and in parpiants’ practice. In my view, the interactional
nature of reflection in the study is what rendered it a reflective and developmental
practice In addition, the reflective component of the CARE model was further

enhanced by the supportive mechanisms provided by the RM who aspired to facilitate
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the development of RP by empowering participants to trust their judgment and

intuitive abilities when taking decisions.

Furthermorejt can be argued that the present enquiry was set againdleaive’
background. The reflexive component exemplified itself throughout the research and
was evident in the introspection participants and the RM applied while reflecting in
all the study’s instruments. Reflexivity is an elusive and complex concept to define as
it ‘can be employed in different situations and used in various ways’ (Lipp, 2007:19),

hence the term ‘reflexivities’ (Gough, 2003). For the purpose of the study,
‘disciplined reflexivity’ for PD was adopted (Finlay, 2003; Lipp, 2007) as the teachers
and I used it to show ‘ourselves to ourselves’ and not to be ‘[narcissistically]
conscious of ourselves’ (Lipp, 2007: 20). For example, the journals were a private
‘space’ where teachers and lapplied ‘reflexivity as introspection’ (Finlay, 2003) and
recorded thoughts and feelings, monitored ourselves and integrated past and new
learning. That said, this private reflection was then shatédshown’ in the group

due to the trust that was built over time. Consequently, participants went beyond the
notion that reflection is a self-indulgent or isolated process, and felt free to reflect in
the presence of the other (Bolton, 2010). On a personal level, my guiding through
CARE constituted a reflexive journey that led to my personal development as a
researcher and human beings a reflexive researcher, I used Finlay’s (2003)
‘intersubjective reflexivity’ which allowed me ‘to turn a critical gaze on [myself] in
relation to those being researched’ (Lipp, 2007: 20) whom | viewed as co-researchers
(mutual collaborative reflexivity). My reflexivity as a researcher is delineated in the

following section.
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5.2.5.2 Resear cher Reflexivity for professional development in CARE

The relational practice and the positive and co-educational relationships built in the
study were inspiring for me as they paved the way to a revelation: The ‘guiding’ that I
undertook was so gratifying that | gradually began envisioning myself in a new role in
the future. I ‘saw’ myself in a position of guide or mentor whereby I could
systematically support other EFL professionals in their journey of discovering tacit
knowledge and appreciating experiences and events from practice. The reflective and
co-educational interactions with the teachers in the study unearthed my need to feel
connected with HE EFL peers, and my desire to produce new knowledge while
sharing it with others. It excavated my belief in the necessity to be humble in order to
listen and accept other points of view and the realisation that after twenty-one years of
teaching I still had a lot to learn from others. After all, ‘how can I dialogue if I always

project ignorance onto others and | never perceny own?’ (Freire, 1993: 71).
Discovering my inner need to help EFL teachers uncover their best potential through

reflective guiding was a powerful personal impact of the enquiry.

Relationships have always had a primacy in my mind and heart. The findings of the
study corroborate that a culture of reflective appreciation can sustain people as it
nurtures dispositions of mindfulness and caring. The five teachers did not only receive
‘guiding’ from me but also provided it to me by giving feedback on my teaching or on
the RP activities in the studylost importantly, the teachers’ positive and enthusiastic
disposition kept me inspired and energised to continue the reflective guidance in a
context whre every ‘voice’ was valuable. | felt appreciated as a researcher and peer,
and this was the catalyst for my personal development. Working closely with a group

of HE EFL teachers, who valued the reflective and dialogical enquiry undertaken in
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the study, opened up a new sense of identity for me, setting the ground for redefining

my future aspirations to entail a career in EFL teacher mentoring.

Finally, my reflexivity led me to an unforeseen but valuable outcome from the
research. | realised that the CARE model entails the potential to lead to developing
relationships and networks outside of the research process. Such was the powerful
impact of the ‘positive’ effects of reflection built in the study, that some of the
teachers continued to apply RP in their new working contexts even after the research
was completed (personal comnmation with the RM). Based on the information and
feedback | received from the participants after the study, | contend that the CARE
model can be applied to other contexts as its empowering nature, once experienced,
can extend in other areas of education. CARE can be at the heart of teacher initiatives
in which positive feelings can act as catalysts to a reflective process that is

motivating, provided of course that individuals are willing to embrace and sustain it.

In conclusion, | consider that the CARE model can be used as a template for both
individual and collective PD. Its three components are intertwined and

complementary of each other, forming a platform for change in learning organisations
that allow bottom-up changes to be initiated by individuals whose professional

knowledge they trust and appreciate.

5.3 Implicationsfor Practice
The present investigation suggests a number of points to inform practice. In light of
the literature in the field of teacher reflection and the findings of the study, | discuss

the implications drawn from the impact of GRPHa TEFL.
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5.3.1 Reflective transfor mation

The study shows that individual reflection leads to self-awareness and transformation,
two necessary prerequisites for effective TD. One si@edtnow the ‘self” and its

hidden assumptions well, not because the aim is to construct one’s social reality in
absentia of others, but because by re-examining personal thinking habits, one can
prepare the ground for reflective transformation with others, be that in a small
community of teachers, an organisation or the wider context. Reflection is a
transformative process as it leads to reconsideration of the instilled way of thinking
and empowers the will to change things. According to Mezirow (1997),
transformative learning in adult education is ‘a process of effecting change in a frame

of reference’ (p. 5), in those sets of acquired concepts, values and feelings through
which we understand their world. When undertaken in the presence of others, this
reflective learning can be even more powerful as it is enriched by knowledge that is
mutually constructed with otherKincheloe’s (2004) words encapsulate the necessity

for personal transformation in the process of becoming a critical, complex

practitioner:

Too infrequently are teachers in university, student teaching, or in-service
professional education encouraged to confront why they think as they do about
themselves as teachersespecially in relationship to the social, cultural,
political, economic, and historical world around them. Teacher education
provides little insight into the forces that shape identity and consciousness.
Becoming educated, becoming a critical complex practitioner necessitates
personal transformation (p. 58).

5.3.2 Reflective development needs time and space

Findings point to the fact that the infrastructure where teachers work should make
time and space available so that opportunities for reflective development can be
pursued. Reflection is a multidimensional process which needs time and space to

develop. If teachers know that such opportunities are available on site, they could
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volunteer to participate in reflective groups. Volunteering to reflect denotes a more
dynamic process as it enhances the positive attitudes towards a reflective pregram
from the start and entails the potential to also entice the interest of outside observers,

too.

With regard to the optimum size for a reflective group, group process researchers
(Rothwell, 2007; Baron and Norbert, 2003) suggest that large groups of ten or more
tend to cause anxiety or stress among group members. By contrast, five-member
groups are considered ideal as they seem to work well in terms of diversity, speed,
and informed decision making. Thus, in terms of facilitating growth and development
and sustaining communication over time, reflecting in smaller groups is more
effective and rigorous. Of course, reflective learning incurred through small group
interactions can also be shared with members of a larger group. As was experienced

in the study, the former does not exclude the latter.

5.3.3 Reflection isa guided process

Findings indicate that reflection can be a guided process with beneficial impact for
both mentees and mentor involved in the process. The five teachers in this collective
case study accepted the guidance of a reflective mentor in applying reflection in the
context of their daily work. With the support and agency of an understanding mentor
and other peer learners, they were willing to challenge old thinking patterns and
assumptions and develop new understandings of themselves and their contexts.
Horizontally constructed mentor relationships such as the one in the study where
sufficient space existed for voicing opinion can facilitate the guiding of reflection in
teachers’ practices. The guided reflection in the study appeared to help these five
teachers develop important EFL knowledge, skills and dispositions resulting in

effective decision making and vision building. | maintain that reflection can be a
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guided process when it is done in the presence of a reflective Understander (peer or
mentor) who aims to sustain mutuallynbficial relationships in the teachers’

contexts.

5.3.4 Reflection — An appreciative process

Findings show that it is important to provide structures for reflective positive
feedback in the HE TEFL context. What made the exploration in the current study
different and unique was the fact that it was done through an appreciative stance
(Cooperrider, 2008 When the GRP process is geared toward helping teachers
identify the god and even the ‘not so good’ in their practice, in a non-threatening,
non-judgmental way, then opportunities for growth are created. Also, when the
language used among peers is non-judgmental, relationships of trust and caring are
created feeding and sustaining the RP process. In contrast, if the tone of the inner and
external dialogue is judgmental, sweeping generalisations may occur, and we may not
reflect in a constructive way that helps us develop and grow (Stanley in Arnold,

1999).

RP is an appreciative process because when it assumes inclusivity at its coréat aims
include the ‘voice’ of all participants helping them expand their capacity to voice their
opinions. The interpersonal dimension (Strean and Henderson, 2007) was at the core
of the study and constituted its strength as all RP interactions were based on and
enabled around it. Positive reflectierreflection promoted with and through mindful
interactions- can be the element that solidifies and cements supportive relationships
as was the case between participants and the RM in the study. Proponents of positive
psychology (Seligman and Csikszentmihalyi, 2000) argue that productive reflection i
facilitated when one departs from the character strengths of people (Ofman, 2000).

The teachers in the study were encouraged and inspired by the positive approach to

224



reflection as they felt appreciated as human beings and as EFL educators. In my view,
GRP is a powerful tool for TBs long as it is used to uncover the ‘positive’ in people

and not focus on issues as problems. From this perspective and the work in the study,
the emergence of the CARE model constitutes a new approach for HE TEFL

development.

5.3.5 Reflective development through caring and reciprocity

Mindful interactions and approaches to learning (Langer, 1997) through reflection are
critical and catalytic for the smooth implementation of GRP. Linked to open-
mindedness and humility in learning and re-learning about oneself and practice is the
need toallow oneself to be guided through the RP process. Recognising the gap that
exists between abilities and actions, Dewey (1933) argued that ‘knowledge of
methods alone will not suffice: there must be the desire, the will to employ them. This
desire is an affair of persondisposition’ (p. 30). | posit that teacher dispositions
(respect, empathy, patience and understanding) and emotions can play a major role in
activating actions and behaviour, serving as catalysts for B®atolearned skill and

capacity’ (Harkess, 2004: 41).

By paying attention to teactsé particular idiosyncrasies and unique circumstances
while suspending judgmerthe ‘scene’ can be set for them to develop their capacity

to reflect more deeply. The mindful approach to GRP can be greatly reinforced when
radical and attentive listening (Tobin and Kincheloe, 2010) is employed by an
understanding mentor who can respond in an emotionally positive waycters’
contributions and questions. In my view, this mindful approach can make tRe GR
process more accessible to teachers who may gradually adopt a similar stance,

mirroring that of their mentor.
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Moreover, findings show that teachers can be both mentees and guides of the GRP
process, provided they have been mentored in a climate of acceptance. Such a climate
can empower teachers to become pioneers in bringing about change through
reflection, just like the teachers in the study did when they reframed their teaching
approaches, questioned their contexts, or took initiatives such as the RM’s interview.
So,although RP can be a ‘received’ process in the initial stages of guiding, it can also

grow to be a productive process among teachers who may take development into their

own hands feeling inspired to guide others in an organisation to do the same.

5.4 Further Implications

5.4.1 Reflection isa humbling process

Reflective awareness and transformation presupposes a sense of humility (Kincheloe,
2004) and a stance of willingness and open-mindedness (Dewey, 1910) in order to see
oneself and one’s practice through different lenses. GRP cand@umbling’ process

since it entails an acceptance to reconsider things and recdgniSencertainty and
complexity [in practice] elicits humility, an understanding that all teachers and teacher
educators agonise avehe confusing nature of everyday practice’ (Kincheloe, 2004:

63). If those involved in RP are willing to commit heart and mind and are supported
in the process by understanding peers, then the journey to personal transformation can
begin in the best possible light. In short, one has to be willing and humble in order to

be transformed.

5.4.2 Reflection as an act of free will
As a result of the mindful approach to GRP in the study, a beautiful and powerful
outcome from the research was that the teachers committed their time to reflection

freely and willingly. This is actually the reason why at the end of the study, the

226



teachers did not show signs of fatigue or boredom, but instead made a commitment to
further engage with the RP process (i.e. meta-reflecting and organising the RP
seminar). This highlights the fact that GRP works best when teachers dedicate their
time to reflect on the ‘self” and with others because they acknowledge its beneficial
effects and not because it is something imposed on them. GRP entails an
emancipatory potential which can empower an individual to further cultivate

reflection with others in dyads or in groups.

5.4.3 Reflection for collabor ative organisational learning

Teacher reflective learning can begin with the individual, but grow simultaneously in
dyads and groups. Inherent in the momentum of the RP learning process is the
potential to expand its effects to the organisation and the wider context as a whole.
Marsick and Watkins (2003) underline the power of the group that can lead to
organisational learning and change because when individuals reflect and ‘increase

their capacity to learn, they can collectively enhance the overall capacity of the
organisation to learn as long as theaaisation is receptive’ (p. 136). It is now
widely accepted that much valuable learning happens informally on the job, in groups,
or through conversations (J.M. Huber, Institute for Learning in Organisations, 2002).
In my view, cultivating a school culture that is receptive to new ideas and teacher
initiatives which aim to ameliorate existing practices is the key for implementing
change. Schools are organisations that need tools to help them identify where they

are. | claim that GRP is one such tool.

If such teacher ‘hubs’ of reflection like the one in the study are allowed to flourish,
school organisations may stand to gain a great deal (Hoyrup, 2004), for teachers are
the ones who work in the ‘trenches’ — the microcosm of the classroompossessing

rich knowledge that can be excavated through reflection with peers. Teachers are a
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precious organisational and community resource and if they are given the freedom
engage in a conscious exploration of the content of their schema (Malott, 2010), they

can produce valuable knowledge in their organisations.
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CHAPTER 6: CONCLUSION

6.1 Introduction

The main purpose of the present study was to investigate the impact of GRP on a
group of HE TEFL teachers in Cyprus. A relatively new and unexplored concept in
the Cyprus educational context, GRP constituted a challenge for me. My previous
research in the area of RP (Christodoulou, 2008, 2004, 2003) framed the basis for my
formulating the tentative conception that RP has much to offer to practitioners and
more specifically to HE EFL teachers. I decided to put this ‘hunch’ in action in a

more systematic and formal way, hence the present qualitative Al study.

| endeavoured to guide and monitor the journey of five HE EFL teachers through the
RP process by introducing them to its various facets, exploring their perceptions and
evaluating their responses to it. But while guiding them, | gradually discovered that |

had simultaneously embarked on my own RP journey, a journey which has greatly

increased my understandinfj‘sclf’ and led to a reconceptualisation of my practice.

| advance that the study reveals insights that not only can enhance and inform HE
EFL practice and PD, but also enrich organisational learning. This epilogue has a
three-fold aim: a) to summarise the overall contribution the study has made to the
field of HE EFL teacher development b) to discuss the limitations of the study and c)

to make recommendations for future research.

6.2 Claimsto knowledge
6.2.1 Breaking new ground
Research on the subject of reflection and RP in Cyprus has been scant. Although a

few studies have previously investigated reflection and RP among PS and primary
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teachers (Koutselini and Persianis, 2000; Angelides, 2001; Loizou, 2008), to my
knowledge the present study breaks new ground as there is no similar research
addressing the impact of GRP on HE EFL teachers. Hence, the originality of the study
lies first in the fact that it represents an attempt to explore collaborative reflective TD

within the HE TEFL context in Cyprus.

6.2.2 The CARE Model — An alternative per spective

The most significant contribution of this multi-modal intervention is the emergence of
the CARE model, a powerful approach for implementing change not only in HE EFL
TD, but also in other organisational contexts as | propthae the model’s
components can be applied to any learning community. Early conceptions of
reflection tended to focus more on the individual (Ghaye, 2005). The present study
indicates, however, that although learning can begin with a reflective exploration of
the ‘self’, when a collaborative and above all mindful approach to RP is assumed,

greater meaning is brought to the process.

The most powerful and unique catalyst in the implementation of GRP in the study was
the appreciative and positive nature that characterised all reflective interactions. In
fact, theword ‘zest’ ideally describes théenergising effecbf emotional joining’

(Miller and Stiver, 1997:31) which was present in the reflective interactions in the
study. In my opinion, when teachers feel appreciated in a given context, they can feel
empowered to pursue great developments (Cooperrider, 2003). The space of the study
with its positive and gratifying relationships empowered the five teachers to take
initiatives in exploring and applying reflection alone and with others. The relational

sense of caring (Noddings, 2005) and the respect teachers felt as individuals and
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educators remained the potent element that inspired them to take risks and engage

heart and mind in implementing RP in their practice on a systematic basis.

In retrospect, it now becomes evident that the CARE approach taken in the study
entailed Taylor’s (2010) four (4) Rs: respect, risk, revelation and re-engagement. In
fact, the four (4) Rs were the conditions that facilitated the smooth implementation of

all reflective interactions in the study:

1) Respect: Respect was enacted and sustained throughout the study as participants
listened to others and were listened to in an ongoing and sustained dialogue. Each
participant was attentive and receptive (Noddings, 1984) of each other’s feelings and

thoughts and felt she had something valuable to contribute to the GRP process and its
outcomes. Participation in the dialogue and decision-making (Scott-Ladd and Chan,
2004) of RP enabled all involved to manage any ‘negative’ encounter in practice

and remain positive. By the end of the study, these five emotionally intelligent
teachers (Goleman, 1998; Pellitteri, 2002) became, through increased self-awareness,

more confident, optimistic and open to new ideas.

2) Risk: The respectful climate in the study created a safe space for participants to
take risks when articulating their thoughts, feelings and experiences, as well as when
trying new ideas in their practice. The engagement in the dialogical reflectiom helpe
themaccept the uncertainty and instability entailed in the ‘swampy lowlands’ (Schon,

1983) of professional practice as something ‘positive’ to be explored. They
experimented with RP, while keeping an open mind (Dewey, 1933). Although
experiments involve risks, when these risks are taken with empathetic equals, they are

minimised as they represent a positive challenge.
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3) Revelation: Participants felt safe to engage in individual and group reflection and
reveal aspects of practice and of the ‘self’ to understanding peers. Through reflective
journaling and the interactions in the RIGMs, the dialogue sessions, the online chats,
and the holistic interviews, not only did they unearth who they were, but also
discovered new aspects of their identities as EFL practitioners through reconsidering
existing practices. The RP activities in the study provided teachers with the
opportunity, time and space to engage in revejatdationships that generated ‘new
possibilities for knowing and being’ (Taylor, 2010: 11) by ‘re-marking’ their

identities and the different ways they understood and performed what they knew.

4) Re-engagement: Participants sustained a high level of commitment and enthusiasm

throughout the study because they reflected within the group’s supportive community.

The respect and appreciation they felt made them engagereaenigage with
reflection because they participated in meaningful interactions with peers. Their
personal introspection was shared with equals who provided supportive feedback
through active listening (Mann, 2004). The mutual understanding among fellow
colleagues was what kept the collective GRP process going and the re-engagement

with reflection a vibrant act.

In sum, in the process of taking initiatives through RP, thus stepping out of the
ordinary boundaries of practice, the teachers found support and that is of paramount
importance in the CARE model. Acknowledging that affect (emotions) is involved in
all human interactions and feeling positiveaoneself and one’s practice can serve

as a catalyst for decisions that can bring about fruitful change. The five teachers in the
study moved from learning and experimenting with RP to becoming co-educators and
eventually facilitators of the process. They became RP pioneers as they gradually

assumed greater reflective autonomy. All this was possible because through reflection
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teachers reshaped relatiofpshwith the ‘self” and built positive relationships with
peers. From my standpoint, | acted, as the facilitator and instigator (Fenwick, 2001) of
the activities in the study and aimed to, inspire, motivate and empower participants to
engage in ‘dialogic understanding’ (Mann, 2004) by generating cooperation, trust,

enthusiasm and empathy (ibid).

| posit that the CARE model is a powerful vehicle for teacher learning and positive
human relationships as it consists of constant reflection and dialogue in a
collaborative appreciative environment. In the CARE model, learning from others is
iterative and possible due to the respectful and mindful dispositions that individuals
hold for one another. In such an environment, reflection can flourish as a tool for

human and practitioner development.

6.2.3 Qualitiesand skills of a CARE mentor

The third contribution of the study is that it provides evidence of how CARE-based
RP mentoring can work in practice and highlights important qualities and skills a
CARE mentor must possess in order to effect a mutually gratifying relationship with
mentees. Below is a brief sketch of these attributes as they have been derived from my

reflective journey:

1. Share the power: Communicate to mentees that supportive mentoring is

available but not imposed. This way, mentees would be free to reflect on what
kind of relationship they would like to have with their mentor and negotiate

needs in a collaborative manner.

2. Sustain an ongoing dialogue: Sustain a reflective dialogue over time about the

structure, content, process, timing and tone of the mentorship. Be open to
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consider how to respond to complex situations and issues faced by mentees at

the workplace.

Accentuate the positive: Maintainifiain the mentees’ capacity for continuing

intellectual, social and emotional growth mediating to them that they are
appreciated for their knowledge and expertise as professionals. Assume a
bottomup approach accentuating the positives in the mentees’ personalities

and work. Encourage them to reflect on their own professional competencies

and goals by ‘seeing’ them through a positive angle.

Listen without judging Listen carefully and attentively to mentees’

experiences without judging. Focus on the emotional reactions triggered by
these experiences that may affect the mentee’s motivation or ability to work
with others. Be ‘present in the moment’ making sure that the mentees
understand and genuinely feel that they are cared for and that the time of

reflective mentoring is completely dedicated to their needs.

Collaborate with outside ‘forces’: Reach out to knowledgeable and

understanding others (peers, department supervisors, community) who would
support mentorship initiatives and accommodate the need for reflective

mentoring by allowing time and space for reflection.

Meta-reflect on own mentoring: Take time out to meta-reflect on what

transpires in mentoring sessions, and record reflections in journals. This will

provide a rich source of information for future mentoring sessions.
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6.3 Limitations

e Generalisability of findings
The study took place in a single HE institution, in a particular country, at a specific
time. The sample was small and unique and the data was predominantly non-
numerical, which according to many researchers, can make the generalisabilty of the
findings a bit fuzzy and difficult to establish. Howevefuzzy generalisations’
(Bassey, 2001) are possible in small case research and can entail a degree of
predictability as long as they embrace a best estimate of trustworthiness. In such case,
fuzzy generalisations areased on the researchers’ professional judgment (arising
from the literature and experience) &nwvite replication as they are supported by a
research account which makes clear the context of the statement’ (Bassey, 2001: 5).
Therefore, | argue that although the findings in this Al case study are not
generalisable in the conventional sense, they are not of lessiivéhose who may
undertake similar research find the findings relevant to their specific contexts.
Moreover, the richness of the data obtained added to the robustness and the credibility
of the findings (Lincoln and Guba, 1985) so that, if desired, this research can be
replicated and transferable to another context. An example of the transferability of the
study’s ‘lived reality’ was the RP seminar the five teachers organised after the study
in order to share the methods and knowledge from the study with HE EFL teachers

from various tertiary institutions in Cyprus.

Another factor that adds to the idiosyncrasy of the study is the powerful and positive
personalities of the participants who were not only open and willing to implement RP
in their EFL practice, but also honest in communicating their reflections in a spirit of
humility. Even though the data suggest there was impact of the GRP processon thes

five teachers, it does not necessarily mean that the same would occur with another
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group of HE EFL teachers. For this to occur, participants would have to exhibit
similar personality traits and dispositions i.e. a willingness to approach collaborative

Al in a spirit of care and understanding.

Although in-depth small-scale case study research like my initiative may not produce
generalisations or comparisons, it is nevertheless valuable as it reveals deep insights
that may be obscured in large-scale research. | challenge that others can uncover
similar concepts or trends in other cultural contexts, if the same rigour and approach

toward experimenting with RP is applied.

e The massive and complex amounts of data

Throughout the study, | was conscious that | was swamped with data. | had realised
early on that | was fortunate to work closely with five individuals who communicated
their reflections in a thorough, detailed and systematic way. On the one hand, the rich
data illuminated my initiative. On the other hand, its voluminous nature daunted me
with the task of analysing it and making sense of what | had found without omitting

valuable data.

Initially, 1 felt the need to allow concepts and trends to emerge from the data, thinking
at the time that ‘grounded theory’ (Glaser, 1992; Strauss, 1987) may have been the

best method for analysis. However, my data was not a fixed entity. On the contrary, it
was a living organism which was constantly evolving. Thus, how could | give the
process of analysis a ‘definitive’ label? | opted to give emphasis to the individual
stories of the five teachers which were unfolding in front of my eyes and allow the
themes t@merge through each teacher’s story, hence, the writing of vignettes. These

five teachers with their exceptional and powerful personalities were, as | had sensed
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from the beginning, the protagonists of the RP process, and their unique stories and

development deserved to be placed ‘centre stage’.

It was not until the end (as | write the present section) that | discovered in my research
the term ‘emplotment’ (Polkinghorne, 1995) — the act of creating narratives that are

not a mere listing of events but rather ‘sustained emplotted accounts with a beginning,

middle, and end’ (p. 12). Emplotment was the way | attempted to give meaning to my
data. Inevitably, in the creation of a ‘plot’, some things are left out while others are
emphasised. In telling the five teachers’ stories emphasis was placed on their
developmental journey. Imy case, my ‘story’ was an account of revelations as

explicated in Section 4.3.6.1.

In short, although the quantity and complexity of the data may have ‘appeared’ to be a
limitation for this research, emplotment helped me illuminate it, turning it into a

positive experience with useful insights for HE TEFL and development.

e Subjectivity

While conducting my in-depth case research, | wrestled with the notion of subjectivity
as | was concerned to avoid bias toward verification, a contested issue for all methods
of scientific inquiry. Nonetheless, case study resehsstbeen seen to allow ‘more

room for the researcher’s subjective and arbitrary judgment than other methods’
(Flyvbjerg, 2006: 234) simply because the case-study researcher gets closer to those
under study. My goal as a researcher and participant observer was to understand and
learn more about RP through the eyes of the participam#sing in’ on the process

under investigation and evaluating their perceptions as they unfolded in practice.

What gradually became clear to me was that the very act of putting myself within the
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context being studied was not a limitation, but an asset in the research process as it

gave me the opportunity to better understand participants’ viewpoints and behaviour.

In addition, my ‘fear’ for subjectivity gradually subsided due to the ‘multivocality’

(Mizzi, 2010) in the study. The fiveeachers constantly ‘corrected’” me by ‘talking

back’ to me in the form of providing reflective feedback and approval on everything
that transpired in the study. In my reflective guiding and my attempt to describe the
social reality of the teachers in the study, | accepted that it is of outmost importance
for a researcher to participate in the research process. In my view, the generation of
knowledge ‘involves “mutual” knowledge shared by observer and participants whose
action constitutes and reconstitutes the social woi@iddens, 1982: 15). Also,
multivocality was present as encounters with RP in the study were examined from
various perspectives and through different methods and activities, thus ensuring the
triangulation of the data and providing a liberating and healing feeling throughout the

research.

To end, multivocality in the study did not exist solely in the group interactions.
Multivocality was also present in the ‘plural and sometimes contradictory narrative

voices located within the researcher’ (Mizzi, 2010: 14), and the ‘voices’ in my head
(researcher, mentor, peer, empathetic listener) were many. My reflective journey as
recounted in my vignette, and the study as a whole, however, provided the space to
tell ‘my relational and institutional story’ ‘in order to reclaim a marginalised and self-

reflective space in the research’ (ibid: 2).

6.4 Recommendationsfor futureresearch
The study and its findings have shown that RP is not an idea whose time has passed,

as some would argue. In fact, a mere Google search on the subject of reflective
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practice would reveal 4,610,000 related links (April, 2012). The interest in the topic
of reflection and RP, and its importance as a feature of TE and good practice is
evident in the literature. Nevertheless, as Atherton (2011) argues there is little
empirical evidencshowing the actual impact of RP or that RP practitioners are more
effective than others who do not reflect. Even proponents of RP would question its
applicabilityat the level of actual teaching, arguing that ‘the main interest in reflective

practice has come from TE more than those engaged in teaching or who are concerned

about learning’ (Moon, 1999: 57).

The present initiative sketches a different picture as the findings of this study suggest
that RP is a precious commodity to be acquired and kept for life. The study shows
how an idea can begin with the individual but acquire strength and momentum when
it is explored with others, be that in dyads, in groups or the organisation as a whole. In
the study, the five teachers and | embarked on a reflective learning journey of
collaboration and growth. Initially | guided the participants, walked along with them

for the duration of the research and often followed them, as they, on many occasions,

paved the way into the various reflective experiences in the study.

Most importantly, however, the impact of the research is shown in the fact that the
five HE EFL teachers eventually became pioneers of the RP process. Upon
completion of the research, they took the initiative to meta-reflect on the GRP
experience of the study and organize an RP seminar involving other HE EFL teachers
from three other HE institutions in Cyprus. The purpose of the five HE EFL teachers
was to share the RP knowledge acquired in the research with their peers. What is of
great significance is that during the RP Seminar experience, the five HE EFL teachers
acted as guides of others, leading their HE EFL colleagues through the same RP

activities that they themselves had experienced in the GRP research. The dynamic
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spiral (see Figure 5) schematically depicts in a powerful way the evolution of the

research from the individual to the larger group.

Figure 5: The Reflective Practice Spiral
(adapted from York-Barr, Sommers, Ghere and Montie, 2006: 20)

As a result of the present study and its findings, the following recommendations for

future research are provided for consideration:

1. The present study attempted to provide a multidimensional investigation into
five HE EFL teachers’ thoughts, feelings and actions as they rigorously
worked with GRP over a period of 13 weeks in an appreciative context. It
would be interesting if more long-term studies are undertaken where EFL
teachers use ideas from their experience with RP to reconfigure their personal
and professional lives and revisit their pedagogical theories over time in a
climate of critical acceptance. Therefore, TE and SLTE in particular may be
greatly informed from more longitudinal and systematise studies of TD
where pedagogical knowledge is explored through CR and sustained over time
in a non-judgmental environment.

2. Further work is necessary to establish whether reflecting with others in a
positive climate and under the guidance of an understanding and empathetic
‘mentor’ can yield better results than reflecting alone. More and more

organisations worldwide recognise the importance of caring and mindful
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mentoring (Costa, 2008) where not only reflection on actual practice is valued,
but also on building relationships in a positive environment of trust, safety and
honesty (Carroll, 2006). School organisations have much to benefit from
embracing reflective mentoring and positive interactions at the workplace and
allowing teachers to contribute to the decision-making process of the
organisation. Consequently, more interventions are needed where the
Collaborative, Appreciative Reflective Enquiry (CARE) model is
operationalised and tested in different environments. It would be interesting to
see if similar research in various contexts can yield similar findings with
regard to the kind of value and recognition peers get when applying the CARE

model of PD.

If the debate on what constitutes teacher knowledge is to be moved forward,
more studies on teacher processes are needed. Teacher reflection is one such
process, and its positive dimension that takes into account teachers’ visions

and personal theories is an area that requires further exploration. Previous
research has demonstrated that engagement in teaching is promoted when
there is an enduring positive interaction or fit within a context (Juvonen, 2006;
Fairbanks,Duffy, Faircloth, He, Levin, Rohr, and Stei@010). More studies
should be conducted to investigate whether more thoughtful ways of teaching
would result from feeling a sense of energised connectedness or reflective

relatedness and a sense of belonging to a particular teaching context.

The present enquiry brings to light the important variable of personality and
the impact it can have on engaging with reflection. The compatibifity o
personality in mentor-mentee or mentee-mentee relationships is an important

issuefor consideration in a reflective investigation. Within the new domain of
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Apl, the focus is on exploring and focusing on the positives in people and in

organisations. Also, central to Apl is the premise that the language used in
interactions among colleagues should be of positive nature. More research
should be conducted on investigating teacher talk and mentor talk, the ratio
between positive and negative talk and its impact on the emotional and

relational aspects of EFL teachers’ practice. Furthermore, more studies can

take place researching the ratio between positive and negative talk between

EFL teachers and university administrators.

Teachers’ received and experiential knowledge in any discipline is an asset to

be explored. The study points to the need for more studies to be initiated and
conducted by EFL practitioners who aim to explore their tacit knowledge
through reflection with peers. For such research to be possible there needs to
be institutional support and endorsement that would allow collaborative action

inquiry projects to take place.

Since there is little in the literature to help individuals and small groups learn
how to reflect collaboratively (Carroll, 2009), further research needs to be
done on how reflection can be facilitated at the individual and collective
levels, with novice and seasoned teachers alike. In the TEFL field, future
studies in RP collaboration and facilitation are even more desired due to th
marginalisation of the EFL/ESL teachers and prognas (DelliCarpini,

2009).

TE and training in TEFL can greatly gain from the implementation of RP in
programmes on a systematic basis. My intervention brings to light the

uniqueness found in the ®ntext in HE TEFL Cyprus. At any rate, it would
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be intriguing to assess the impact of GRP in the primary and secondary EFL

spheres in Cyprus. In addition, further research can seek the implementation of
RP strategies in the course syllabi of PS teachers at the Pedagogical Institute
in Cyprus or the incorporation of an RP facilitator in P& programs who

would cultivate in developing a reflective stance in teachers.

As a personal challenge, it would also be useful to examine more
systematically how the five teachers in the study actually continue to apply RP
strategies to their classroom practices or in their new professional contexts
after leaving the university. For example, it is exciting that a year after the
study ended, Anna kept reflective journals in her new post as a careers
counselor in public schools (phone conference). Moreover, in recent
communication (informal meeting, April 2013) with all five participants the
following data was revealed: Anna and Isabel now hold administrative
positions at the MOEC in Cyprus. Anna counsels high school students with
regard to their future university studies and still writes in her journals. During
our meeting, she reported that reflection gives her patience in terms of dealing
with difficult people at the workplace. Isabel is in charge of organising teacher
seminars and uses ‘reflection for action’ when planning the seminars and
‘reflection on action” when writing reports. Nora stopped teaching EFL and is

now doing a Master’s in Business Administration. During our informal
meeting, she informed us that she uses reflection both as a student and as an
ex-teacher to evaluate her current MBA professors. More specifically, Nora
uses ‘reflection in actiori when writing her projects as well as when
evaluating the teaching practices of her professors. Erika is part of an online

teaching institute in Cyprus and uses online reflection to provide reflective
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10.

feedback to students of all age groups who need extra tutoring on their school
subjects. Claudia is the only participant who is still a pare-EFL teacher at

the university (site of the research). She reported that she still feels the positive
impact of the research as she is more confident since the study ended and has
more flexibility when dealing with her students. She also shared that she uses
reflection at the end of each of her lessons (callirigatistic reflectiori) in

order to reframe her thinking and reconsider how she would re-teach her
lesson(s) in the future. Future follow-up case studies on the five participants
could yield interesting insights on the long-term impact RP may have on

individuals.

Another personal challenge would be to engage in similar research with a
sample of male HE EFL teachers in Cyprus. It would be interesting to
compare the findings of the current investigation to findings that would result

from reflectively mentoring a group of male HE EFL participants.

Positive reflection emerged as one of the outcomes of the present investigation
without the researcher intentionally undertaking an Apl approach in the study.
In Apl one sets out the research by creating RQs that are of positive nature.
Further researcin HE TEFL could be conducted in which one deliberately
and intentionally researches RP from an appreciative perspective.
Appreciative and Reflective Enquiry as an intentional undertaking in HE

TEFL would yield interesting findings.
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6.5 Conclusion

The present enquiry into the impact of GRP in HE TEFL in Cyprus led to the
emergence of the CARE framework of TD. The co-educational and developmental
journey of the five HE EFL teachers and myself through GRP revealed that when
there is positive emotional involvement, teacher learning takes place within
relationships of connected knowingnd interactions that have dialogue and
collaboration at their core. Such an appreciative context of reflective learning can
have a lasting and empowering effect on teacher identity as it strengthens feelings of
personal and professional self-worth. | hope that my study can pave the way to similar
teacher initiatives in which the CARE model of TD can function as a beacon of
inspiration for TEFL educators and mentors who aspire to reflect with colleagues in a

climate of critical acceptance.
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APPENDICES

APPENDIX 1: THE IMPACT OF TYPESOF REFLECTION IN THE STUDY

Types of reflection in the
study

Instrumentsin the study

Impact on participants

Reflectionin-action

video-recordings (1st)
online chats

-awareness of EFL strategif
and skills
-awareness of ‘self’

Reflection-on-action

Journals
dialogue sessions
online chats
holistic interviews
video recordings (2nd)-
with delayed feedback
RIGMs

-reframing practice
-reframing the ‘self’

Reflection-for-action

Technical video recordings awareness of EFL strategie
and skills
Practical Journals -reframing assumptions
dialogues sessions -reframing practice
online chats
holistic interviews
RIGMs
Reflection-about-action RIGMs -reconsidering the wider
Journals context
-reconsidering teaching
practices
RIGMs -becoming reflective agent

holistic interviews

-planning the seminar
-planning to incorporate RF
in future practices

Descriptive

journals (initial)

awareness of technical
aspects of practice

Deliberative

RIGMs

-reconsidering others’
points of view
-sharing
-collaboration
-empathy with others

Comparative

RIGMs

reconsidering others’ views
and one’s own beliefs and
values

Emotional

e Personalistic

Journals

-personal growth

e Developmentalist

chats

dialogue sessions & online

-turning negative to positive
reflection
-reframing views on learner

journals & RIGMs &

e Dialogic _ _
dialogue sessions -reframing views on ‘self’
Critical RIGMs reframing views on local an
Journals wider context
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APPENDIX 2: SUGGESTED QUESTIONS FOR JOURNALS

Introducing the concept of journals to the teachers

Reflective journaling is an excellent way of encouraging teachers to explore issues
and concerns that are of personal and/or professional interest (Elder and Pgul, 1994
Valli, 1997; Minott, 2008). Below are some suggested questions to consider when
writing in your daily journal. This list is intended to stimulate your thinking. The
guestions can help you get started and can lead you to productive reflection if you
keep them in mind while engaging in reflection-on-action (after the event) and in

recording your thoughts.

Of course the possibilities of issues to reflect on are endless. Therefore, feel free to
write about anything that concerns you and/or affects your teaching context (i.e. your
students and their needs, the curriculum, the teaching strategies, your beliefs about

teaching, your emotions etc).

The three major questions that could guide your thinking and journaling are the

following:

What happened? / How did you feel about the event? / What did you learn from

the event?

More specific questions could deal with the following:

1. What do you recall as the major events of the day/the lesson?

2. What were your strongest impressions of the day/lesson?

3. What were your most positive teaching moments of the day? (for your class,
your students, you, your relationships with colleagues)

4. Do you recall any memorable comments from students or colleagues today?
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5. What were the most difficult moments of the day? Reflecting on them, would
you handle them differently in the future?

6. Write down some thoughts you have about a student or students you have in
your classes.

7. What will be a focus for you for tomorrow?(professionally and personally)

8. Do you have any final reflections about today?

Remember! You do not have to answer all questions on a given day as not all
guestions apply to every single day or class. Feel free to include in your journal
anything that causes concern or surprise in your teaching and you consider worthy of

discussion and description.
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APPENDIX 3: SAMPLE OF A JOURNAL EXCHANGE WITH THE RM

Comments - Jommal 16
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3

3
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accounts b) even more some of the swdents, whe are m the second year at this nstinmion, have never used e-
mail hefore! ¢ sfudying in a umiversity withat having internet access is not that helpfil (bt T can accept the
financial difficulties that students may face). Sell, I think that &t &5 lack of interest’effort/edaration for a
student not oo have an e-mail account in 2008 (atmost 30040

Persopalistic Beflection: This lesson says a couple of things about me as an EFL teacher. First of all, & shows
that I do not oaly focns on teaching prammar and vocabulary bt at the same gme I oy to belp my shadents
leaming English in pontesd T try to make my shadents undesstand the purpose of each languaze aspect they

lzam (in other words WHY). In thiz case, I mied to teach them how fo write an e-mail requesting a catalogoe
for example (something that could be useful in their firnre career). Alse, during the teaching process when I
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APPENDIX 4: OBSERVATION/DIALOGUE SESSIONWITH THE RM

[During and after the viewing of the 1% and 2" video recor dings]

Part One: Reflecting on the lesson

1. Describe your lesson:

e What is the subject content of the part of the lesson being video-
recorded?

e What strategies are you using?

e Describe how students are learning throughout the various activities in
the lesson?

e How would you describe your teaching style?

e Describe the atmosphere of the classroom?

e Can you identify moments in which you were reflectingzction? Did
you stop the ‘flow’ of the lesson to do something different or did you
carry on with the lesson?

Note: Before the viewing of the video recording with me, the teacher was given the six
guestions that appear in Q.1 to look at and keep in mind.

2. Focus on a particular aspect/part of the lesson that went well. Identify it and
elaborate on it.

3. Can you think ofone or two different ways you could have taught this
positive part of the lesson? Critique each one of the alternatives in relation to
the one you actually used.

4. Focus on a particular aspect/part of the lesson that you feel did not go as well
as it could have. Repeat the process in no. 3.

Part Two: Eliciting teachers’ reflection on the teaching context (after the viewing
of thefirst video recording)

1. Describe your views on how students (learners) lédote: |f the teacher
has difficulty with this question | prompt the discussion with Bruner’s
(1996) types of learners.

2. Describe your views on what the curriculum or educational pragpeat
the university should entail for EFL students of this level (Do you feel
there are gaps in the curriculum; what needs improvement?)

3. Identify/describe and analyse some strategies* that you feel are very
effective with your EFL students

Part Three: Applying reflective practice

1. In what ways, if any, do you encourage your students, and give them the
opportunity tothink about — reflect on — the things they are doing in class
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andwhy they are doing them? Do you give them opportunities to talk about
their questions and see things in a different way?

. How much of an impact do you as a teacher have on the learning that takes
place in your EFL classroom?

. How much real control do you feel you have over all of the things that go on
when you are teaching?

. Do you catch yourself engaging in reflectioraction a lot during your
lessons? When do you tend to do that mostly? Do you act at that moment? In
other words, do you proceed with knowimgaction? What consequences
does that have on your teaching?

. Do you engage in reflection-on-action on your lessons? How and when do you
do that?
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APPENDIX 5: GUIDELINESFOR THE HOLISTIC INTERVIEW

[After the 10" week of the RP process and after the 2™ video-recor ding]

PART ONE: Reflections on the 2" video-recor ding (the teacher having viewed it
alone; delayed feedback sincetime has elapsed since the video-recor ding)

1. Have you had a chance to watch and review the second video-recording of
your lesson? When did you watch it and how many days elapsed before you
reflected on it more consciously?

2. Keeping in mind the reflective practice (RP) activities in which you have been
involved during the past 10 weeks, talk about the lesson, your teaching during
this lesson and your learners.

3. Were there any differences in the way you conducted fAde&son, in
yourself as an EFL teacher and in your learners as a result of your engagement
in the RP process? What were the major differences (if any)? Can you give
specific examples of these differences or changes that have resulted in your
teaching?

4. Would you say that these differences/changes (if any) in your teachinff'the 2
lesson are due to your involvement in RP?

PART TWO: Holistic Reflections on the overall RP process and itsparts

1. Describe the impact of the total RP process in general (reflective journals,
reflective observation dialogue sessions with the RM, video-recordings, online
chats) on you as an EFL teacher. Did the whole process (and its parts) assist
you in transferring reflection to actual classroom practices?

Try to analyse why and how they did or did not.

2. Reflecting on the Reflective Journal:

e Describe your use of the journal.

e Did it specifically help you focus on your classroom practices? If so,
how was it helpful?

e Did the journal help you as an EFL teacher in other ways?

e How did you use the guiding questions, if at all?

e Have you ever re-read your journals in the last ten weeks and reflected
on things that you wrote?

¢ If you re-read segments of your journal, what strikes you the most?

¢ Do you still write in your journal?

e Will you continue to use the journal? How?
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3. Reflecting on the observation/dialogue sessions

e Describe the reflective dialogue sessions with the RM.

e What were they like for you? How did you feel about the whole
process of meeting with the RM and discussing your teaching and
other concerns?

e Specifically, how did these sessions help or not help with RP?

e Explain the value of the experience of these sessions in terms of your
own growth and development as an EFL teacher.

4. Reflecting on the video-recordings

e Describe your experience with the video-recordings.

e How did you feel about being video-recorded? Were you at all
uncomfortable with the process?

e Did you feel you were any different as you progressed from the first
recording to the second recording?

e Did the fact that you were being video-recorded affect your teaching
and/or preparation for that day?

e Is there a connection between being video-recorded and the RP process?

e Would you be willing to have more lessons video-recorded in the future?

5. Reflecting on the online chats

e We have only had a couple of chats so far. How did you feel about discussing
issues online as opposed to writing about them in your journals and/or talking
about them in person or on the phone?

e Did you feel that the chats were helpful in raising awareness about your EFL
teaching?

e Would you like to have more chats in the future?
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APPENDIX 6: THE RM’S HOLISTIC INTERVIEW

Prepared by the group of thefive HE EFL teachers; conducted by | sabel on
28.1.2009

Teachers’ preamble: This interview was not originally planned by the researcher.
However, as a group we felt that the researcher should be interviewed as well. We are
approaching the end of the research, which was basically application of RP and since
the researcher has been participating too we feel the urge to ask some questions.
Addressing the RM: You’ve been asking us so far so many questions regarding the
whole process, either through chats/comments/interview and we feel it would be fair
for you to be asked some questions, too.

Part One: Application of RP

= Can you describe the way you kept your journals?

=  Which of the methods (journals, chats, interview, video recording) used do
you prefer or not like?

= Through this RP during the 10 past weeks you were our facilitator, our guide.
But there was no one there for you to be your guide, right? Was there any
point at which you felt you needed help too?

= Was there any point that our comments, journals, chats etc helped you,
inspired you to move on with your research?

= Looking at the 10 past weeks when you reflected during your teaching: has
this process changed your EFL teaching? Methods? Presentations? Your
behaviour towards your EFL learners? How?

= Have your students progressed since the beginning of the semester? Do you
think this is due to RP?

= Have you re-read any of your journals? If yes, why? Any other comments?

= Are you going to continue writing?

= On what levels has the RP affected you as a person, an educator, a facilitator
and a learner? (e.g. developing patience, confidence, organisation skKills,
communications skills, time management, experimenting with new teaching
strategies the rest of the participants suggested, promoting autonomous

learning, managing your reactions towards each participant’s reactions).
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Part Two: Evaluation of evidence

= Has there been change? Have you developed personally or professionally?

= Are your findings so far what you expected? How are you planning to
organise all this info (chats, interviews etc)?

= Do you feel that the findings would have been different had the participants
been more committed? Were your expectations any related to the current
results/findings when you first contacted the participants?

= Are your findings contextualised in literature related to RP?

=  What is your overall feeling towards the research so far? Is there anything you
would have done differently looking at it from a distance?

= How do you move forward?
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APPENDIX 7: SURVEY GIVEN AT THE START OF THE STUDY

1. Qualifications: Please specify the following:

a) Highest academic qUBCAtion(S) ..........oveviiiiiriiiii i,
b) Teaching qualifications..............coooiiiiii i
2. Yearsteaching EFL

(a) in schools public ............ private ............
(b) in higher education public ............ private .............

3. Titlesof in-service cour ses attended in last 3 years?

4. Do you engage in any form of sef-directed continuing professional
development (CPD)? Please tick below and/oomplete the slot for ‘other’.

a) Attending conferences O

b) Reading professional journals O

C) O . .
5. Areyou familiar with theterm/concept Reflective Practice (RP)?

Yeso Noo

6. If you answered ES to the above question, please state how you came to know
this term?

a) Red about RP in the literature o

b) Had courses on R¥hile doing my degree o

7) Also, if you answerelf ES to question no. 5, please specify the following:

When do you reflect on yiar teaching? ..............cooiiiiiiiiiiiii e

How frequently do you reflect on your teaching? ...............eeeeeeeiiiiiiiiinneniees
Where do you reflect on your teaChing? ........c.oviiiiiiiiiiiii e
What forms does this reflection take? ............eeeviiiiiiiii e
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8. If you answeredO to question no. 5 (i.e. you are not familiar with the term RP),
do you, nevertheless, engage (perhaps unconsciously) in some form of RP in your
EFL teaching? In other words, do yoeflect* on your teaching?

*reflect=think about
Yeso Noro

9. If you feel that you engage in some form of RP in your EFL teaching, please
specify the following:

When do you reflect on yar teaching? ..............oooiiiiiiiiiiiii e,
How frequently do you reflect on your teaching? ...
Where do you reflect on your teaChing? .........ooovvveiiiiiiiiiiccee e

What forms does this refleCtion tak@? ........coouie oo

10. If there were to be a workshop on RP and its impact on EFL teaching in HE in the
near future, would you be interested to participate?

Yeso NorO
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APPENDIX 8: COLOUR-CODING THE SUB-THEMESAND THEMES

AWARENESS

Self as participant in GRP
Effects of reflection on practice
Self as a practitioner

Affective effects of reflection
Processes of reflection

Beliefs

THE THERAPEUTIC VALUE OF GRP
Sharing

Support

Trust

Confidence

Appreciation

Humility

CRITICAL REFLECTION ON CONTEXT
Institutional Procedures

Learners

Teacher Agency

Wider Context

REFLECTING ON THE POSITIVE

REFRAMING PRACTICE
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APPENDIX 9: COLOUR-CODED DATA FROM NORA’S JOURNAL

3 November, 2008

Since my students are very weak in English | decided not to touch the topic of
writing before finishing the simple and the continuous tenses. So the topic of today’s
class was topic sentences. We did some reading and some vocabulary exercises as

well as some discussiofilloUayMINISCOVSIEaNNaNINEYIaCIUAIVICAMEOISOmEthing and
I think they were as surprised as | was. So | found that today was a breakthrough for

iRERMIERENBAM . Topic sentences proved a not so hard topic.

5 November, 2008

Today we moved on from writing topic sentences to describing a painting. We
learned how to add details to the paragraph we are describing (i.e. with the use of

adjectives and preposition SjINESIVEAPICaSantyNSUIPHSCONagambecasse they
actually worked with me and they produced work. Perhaps | was too pessimistic about
the level of y students but today they were ama iiGHICYIDIOBNCSOISCRISHOEE <c in 2
o' Am | a bad teacher because | assumed that
my students were did not have any skills in EngliSHelBUtotayINaSIproven wrong
andilamVenARapRy; it means that actually | am doing something right. Reflecting on
action now, | realize that | use many strategies to teach my students; trying to reach
every student’s capacities of learning. [ i R ot
them interested and engaged and that is what | am planning to do.

6 November, 2008

| had an inspiring meeting with Niki today that made me really think ahout
IEEEEREREEEL . After viewing my video recording | realized finally what

she meant by reflection on and in action. Yes, | am reflecting in JElGIIGHEMCchange

SR . | oo back and forth to
the material we’ve already learned all the time, so as to remind them rules, vocabulary
and so forth SO COIUINON RO DIIORMGEEN: 0N s ant
reminding and practice and that’s What Tam iryingt0:do; tacitly or explicitly. FAISo
N eSS EEE o . This was something that was at the
back of my mind from day on SllGHESSHOISONCHNISIDIODICHNINEEUNOIIEHD /1 My
prejudices and believe in my stude/iSIWhatWill RelpimeiSpositiveTeinford=men:.
Making them think they are good mi
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APPENDIX 10: COLOUR-CODED DATA FROM RIGM4

December 22, 2008

....... Developing a working definition on RP

RM: Could you (for the next 3-4 minutes) brainstorm and share your definitions about
what RP is. In the past you have given me spontaneous one-word answers as to what
RP means to you...i.e. RP is therapy, the mirror....etc

Now 9 weeks have gone by...how would you define RP now after 9 weeks? We
could come up with a working definition (not afinal one)

A: It’s a part of myself; it made me conscious that I reflect on my teaching and on the
things | do in class but | used to do it on an unconscious level; now | became more
aware of the procedure and saw some benefits.

RM: So, if someone in our institution were to ask you what RP is, what would you
say?

E

eSS ERNSHGMESIORGGI o through our conversations and our talks |
got interesting ideas etc but for ENEINOSEIMDOMNININGNSINNENNRHON .- |
should stop doing.

A: Because you ask yourself WHY | do these things and HOW can | do them better

A 1 would tell them that it is the ability to be aware of what you do and in a way
Also, RP for me means excluding as well some of the things I do. That’s what I

E: Exactly
N: It helps a teacher recognize students’ abilities...
RM: How did RP do that?

N: When you try different strategies with them you see the students’ acceptability|

RM: and adaptability...

A: S0 RP helps the learners too

N: Yes it works both ways, for me too as a teacher because my brain works in a
certain way. For example, | am a very disoriented person and | give instructions and
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directions in a certain way. My brain works hierarchically. | recognize my abilities
and what | wrote here on my paper is that with RP what is IMPLICIT now is
EXPLICIT.

RM: Can | throw this word out to you and tell me if it applies to you?
INTROSPECTION. Did you feel that RP helped you look inwardly?

A: | became aware of it because | think | have always been looking inwardly and
reflecting and now | am just confirming it (becoming aware of it)

I: For me RP is the means to bring together myself as a person and myself as a
teacher.

RM: Your 2 identities...

I: Yes, at some point I realized I wasn’t conscious that I separated the two. I was in
class teaching anbdwasn’t conscious how much to teaching I bring from me. Now I
am more aware.

N: How’s that different?
A: You don’t shut yourself out,

N: Yes, but is it @ good thing though? Because | like making friends and tend to be
SOGabIEMN A ctually this was my mistake.

RM: There is a fine line between being a friendly teacher and being friends with the
students.

E: |And don’t forget that we see these students 12 hours a week. There is no reason
why you should be more friendly than necessary. But it is difficult to do at times.

RM: Yes, there is a difference between being their “buddy” and offering a friendly
ear, | know what you mean.

N: Especially if you are close in age to them (as it is my case); with RP | realized that
but I think | realized it too late.

l: With RP I didn’t say that I became friendlier. JiiGNSGONSHNANOCCANSCIONE - |
ESIEBENGIUNRCIRYNESCHNGIINES] | rcally wanted my Cypriot students to

get to know the difficulties of international students and with my teaching | managed

to put this idea to make them think about thelNBiIOMCHICCHIneH
argumentative writing but to teach them values.

N: What you said about how through RP you see yourself as a person and as a teacher
makes sense to me
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RM: And may I add ...see myself as a learner? What I found (after so many years of
teaching) is that | constantly learn from my students, from my colleagues. If | were to
ask you to give me one word...RP is....what would you say?

N: RP=introspection

I: RP=Professional development

A: RP=Personal development (and what Isabel said about bringing topics to the
students that they can learn something about themselves and become a better person
beyond the content of the lesson). This is something I dive them values and try

to inform them about things that they don’t know
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