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Abstract

The purpose of this qualitative study was to explore the experiences of teachers
related to the use of reflective practices (RP) and the underlying perceptions about a
teacher as a reflective practitioner. As a result of the qualitative analysis, the study revealed
how teachers reflect, how they think about reflection, what difficulties they face and how
these difficulties may be overcome.

Since the study sought to understand the individual meanings of reflection for the
participants, the qualitative methodology was employed. The data were collected through a
series of semi-structured one-on-one interviews with ten teachers, who had been selected
purposefully to ensure an in-depth understanding of the central phenomenon. Another
criterion was maximum variation among the participants to ensure inclusion of all the
possible perspectives. Hence the participants represented different subject departments and
age/experience groups.

The main argument of the study is threefold. First, teachers perceive reflection as a
process of cyclic retrospective analysis leading to the improvement of teaching practice
and the skill of reflection as developing naturally with experience. Second, the participants
find writing and conversations with colleagues to be the most significant factors
contributing to their RP. The content of their reflection may be subdivided into two
categories: student behavior and quality of curriculum delivery and acquisition. Finally, the
key difficulties of teachers in their RP are lack of time and fear of introducing something
new.

These findings may be of use to a number of stakeholders. The process of research

and its findings may raise the awareness of teachers about RP and their potential to

improve their practice; school leaders will be able to make better informed decisions to
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create conditions for teacher RP and develop a policy to promote and support the RP of

teachers; NIS best practices may be transferred to mainstream schools.
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AHHOTAIUSA

By 3eprTeyain HEeri3ri MakcaTbl MyFalliMIEP/IiH TOKipuOeciHaeri kepi OaiianbIc
NPaKTUKAChl MEH MYFaIMJEP/iH ©31epiH Kepi OaliIaHbIC MPAKTUKACHIH KOJIAHYIIbLIAP
peTiHje TYCiHyi JkoHe KaObl1aaybl O0JbI TaOblIaaAbl. 3epTTEYNiH HOTHXKEC] PeTiHe
MyFalliMAEp/AiH Kepi OailaHbIc jxacaybl, Kepi OaillaHBICTHI TYCiHY, Kepi OaiIaHbIC
xKacay/ia Ke3eJeCceTiH KUBIHIIBUIBIKTAP JKOHE OJIap Ikl HICUTY JKOJIJaphl aHBIKTAJIIbI.

3epTTeyiH op KaThICYIIBIHBIH JKeKe MiKipiHe )KiHe TaxKipudeciHe
OaFbITTANIFaH/IBIKTAH, CAlIAJIBIK 3ePTTEY 9/ICI KOJAAHBUIABL. 3epTTeyre KaTbICYIIbl OH a/1aM
apHaiibl MaKcaTIleH CYpbINTAJIbII, 3epTTey OolbIHIIa OeTre-0eT cyxOaTTap eTKi3uIin,
CypakTap KOMbUIJBI.

CoHbIMEH KaTtap, CYphINTayIbIH HET131r1 KpUTepHiIepiHiH 0ipi 3epTTey
KaTBICYIIBUIAPBIHBIH op TYPJIi 60mysl. Byt kpuTepuii Typi ke3kapacTtapabl KapapcThIpyFa
CeMITITiH TUT13/1. 3epTTey KaThICYIIBIIAPhI 3P TYPJI SAicTeMeNiK OipiaecTiKTep
myrarimaepi 6omael. XKac epekmenikrepi e op TYp:i OOJIbL.

3epTTey YII HETi3ri apryMeHTrepre HerizaenreH. bipinminen, MmyraniMaep kepi
OaiinaHbIc xacaybl cabak Oepyi KaKkcapTyFa KOMEKTECETiH IUKIIBIK IPOIIecC peTiHae
KaOpuIHaiibl. . CoHBIMEH KaTtap, cabaii OoMbIHIIA Kepi OailaHbIC JKacay yaKbITIICH JKOHE
TOKIpHOEMEH KeNeTiH MallbIK e TyciHenl. EKiHmIiieH, 3epTTey KaTbICyIIbuIaphl
opinrecTepMeH Oipre kepi OalmaHbIC jKkacay JKoHe ka3danap Kyprizyi o3 ToKipudenepine
CEMITIriH TUT13ETIH MaHbI3bI (haKkTOpIIap Jemn aHbIKTaabl. Kepi OaitnaHbic Ma3sMyHBIH
HET13T1 €Ki KaTeropusra 6exyre 00Jaabl: OKYIIbIIAP/IbIH MiHE3-KYJIKBI )KOHE OKY
OarmapnamacbiH MeHrepysepi. CoHbIMEH KaTap, Heri3ri ypei Tyablpyuisl pakTopiap
YaKBIT KETHICMICYIITLTITT MEH YKaHAIIBLT HAesIap bl KOJIIaHYAaFbl ypeniep.

Ocbl 3epTTey HOTHXKENEPl KbI3BIFYIIBUIBIK TAHBITKAH TYJIFAIapFa Maiansl O0Iysl

MYMKiH. 3epTTey/1iH OapbIChl )KoHEe OHBIH HATHXKeJepl Kepi OaiaHbIC Typalibl
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MyFalliMAEpAiH OUTIMIH TOJBIKTBIPHIIN, cabak Oepy MPaKTUKACHIH KaKCAPTyFa CENTIriH
TUTi3e/l. MeKTen oKiMILLTIr 3epTTey HOTHXKeNepl Heri3iHae aKnapaT ajibl, Kepi

OaiinaHbIC XKacay JKeHiHJe KyXKaTTap KaOdbuinaybiHa 6omaasl. ConbiMeH Katap, H3M

MEKTeNTepiHiH TaKiprOeci 6acka oprta Oi1iM Oepy yilbIMIapbIHa TapaTbUIAIbI.



Xi
REFLECTIVE PRACTICES: THE EXPERIENCES OF TEACHERS IN ONE NIS
SCHOOL IN KAZAKHSTAN
AHHOTAIUSA

Lenbt0 JaHHOTO KUCCIIE0BAHUS, OCHOBAHHOT'O Ha KaYECTBEHHBIX METO/IaxX, OBbLIO
U3y4eHHE OIbITa yUuTeNe, cBa3anHoro ¢ peduekcueit yuurens (PY) u cooTBeTCTBYIONINX
npecTaBiIeHUu 00 yuuTene Kak o pedekcupyromieM npaktuke. B pesynbprare
Ka4eCTBEHHOT'O aHaJIM3a, ObUIM MCCIIEOBAHBI CIEAYIOIINE BOIIPOCHL: KaK YUUTEIs
peduiekcupyIoT, Kak OHM BOCIIPUHUMAIOT PV, ¢ KakuMu TpyJHOCTSIMH OHH CTaJIKUBAIOTCS
Y KaK 3TU TPYAHOCTU MOKHO IIPEOIOJIETh.

Tak KaK MBI CTPEMUJIMCH TOHATH MHIMBUAYAIbHOE 3HAUEHUE pedIeKCuun A
KaXJI0T0 YYaCTHHKA, Mbl IPUMEHSUIN KaueCTBEHHbIE MeTOIbl. COOp JaHHBIX
OCYLIECTBIISJICS 4ePe3 CEPUI0 YACTUYHO-CTPYKTYPUPOBAHHBIX UHAUBULYAIBHBIX
UHTEPBBIO C YUUTEISIMU, KOTOpPBIE ObUTH BHIOPAHBI IeJICHANPABIEHHO C LIEJIbI0 TITyOOKOTro
NOHUMAaHMS MpeaMeTa uccienoBanus. Kpome Toro, kpurepueMm oT0opa y4acTHHUKOB OBLIO
MaKCHUMaJIbHOE pa3HO00pasue, YTO MO3BOIUIIO PACCMOTPETH BCE BO3ZMOKHBIE TOUKH
3peHust. Takum 00pa3oM, YHaCTHUKH MPEICTABISIIN Pa3InYHbIC METOUYECKUE
00BbEeTMHEHNS U BO3PACTHBIE TPYIIIBL, @ TAKKE UMEIH PA3IMYHbIA OMBIT pabOoTHI.

OCHOBHOI apryMeHT UCCJIEJOBAHMsI COCTOUT U3 TpeX yacTeil. Bo-nepBbIx, yunrens
BOCIIPHHUMAIOT Pe(IIEKCHUIO KaK LIUKIMYECKUH MPOIECC PETPOCHEKTUBHOTO aHAJIH3a,
KOTOPBIN BEJIET K COBEPIICHCTBOBAHUIO IIPAKTUKU IIPENIOAABAHUS, @ TAKKE CUUTAIOT, YTO
HaBBIKU Pe(ICKCHH Pa3BUBAIOTCS €CTECTBEHHBIM IMyTEM 10 MEpe HaKOIJICHUs ObITa. Bo-
BTOPBIX, YYACTHUKH CUUTAIOT BEJICHHE 3aruceil u 6ecesibl ¢ KoysieraMu Haubosee
3HaYMMBIMH (pakTopamu, ciocoOcTByromMMHU uX peduexcun. Copepxanue PY moxHO
pa3ienuTh Ha JBE KATETOPUU: IIOBEICHHUE YUAIUXCs U Ka4eCTBO MIPENOAaBaHus U

OCBOCHU y‘IG6HOﬁ IMporpaMmal. HaKOHeI_[, OCHOBHBIC TPYAHOCTH, KOTOPLIC UCIILITBIBAIOT

YUYUTCIIA, - 3TO HEAOCTATOK BPCMCHHU U CTPAaX HOBU3HBI.
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JlaHHBIE Pe3yNbTaThl MOTYT OBITH MOJIE3HBI Py 3aUHTepecoBaHHBIX Jull. [Ipomecc
UCCIICIOBAaHMS U €T0 Pe3yJIbTaThl MOTYT YAYYIIUTh 3HAHUS YUUTEICH O peIeKCUH U ee
MIOTEHIUAJIE JIUI1 COBEPIICHCTBOBAHUS IIPAKTUKU IPENIOJAaBaHUs; PYKOBOICTBO LIKOJIbI
HOJYYUT UHPOPMALIMIO ISl IPUHATHS PELICHUN 10 CO3/IaHUIO0 YCIIOBHM Ui PY u cmoxer

pa3paboTaTh MOJUTHUKY AJIs IPOABMKEeHUA U moanepkku PY; onsrr HUI moxer

TPaHCIUPOBATHCS B 00111e00pa30BaTEIbHBIC IIKOIIBI.
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Chapter 1: Introduction
“Maybe reflective practices offer us a way of trying to make sense of the
uncertainty in our workplaces and the courage to work competently

and ethically at the edge of order and chaos...”” (Ghaye, 2000, p.7)

1.1 Introduction

Over several past decades, the system of education in Kazakhstan has been
reformed in order to meet the demands of the changing economic and socio-political
circumstances. The reform of the secondary education requires significant changes both in
the classroom and in the way students and teachers think. One of the major objectives of
the State Program of Education Development in the Republic of Kazakhstan for 2011-
2020 (2010) is “training highly-qualified staff for educational system” (p.3). Accordingly,
the system of teacher professional development is undergoing a significant transformation,
mainly in terms of requirements to teacher qualifications. In this regard, Sagintayeva
(2014) points out that “some progress has been made but teacher development remains a
central priority in improving the quality of education in Kazakhstan” (p. 41).

A solution to the problem of teacher quality could be continuous in-service
professional development. For example, for mainstream school teachers, there are the
multilevel courses run by the Center of Excellence under the auspices of the Autonomous
Education Organisation "Nazarbayev Intellectual Schools’ (NIS) aiming at “creating
conditions for the continuous professional development of teachers” (Center of Excellence,
2015). In addition to these courses, NIS have an internal system of professional
development, including various trainings and workshops, classroom-based and distance

courses, a system of mentoring, regulated by the Recommendations on the organization of
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professional development in Nazarbayev Intellectual schools in the academic year 2015-
2016 (2015). At this stage of reforms, the focus of administrators and researchers has to be
shifted from providing professional development to providing effective professional
development.

There are multiple approaches to and forms of professional development described
in scholarly literature. Some researchers assert that “reflective practice can be a beneficial
process in teacher professional development, both for pre-service and in-service teachers”
(Ferraro, 2000, as cited in Finlay, 2008). Moreover, one of the priority directions set out by
the Recommendations of NIS is “organization of the reflective practices of a teacher
promoting their professional development” (Recommendations, 2015).

Although all teachers think about their teaching in one way or another, reflective
practice is a relatively new concept in Kazakhstan. According to Chris Kyriacou,
“reflective teaching goes beyond simply thinking about one's teaching on an occasional
basis ... rather it refers to an orientation towards one's own practice which is based on
inquiry and problem solving” (Kyriacou, 1994, as cited in Finlay, 2008). In the conditions
of a distinct need for improvement in teaching quality, it may be beneficial for a number of
stakeholders in the education system of Kazakhstan to investigate how reflective practices

(RP) are used and perceived by teachers in this country.

1.2 Statement of the Problem

As a result of the “post-method’ transformations of education in the world and the
reforms in the education system of Kazakhstan, Kazakhstani teachers are given more
power to decide how to address the needs of their students. They are required to be
reflective practitioners improving their practice and developing professionally on an
ongoing basis. However, there are no policies, either at the state or school level, addressing

teacher reflection in terms of either guidelines or measuring how teacher reflection affects
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teaching and learning. Although some elements of RP are employed within the NIS system
(a section for reflections in the standard lesson plan, mentoring for new teachers), there is
no clear-cut system guiding teachers through the process of reflection. As a result, the
effectiveness of teacher RP, as well as the ways in which teachers reflect and perceive
reflection, remain unknown.

Although, there is abundant literature on the notion of reflection, its use in teacher
education, and specific strategies of reflection, there are only a few studies exploring the
use of RP in the professional development of in-service teachers or their perceptions of RP.
Moreover, there are no data on the use or perceptions of RP in Kazakhstan. We don’t know
if or how teachers reflect, how they understand RP, or what difficulties they may face
regarding the use of RP. Consequently, the problem addressed by this study is that, though

some elements of RP may be used by teachers, there is no data on their experiences related

to RP in the NIS network or other Kazakhstani schools.

1.3 Purpose of the Study

The purpose of this study was to explore the experiences of teachers related to the
use of reflective practices and the underlying perceptions about teachers as reflective
practitioners. As a result of the qualitative analysis, the study revealed how teachers reflect,
how they think about reflection, what difficulties they face and how these difficulties may

be overcome.

1.4 Research Questions
Main question:

What are the experiences and perceptions of teachers related to the use or RP?
Sub-questions:

1. How do teachers perceive their RP and themselves as reflective practitioners?
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2. How do teachers use RP in their work and professional development?

3. What are the difficulties that teachers face in their RP?

1.5 Significance of the Study and Intended Audiences

This study explored the experiences of teachers related to RP, and the main
argument of the study, based on the findings, is threefold. First, teachers perceive
reflection as a process of cyclic retrospective analysis leading to the improvement of
teaching practice and the skill of reflection as developing naturally with experience.
Second, the participants find writing and conversations with colleagues to be the most
significant factors contributing to their RP. In addition, the content of their reflection may
be subdivided into two categories: student behavior and attitudes and the quality of
curriculum delivery and acquisition. Finally, the key difficulties that teachers face in their
RP are lack of time and fear of introducing something new.

This knowledge may be beneficial to a number of stakeholders. First of all, the
process of research and its findings may raise the awareness of teachers about RP and their
potential to improve their teaching and student achievement. Secondly, school leaders and
decision-makers of higher authority will be able to make better informed decisions to
create conditions for the RP and professional development of teachers, for which reflective
practices may be a useful tool. They will have data on the current use of RP, the
perceptions of teachers, and the difficulties they face. This may help to develop a policy to
promote and support the RP of teachers. As the mission of NIS is “to enhance the
intellectual potential of the nation” (NIS, 2016), their best practices are transferred to
mainstream schools. Hence, data on the RP of NIS teachers may be useful in the
professional development of mainstream school teachers. Finally, the research will
contribute to the pool of knowledge related to RP by suggesting data on a school in

Kazakhstan that may be used by other researchers.



REFLECTIVE PRACTICES: THE EXPERIENCES OF TEACHERS IN ONE NIS
SCHOOL IN KAZAKHSTAN
1.6 Outline of the Paper

This thesis is organized in the following way. Chapter 1 provides an introduction to
the study by describing its background, stating the purpose of the study, outlining the
research questions and the significance of the study. Chapter 2 presents a review and
critical analysis of the literature that the study is based on. Chapter 3 is dedicated to a
detailed explanation and justification of the methodology employed to find answers to the
research questions. The chapter also includes a description of the sampling procedures and
data analysis strategy. Chapter 4 contains a report of the main findings of the study.
Chapter 5 provides an analysis and discussion of the study findings. Chapter 6 draws a

conclusion of the study and includes recommendations, the study limitations, and

implications for future research.
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Chapter 2. Literature Review

2.1 Introduction

As this study intends to explore the experiences and perceptions of teachers in
Kazakhstan related to the use of reflective practices (RP), it is important to analyze the
existing literature on the RP of teachers in terms of how RP are understood and used
worldwide and the methodology of research undertaken in this area. The search of various
educational research databases has revealed a considerable body of publications on RP in
connection with the teaching profession. They may be roughly divided into the following
thematic categories that will be discussed further in this section:

1. Conceptualizations of reflection and reflective practice in teaching;
2. Approaches to pre- and in-service reflective teacher development;
3. Specific tools of RP.

It is noteworthy that, despite the wide use and acclaim of RP as a philosophy and
tool of teacher development, the notion itself appears evasive and, consequently, there are
numerous papers attempting to define the notions of reflection and reflective practices.
Another important observation resulting from the search for literature on RP is that most of
such research papers focus on the use of RP in pre-service teacher education in the USA,
Europe, and Australia. Meanwhile, there are few studies addressing the issues of the use of
RP in the professional development of in-service teachers and no research at all
investigating teacher RP in post-Soviet countries. Another theme embraced by a
considerable number of researchers is the strategies of RP promoting higher levels of
reflection in teachers, though, based on the existing literature, it is difficult to identify any
specific RP strategies used or researched into consistently. Consequently, the purpose of

this chapter is to provide an overview of and analyze literature on the concepts of
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reflection and reflective practice, use of RP in pre- and in-service teacher development,

and strategies of RP.

2.2 Conceptualizations of Reflection and Reflective Practice in Teaching

This sub-section will summarize the attempts made by the modern researchers to
define the notion of reflection in connection with teacher education and teaching practice.
As the notion of reflection remains ambiguous, this section will summarize the varying
attempts to define it as an act of thinking, as a practical activity, and as a sequence of
actions. It will also consider the more modern definitions of reflection that suit the purpose
of this study. Another key objective of this section is to place the present study in the
historical context by explaining the reasons of the rise of reflective teaching.

Historically, RP gained popularity among educational practitioners and researchers
only in the 1990s. The 20th century witnessed numerous changes in the approaches to
teaching and teacher education. These changes resulted in the shift from the positivist to
the constructivist paradigm, i.e. from ‘transmission, product-oriented theories’ to ‘process-
oriented’ ones of teaching and learning (Fat’hi & Behzadpour, 2011, p.241). Fat’hi and
Behzadpour (2011) quote Cunningham (2001) claiming that “constructivism views
learning as an active process where learners reflect upon their current and past knowledge
and experiences to generate new ideas and concepts” (p. 2 as cited in Fat’hi & Behzadpour,
2011, p.241). The new paradigm views a teacher as an active participant in the educational
process constructing meaning and knowledge, including that about teaching (Fat’hi &
Behzadpour, 2011, p.241). Now teachers can “theorize what they practice and practice
what they theorize” (Kumaravadivelu, 2001; p. 545 as cited in Fat’hi & Behzadpour, 2011,
p.242).

Modern researchers (Kumaravadivelu, 2001; Akbari, 2007; Fat’hi & Behzadpour,

2011) characterize the current development of pedagogy as a ‘post-method era’ implying
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that teachers do not have any more to blindly implement the generally adopted ‘method’
and are entrusted with more autonomy and power to “observe their teaching acts, evaluate
their outcomes, identify problems, find solutions, and try them out to see once again what
works and what does not” (Kumaravadivelu, 2001, p. 539 as cited in Fat’hi & Behzadpour,
2011, p.242). Akbari (2007) emphasizes the “eagerness to give more voice and value to
teachers” inherent in the post-method rhetoric (p.193). The rise of reflective teaching in the
1990s was a response to the need to fill in the gap that formed in the place of ‘method’ and
“reflection has become an integral part of teacher education” (Jay & Johnson, 2002, p. 73
as cited in Fat’hi & Behzadpour, 2011, p.242) in the West. Farrell (2204) explains the
mechanics of this process as follows:
Teachers can become more empowered decision makers, engaging in systematic
reflections of their work by thinking, writing, and talking about their teaching;
observing the acts of their own and others’ teaching; and by gauging the impact of
their teaching on their students’ learning. In these ways, teachers can begin to
locate themselves within their profession and start to take more responsibility for
shaping their practice. (pp. 5-6 in Fat’hi & Behzadpour, 2011, p.243).

Zeichner (1994), analyzing the reasons for the growing interest to the concept of
reflective teaching, attributes this interest to the growing popularity of cognitive
psychology, the beginning of research on teacher thinking, “the growing acceptance of
diverse research methodologies”, greater attention to teachers’ voices and views of their
work, and “the growing recognition that top-down educational reform efforts that merely
use teachers as passive implementers of ideas conceived elsewhere, are doomed to failure”
(p.11).

The evasive nature of the notion of reflection was grasped by Smyth (1992), who
claimed that “...reflection can mean all things to all people...” (p.285). Although it is

widely used as an umbrella term meaning something good or desirable, people, including

scholars, have their own interpretations of this term “used as the basis for trumpeting the
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virtues of reflection in a way that makes it sound as virtuous as motherhood” (Smyth,
1992, p.285).

Linguistically, the word ‘reflection’ means thinking deeply or carefully (Oxford
Dictionaries, 2016). People do it implicitly as part of their human identities, “through a
process of negotiation between our sense of self and our experiences of others”
(Demetriou, 2000, p.210). In the context of education, the use of the term ‘reflection’ can
be traced back to John Dewey, who viewed it as an act of rational and purposeful thinking,
an “active, persistent and careful consideration of any belief or supposed form of
knowledge in the light of the grounds that support it, and further conclusions to which it
leads... it includes a conscious and voluntary effort to establish belief upon a firm basis of
evidence and rationality” (Dewey, 1933, p.6). Dewey (1933) identified open-mindedness,
responsibility, and whole-heartedness as the prerequisites of reflection.

Hatton and Smith (1995) identified four key issues arising from Dewey’s work and
its interpretations in later publications:

1) whether reflection is limited to thought process about action, or is more inextricably
bound up in action;

2) the time frames within which reflection takes place, and whether it is relatively
immediate and short term, or rather more extended and systematic;

3) whether reflection is by its very nature problem-centered or not;

4) how consciously the one reflecting takes account of wider historic, cultural and political
values or beliefs in framing and reframing practical problems to which solutions are being
sought (p. 34).

Another prominent philosopher of reflection was Donald Schon, who introduced
the notion of reflective practice within the framework of professional experience. He added

a practical angle to Dewey’s idea of an act of thinking and distinguished between
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‘reflection in action’ (reflection simultaneous with action), ‘reflection on action’
(retrospective reflection after an action is completed), and ‘reflection for action’ (planning
future actions) arguing that reflection, especially the latter type, leads to the application of
theory in practice and development of a practitioner’s “artistry’ in a specific discipline
(Schon, 1983, 1987).

Similarly, Van Manen (1977) viewed reflection as a progression of three stages or
levels (as cited in Brent, 2010, p. 29). However, his three levels are conceptually different
from those of Schon. Brent (2010) represents them in connection with teaching as follows:
1) ensuring technical rationality and applying knowledge to reach educational objectives
measure, such as effectiveness, economy, and efficiency;

2) investigating, questioning, and clarifying end objectives and assumptions behind
teaching activities designed to achieve objectives such as lesson plans, activities, and
evaluation in regard to outcomes;

3) conducting critical reflection - higher level of reflection — context incorporating moral
and ethical questions into thinking (p. 29).

The latter of these stages/levels - critical reflection - is considered to be the highest
level of reflectivity. It involves thinking and problem solving connecting theory and
practice (Yost, Sentner, & Forlenza-Bailey, 2000). Critical reflection is a “cognitive
activity during which one carefully considers the impact of one's actions upon others”
(Brent, 2010). Hatton and Smith (1995) emphasize that critical reflection takes into
account the social, cultural, and/or political forces underlying a decision or an event.

Boud and Walker (1998) add to the discussion of the definition of reflection by
pointing out the need to consider subjective personal emotions in a reflective process,

highlighting the holistic nature of reflection. They emphasize the human nature of the

reflective process describing “the challenge of incorporating ideas about reflection, which
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in some cases are only partially understood, into teaching contexts which are not conducive
to the questioning of experience — that is, situations which do not allow learners to explore
‘a state of perplexity, hesitation, doubt (Dewey 1933), ‘inner discomforts’ (Brookfield,
1987), “distorting dilemmas’ (Mezirow, 1990), uncertainties, discrepancies and
dissatisfactions which precipitate, and are central to, any notion of reflection” (Boud &
Walker, 1998, p. 192).

The contemporary attempts to define the notion of reflection are summarizing and
generalizing in nature. Thus, Finlay (2008) summarized the ‘multiple meanings’ of the
term ‘reflective practice’, though admitting that these “meanings range from the idea of
professionals engaging in solitary introspection to that of engaging in critical dialogue with
others”. According to the author, “practitioners may embrace it occasionally in formal,
explicit ways or use it more fluidly in ongoing, tacit ways” (Finlay, 2008, p.2). She also
argues that the meanings attributed to reflective practice may vary from “adopting a
thinking approach to practice” to “self-indulgent navel gazing” and “carefully structured
and crafted approaches towards being reflective about one’s experiences in practice”
(Finlay, 2008, p.2). However, Finlay (2008) suggests a cumulative definition of reflective
practice as a “process of learning through and from experience towards gaining new
insights of self and/or practice ... that often involves examining assumptions of everyday
practice ... and tends to involve the individual practitioner in being self-aware and
critically evaluating their own responses to practice situations” linking it to life-long
learning.

The most recent attempt to clarify the notion of reflection was made by Clara
(2015), who claims that “reflection consists of giving coherence to a situation that is

initially incoherent and unclear” and assumes that reflection works along the following

lines:
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1) reflection works as a continuous interplay between inference and observation;
2) reflection works very much as a conversation between the subject and the situation to be
clarified, in which the situation talks to the subject and reacts to the modifications (real or
virtual) that the subject introduces in it;
3) at least five aspects of the interplay between inference and observation can be
distinguished analytically: the unclear situation; the problem; the idea (inference); the
observation of the coherence between the idea and the observed events and previous
knowledge; and the reaction of the situation to the introduction of the idea;
4) some reflections reach a conclusion — a clarified situation — which has direct
implications for action (reflection in action), whereas other processes of reflection reach a
conclusion—a clarified situation — which has no such direct implications for action
(reflection on action) (p.267).

In conclusion, it is worthwhile to consider the definition by Jay and Johnson
(2002), who, although there is little agreement among other scholars as to the definition of
reflection, suggest a description of the reflective teaching process that explains why
reflective teaching has become so popular in the post-method era and suits the purpose of
this study:

Reflection is a process, both individual and collaborative, involving experience
and uncertainty. It is comprised of identifying questions and key elements of a
matter that has emerged as significant, then taking one’s thought into dialogue
with oneself and with others. One evaluates insights gained from that process with
reference to (1) additional perspectives, (2) one’s own values, experiences, and
beliefs, and (3) the larger context within which the questions are raised. Through
reflection, one reaches newfound clarity, on which one bases changes in action or
disposition. New questions naturally arise, and the process spirals onward (p. 76
in Fat’hi & Behzadpour, 2011, p.243).

Thus, the analysis of the literature attempting to define the notion of reflection

reveals that there is no consensus as to the meaning of the term among the scholars.

However, more recent studies tend to devise more comprehensive definitions embracing
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the whole thinking process in connection with practice and including various aspects of

this process.

2.3 Approaches to Pre- and In-Service Reflective Teacher Development

This sub-section will discuss the approaches to the formation of reflective thinking
in pre- and in-service teachers suggested by the current research literature including the
various strategies tested by different research projects and tools devised to assess the levels
of reflection as well as the remaining doubts as to the connection between reflection and
effective teaching practice.

The term “reflective teaching” has been widely used in the recent discussion of the
nature and guiding principles of teacher education and in-service professional
development. In the West, many training courses have adopted “reflective teaching” as
their “basic philosophy” (Calderhead, 1989, p.43). Calderhead (1989) summarizes his
analysis of this discussion claiming that “a fast-growing and varied literature asserts the
importance of reflection and self-direction, both in the initial process of learning to teach
and in further professional growth” (p.43). The author has also found out that “several
recent textbooks for use in teacher education have a focus on the promotion of reflection,
and policy on teacher education, in several countries, has begun to acknowledge the role of
teachers’ reflection, professional judgement, and self-evaluation” (Calderhead, 1989, p.43).
However, Calderhead (1989), as a result of his analysis of the notion of reflective teaching,
concludes that “... professional learning as it occurs in classrooms ... is largely
unassessed” and “here is great difficulty in gaining any precise conceptual grasp of what
reflection is ... in teachers’ professional development” (p.43).

In a similar vein, Zeichner (1994, p.9), in his overview of the instructional
strategies employed in pre-service teacher education, states that teacher educators “...

under the umbrella of reflective practice, tried to prepare teachers who are more thoughtful
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and analytic about their work in some fashion”. However, analyzing available research on
reflective practices in teacher training, the scholar emphasizes the lack of clarity on
“whether it is necessarily a good thing that should be promoted” (Zeichner, 1994, p.9).

Zeichner (1994, p.15) identified five major traditions or reflective practice in the
US teaching and teacher education: academic, social efficiency, developmentalist, social
reconstructionist, and generic. The academic tradition “stresses reflection about subject
matter and the representation and translation of that subject-matter knowledge to promote
student understanding” (Zeichner, 1994, p.15). The social-efficiency tradition emphasizes
“faith in the scientific study of teaching to provide a basis for building a teacher-education
curriculum” (Zeichner, 1994, p.16). The developmentalist tradition “prioritizes reflection
about students, their thinking and understandings, their interests, and their developmental
growth” as it is based on “the assumption that the natural development of the learner
provides the basis for determining what should be taught to students and how it should be
taught” (Zeichner, 1994, p.16). The social-reconstructionist tradition views reflection “as a
political act which either contributes toward or hinders the realization of a more just and
humane society” (Zeichner, 1994, p.17). The generic tradition advocates “for reflective
teaching in general, without much comment about what it is the reflection should be
focused on, the criteria that should be used to evaluate the quality of the reflection, or the
degree to which teachers’ reflections should involve the problematization of the social and
institutional contexts in which they work” (Zeichner, 1994, p.17). This tradition implies
that “teachers’ actions are necessarily better just because they are more deliberate or
intentional” (Zeichner, 1994, p.17).

Earlier, in his 1987 paper, Zeichner classified strategies for the development of

reflective teachers “according to the level at which an intervention is directed” (Is it

enough to have a course in reflective teaching or should the school and the society be
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changed?) (p. 566), “the degree to which an approach specifies a set of specific
components for the reflective process or steps to be taken toward the goal of
reflectiveness” (the approaches range from use of reflective journals to “specific
dispositions and types of thinking) (p. 567), “the degree to which an approach is explicitly
justified by reference to a particular theoretical position” (e.g. learning theories, critical
theory) (p. 567). As a result of this analysis, Zeichner (1987) identified six major strategies
that are claimed to “enhance the reflective capabilities of prospective teachers”: (1) action
research; (2) ethnography; (3) writing; (4) supervisory approaches; (5) curriculum analysis
and development; and (6) the methodology of ‘reflective teaching’ (p. 568).

Sparks-Langer and Berstein Colton (1991), in their attempt to synthesize research
on the reflective thinking of teachers, found professional knowledge to be “coming both
from sources outside the teacher and from the teachers’ own interpretations of their
everyday experiences” (p. 37). They identified the cognitive, critical, and narrative
elements of reflection and undertook an analysis of research on the development of each of
these elements. As for the cognitive element, the authors conclude that “novices should be
taught the schemata of experts” but emphasize that “expert teachers probably draw on their
own contextually developed knowledge and prior case experience” (Sparks-Langer &
Berstein Colton, 1991, pp. 38-39). Sparks-Langer and Berstein Colton (1991) infer that
there are quite successful methods promoting technical reflection about methods,
principles, outcomes, and contexts for pupil learning (structured journal writing, critical
dialogue, examination of multiple perspectives, field experiences, and action research), but
they are limited in developing critical reflection (about political, ethical, and moral values,

beliefs, and attitudes) (p. 41). The research on narrative reflection provides “insights into

what motivates a teacher’s actions and an appreciation for the complexity of teachers’
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everyday lives”, these insights being valuable for the teachers themselves (Sparks-Langer
& Berstein Colton, 1991, pp. 42-43).

Yost, Sentner, and Forlenza-Bailey (2000) question the assumption that reflective
practice can be taught at all but highlight two elements that are necessary for it to occur:
“supervised practical experiences” and “personally meaningful knowledge base” (pp. 40-
41). They believe that “teacher education programs must designate critical reflection as a
primary mission and interweave reflection throughout the teacher education curriculum”
and warn against focus on the lower levels of reflection (Yost, Sentner, & Forlenza-Bailey,
2000, pp. 41-42). Among promising practices, the researchers list the constructivist ones of
dialogue, action research, and writing experiences (Yost, Sentner, & Forlenza-Bailey,
2000).

Several scholars have attempted to identify effective strategies that help develop
reflective skills. Thus, Hatton and Smith (1994, p.36) analyzed a considerable body of
literature to identify strategies that promote reflection in student teachers:

1) action research projects;

2) case studies and ethnographic studies of students, teachers, classrooms, and schools;
3) microteaching and other supervised practicum experiences;

4) structured curriculum tasks.

However, according to the authors, reflection in pre-service teachers may be hindered by

the following barriers:

the persistence and strength of participants' own conceptualisation of teaching;

lack of time and opportunity for development;

lack of suitable knowledge base;

negative reactions to demands for reflection, including feelings of vulnerability;
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- lack of coherence in the structure and ideology of total programs (Hatton and

Smith, 1994, pp.36-37).

Another example of research into effective teaching of reflective skills is the study
by Finlay (2008), who believes that effective reflective practice can be nurtured if the
following guidelines are used:

- present reflective practice(s) with care;

- provide adequate support, time, resources, opportunities and methods for reflection;
- develop skills of critical analysis;

- take proper account of the context of reflection (pp. 15-20).

The same issue was investigated by Kabilan (2007), who reports on the study of
“reflecting on reflections” by future English language teachers in the Malaysian context to
have proved that “observing the strengths and weaknesses of others and reflecting on them
via writing and reading allow the students to be aware of their own practices, avoid
possible mistakes, and, thus, develop a set of strategies to implant positive classroom
changes or practice” (p. 697). The author emphasizes that “for reflective practice to have
any meaningful impact on the students, it must occur in a learning community and not be
carried out as an individual endeavor” (Kabilan, 2007, p. 698).

To assess the effectiveness of the formation of reflective skills, there is a need for
an instrument to measure the level of reflection. B. Larrivee undertook to develop and
validate a tool to assess the level of teachers’ reflective thinking and (2008) also concludes
that “pre-service and novice teachers can be helped to reflect at higher levels with
multifaceted and strategically constructed interventions” and suggests that “journaling with
specific structures, such as providing deliberate prompts and strategically posing non-
judgmental questions”, as well as “helping prospective teachers acknowledge, articulate,

and challenge their beliefs” will promote higher order reflection “by creating authentic
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dialogue” (Larrivee, 2008, p. 345). Based on the idea that “reflection is an abstract
construct with its existence being assumed on the basis of observed performance and
expressed beliefs” the researcher suggests an assessment tool providing “benchmark

indicators of key behaviors of reflective practitioners” (Larrivee, 2008, p. 345).

Lee (2005) also suggests criteria to assess the depth of reflective thinking:

18

1. Recall level where “one describes what they experienced, interprets the situation based

on recalling their experiences without looking for alternative explanations, and
attempts to imitate ways that they have observed or were taught”.

2. Rationalization level where “one looks for relationships between pieces of their

experiences, interprets the situation with rationale, searches for “‘why it was,’” and

generalizes their experiences or comes up with guiding principles”.
3. Reflectivity level where “one approaches their experiences with the intention of

changing/improving in the future, analyzes their experiences from various

perspectives, and is able to see the influence of their cooperating teachers on their

students’ values/behavior/achievement” (p.703).

The researcher conducted several case studies among the participants of a Korean

mathematics education program to identify the following factors affecting development

and changes in student teachers’ reflective thinking: personal background, mode of

communication, content of the reflection, protocol of dialogue and questions, placement
context (Lee, 2005, p. 712). Lee (2005) found that reflective thinking is enhanced by the
use of “various systematic aids”, such as journal writing, clinical interviews, dialogues,
narrative inquiry, observational learning, and reflective teaching; creation of “various
opportunities and climates where reflective thinking/practice can flourish” rather than

“limiting students/teachers to a particular approach”; valuing student teachers’ “prior

knowledge of what their personal backgrounds are” because “through awareness and
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understanding of themselves, pre-service teachers can challenge and reinforce themselves
and their teaching performance”; providing appropriate field experiences (Lee, 2005, p.
713).

There are just a few studies investigating the reflective practices of experienced
teachers. For example, Osterman and Kottkamp (1993), relying on the experiential learning
theory, contrast traditional and reflective approaches to the professional development of
teachers and come to the conclusion that “reflective practice is a professional development
process that ... is highly effective in achieving behavioral change” (p. 9). They suggest that
“before we can adopt new behaviors, before we can begin to introduce reflective practice
as a professional development strategy whether in a university classroom, a school, or a
school district, it is necessary (a) that we develop an awareness of our habitual actions and
the assumptions that shape those actions and (b) that we consider the effectiveness of
actions relative to intentions” (Osterman & Kottkamp, 1993, p.9).

As a result of a study conducted among teachers of adult English language learners
based on the action research approach, Farrell (2008) claims that “the use of reflective
practice in teacher professional development is based on the belief that teachers can
improve their own teaching by consciously and systematically reflecting on their teaching
experiences” (p. 1). He also emphasizes that there is only limited body of research on “how
experienced language teachers have reflected critically on their beliefs, on critical incidents
in the classroom, and on classroom practices” (Farrell, 2008, p.1). In addition, the author
assumes that “teachers can choose a number of approaches to facilitating reflection over
the course of their professional careers” (Farrell, 2008, p.2). Among such approaches, the
author examines action research, teaching journal, teacher development groups. Farrell

(2008) concludes that “teachers who engage in reflective practice can develop a deeper

understanding of their teaching, assess their professional growth, develop informed
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decision-making skills, and become proactive and confident in their teaching” (p.4).
“Professional development through reflective practice can be seen as an opportunity to

enter a process of “mental growth spurred from within” (Feiman-Namser & Floden, 1986,

p. 523), where teachers are supported in seeking their own growth” (Farrell, 2008, p.4). In
Farrels’s view, “reflective practice takes place along a continuum” of phases occurring at
different stages of teaching careers (Farrell, 2008, p.4).

Similarly, Stanley (1998) represents development of a reflective teaching practice
as a series of phases: (a) engaging with reflection, (b) thinking reflectively, (c) using
reflection, (d) sustaining reflection, and (e) practicing reflection (p. 585). However, many
researchers raise doubt whether “increased reflection will translate into action and result in
improvements in teaching and learning” (Cornford, 2006, p. 220). Cornford (2006)
analyzed a considerable number of studies into the effectiveness of reflective teaching as
measured by empirical research to conclude that “there is a strong tendency for studies
assessing the efficacy of reflective teaching to reveal equivalence between reflective
treatment and control groups on a range of measures” (p. 224).

Drawing on Cornford’s work, Fat’hi and Behzadpour (2011) also assert that “while
it is self-evident that reflective approaches are theoretically rich, the hitch lies in their
inability to translate into practice” (p.243). They emphasize that there isn’t any empirical
evidence that reflective teaching approaches lead to better teaching or learning (Fat’hi &
Behzadpour, 2011, p.243). Quoting Akbari (2007), Fat’hi and Behzadpour (2011) indicate
that “teacher educators are instrumental in enhancing reflective teaching practices in the
classroom” (p.243). According to Akbari (2007), “though research indicates that reflection
can bring about an increase in teacher job satisfaction, an improvement in interpersonal

relationship with colleagues and students, and an improvement in teachers’ sense of self-
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efficacy, there is very little evidence that reflection will necessarily lead to higher students’
achievements and better teacher performance” (in Fat’hi & Behzadpour, 2011, p.243).
To conclude, it is important to note that it has been proved by research that

reflection can be taught or developed through various means but there is still doubt

whether there is any correlation of reflection and more effective practice.

2.4 Specific Tools of Reflective Practices

There are many research projects investigating the use of a specific tool or strategy,
ranging from traditional reflective portfolios and journals to modern technology-based
approaches, to facilitate and develop reflection. Most of the ‘“traditional’ approaches
employ reflective writing in one form or another. For example, Chitpin and Simon (2009)
examined the role of a professional portfolio in the development of pre-service teachers’
identities as learners. A study based on interviews, informal classroom conversations and
reflections over an eight-month period was conducted with 15 pre-service teachers enrolled
in the Reflective Practice Seminar in primary/junior division at a Canadian university. The
participants reported that constructing a professional portfolio made them question the
‘taken-for-granted assumptions’, articulate their progress and formulate their perspectives.
The study also revealed that initially reflection was perceived as “a labour-intensive task’
but at later stages ‘the scepticism dissipated” (Chitpin & Simon, 2009).

Similarly, the mixed-methods study by Oner and Adadan (2011) conducted within
the framework of a teaching practicum course offered at a research university in Istanbul,
Turkey, was focused on the use of web-based portfolios as tools for reflection in pre-
service teacher education and revealed “a statistically significant improvement in the
number of high-level reflective indicators” associated with the progress of the project (p.
477). The web-based platform itself was positively perceived by the participants as tools

that as a tool allowing “easy access and the development of better portfolio artifacts” (Oner
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&Adadan, 2011, p. 488). The authors emphasize the importance of carefully designed tasks
and an electronic medium that supports easy access and revision to engage pre-service
teachers in meaningful reflection (Oner & Adadan, 2011, p. 488).

Another category of research projects are focused on the use of writing to develop
reflective skills. For instance, Francis (1995) investigated the reflective writing process
based on reflective journals and found that pre-service teachers need time and a prescribed
structure to develop reflective writing. As a result, some of them begin to challenge the
generally accepted assumptions.

In a similar vein, Welch and James (2007) investigated the impact of guided written
reflection on the development of reflective practices in pre-service special educators. They
suggested a “‘user-friendly’” template for reflection known as the ABCs of reflection and
empirically confirmed its efficiency. The experiment was conducted with 26 pre-service
teachers at a private Midwestern university. One group of the participants reflected without
any guidance while the other used the ABC123 method. The researchers recorded a
statistically significant difference in the depth of reflection between the two groups. The
authors explain this difference claiming that clear guidelines and knowing the expected
level and outcome of reflection enhanced the latter (Welch & James, 2007, p. 282).

The focus of the next category of studies is on the use of technology in the
development of RP. Thus, Whipp (2003) studied the development of reflective skills in
prospective teachers through online discussions and found that the latter need to be
carefully structured to promote higher levels of reflection (p. 331). The author identified
tailored and general questions from teacher educator and peers and critical readings to be
“helpful scaffolds” for online discussions about field experiences. In addition, Whipp

(2003) emphasizes the importance of explicit goal and expectation of critical reflection.

The author also claims that students need to understand how to achieve higher levels of
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reflection through a particular framework for critical reflection and modeling of critical
reflection (p, 331). To achieve this, online communication has to be scaffolded by the
course instructor who would create carefully structured questions and define roles for
students, and based on critical reading (Whipp, 2003, p. 331).

Likewise, Jones (2014) studied the reflective practice of student teachers in the
online space during the practicum component of a teacher education course. The findings
suggest that reflective practice in the online space “offers an opportunity to engage pre-
service teachers in meaningful reflection on their teaching practice” (p.171). Moreover, the
students reported favorable perceptions of the weekly forum used in the study as a useful
strategy supporting their learning (Jones, 2014, p.171).

Another example of technology-focused projects is the study by Ikpeze (2010), who
investigated the role of technology in enhancing the reflective thinking of future teachers
and found that “creating a structure that promotes reflection, use of multiple projects,
thought-provoking readings, collaboration, hands-on activities and a problem-solving
approach” enhance the quality of teacher reflection. The author emphasizes the importance
of “varied contexts and experiences with various technologies” to increase the reflective
abilities explaining this by the different learning styles and ways people engage with
technology varying according to: “whether they worked on their own or in a group;
whether they had a limited and extended knowledge base in the area; perceptions about
their learning competence in the area and their beliefs” (p.344).

In addition, McCormack (2010) examined how teacher candidates responded to
VoiceThread-based assignments that were expected to enhance teacher reflection and
concluded that it can “augment, extend and refine teacher reflection experience by

facilitating and structuring the analysis process” (p. 122). To support this conclusion, the

author quotes Hawkes and Rosmiszowski (2001) whose research “has shown that
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discourse through technology achieved a higher overall reflective level than do reflections
generated by teachers in face-to-face interactions” (McCormack, 2010, p.111).

Finally, in his doctoral thesis, Brent (2010) has undertaken a grounded theory study
of how technology can facilitate reflection. The author found that technology provides
opportunities for reflecting on different instructional aspects, the choice of the modality for
communication and contexts for reflection including, voice, video, text chat, recordings,
Internet, etc, tracking systematic information and trends. Brent (2010) highlights the
potential of video in enhancing reflection in student teachers opposing it to live
observation. According to the researcher, technology may be used to reflect on teaching in
the following ways: (a) looking for and analyzing feedback; (b) providing feedback to
students; (c) recording and reviewing teaching activities and class sessions; (d) capturing
and reviewing personal notes with journals and blogs; () making adjustments to class
activities and resources as needed; (f) monitoring student progress and reviewing student
understanding through participation, exercises, contributions to discussions, and grades; (g)
communicating with students; (h) interacting and exchanging ideas through online teaching
communities; and (i) archiving and organizing curricular information (Brent, 2010).

Moreover, Brent (2010) identified the following characteristics of technologies that
support RP: (a) relative ease and speed; (b) ability to facilitate a variety of ways for
feedback; (c) ability to record, store, and access resources and data for review; (d)
systematic data to analyze trends and common features; (e) ability to organize and make
changes as needed; and (f) ability to facilitate communities for discussion, sharing, and
collaboration.

Overall, most of the recent studies focus on the use of technology to enhance

reflection suggesting strategies varying in their efficiency, most of them relying on

reflective writing in one form or another. Most of the studies also emphasize the
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importance of guidance, i.e. questions posed before developing reflective practitioners
either by an instructor or through an electronic medium. The question that remains
unanswered is whether technology is critical to develop reflective skills or the same levels

of reflection could be achieved without technology.

2.5. Conclusion

In conclusion, the available literature on RP demonstrates a struggle formulating an
unequivocal definition of reflection and leaves many theoretical questions unanswered. For
example, the connection of thinking and practice, the existence and order of stages or
levels of reflection, the effective ways to develop reflective thinking, and the effect of
technology on the quality of reflection remain unclear. The existing empirical research is
largely based on the RP of pre-service teachers and, consequently, the RP of in-service
teachers need more attention. In addition, there is a tendency in the modern research of RP
to explore how the use of technology affects RP. However, there is little evidence of the
effectiveness of one or another strategy.

In this regard, the present study explores the experiences and perceptions of
teachers related to the use or RP in an attempt to clarify how new and experienced teachers
understand RP and whether this understanding correlates with any of the definitions
suggested by the scholars, how they use reflection in their daily practices and whether it
helps them improve their teaching, what difficulties they face and what approaches they

find effective.
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Chapter 3: Methodology

3.1 Introduction

The purpose of this chapter is to provide a detailed explanation and rationale for the
qualitative interview-based research design selected to answer the research questions about
the experiences and perceptions of teachers related to reflective practices (RP). The chapter
includes a rationale for the research design, an explanation of the sampling procedures
along with a detailed description of the research site and the participant profile, and a
detailing of the data collection instruments and data analysis process. In addition, the
ethical considerations that occurred throughout the research process and the limitations of

this study are discussed.

3.2 Research Design

Since this study intended to explore the experiences of teachers related to RP
focusing on their understanding and perception of the phenomenon in question, qualitative
methodology was selected as the most suitable. This choice was guided by the idea that
“qualitative methods are used in research that is designed to provide an in-depth
description of a specific program, practice, or setting” (Mertens, 2010, p. 225). Creswell
(2013) describes the qualitative approach as “an approach for exploring and understanding
the meaning individuals or groups ascribe to a social or human problem” (p. 4). The
present study sought to understand the individual meanings of reflection for the
participants and, for this reason, the qualitative methodology was employed. In addition,
Kumar (2011) emphasizes that “the main focus in qualitative research is to understand,
explain, explore, discover and clarify situations, feelings, perceptions, attitudes, values,

beliefs and experiences” (p. 104). Hence, the qualitative approach was selected to deepen
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understanding of the meaning of RP for the participants and foster interpretation of their
personal experiences and perspectives of reflection in their work and professional

development.

3.3. Research Site

The Nazarbayev Intellectual School was selected as the research site for two
reasons. First, this school has some elements of reflection in its policies (e.g. a requirement
for a teacher to be reflective) and daily practices (e.g. a special section in the standard
lesson plan). Due to these, participants from such a school, who are familiar with RP and
have some experience using them, could help the researcher to understand the central
phenomenon. Second, this research site is accessible for the researcher as the latter is
employed there and could receive permission from the school administration to conduct the
research. In addition, the school is explicitly open to research and innovation and willing to

cooperate. The full name of the school is not revealed for ethical reasons.

3.4 Participants

According to D. Mertens (2010), “the strategy for selecting your sample influences
the quality of your data and the inferences that you can make from it” (p. 309).
Consequently, as this study intended to develop an in-depth understanding of the central
phenomenon of the RP of teachers, purposeful sampling strategy was employed, which
allows a qualitative researcher to “intentionally select individuals who can best help to
understand the central phenomenon” (Creswell & Plano Clark, 2011, p.206). For these
reasons, ten teachers who might be using some RP in their daily work were selected.
Creswell and Plano Clark (2011) emphasize that it is typical for qualitative research to
study a few individuals as the major objective and provide a complex in-depth analysis of

each case (p. 209).
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In addition, the researcher aimed at maximum variation among the participants, i.e.
selected the most possibly diverse cases within a small sample (Robert John Woodson
Foundation, 2008), in order to ensure inclusion of all the possible perspectives regarding
the RP of teachers (Creswell & Plano Clark, 2011, p.207). Hence, the participants
represented different subjects and, consequently, different departments within the school
(English and Global Perspectives, Mathematics, Physics, Russian). It was important to
consider the differences among the subject departments due to the fact that they may have
different cultures of reflection and belonging to a certain department may affect an
individual teacher’s daily practices and perception of reflection.

Another criterion for selecting the participants was their teaching experience. The
researcher was interested in comparing the RP experiences of relatively new teachers with
those of teachers who have been in the profession for three or more years. Hence, three of
the participants had under three years of teaching experience, and the rest were teachers
with seven to almost thirty years of experience.

It is important to mention that the sampling was, to a great extent, convenient as the
researcher recruited her colleagues, whom she knew personally. This approach has its
advantages and disadvantages, of which the researcher was fully aware. On the one hand,
people feel freer with an interviewer they know and trust and, as a result, may share more
information useful for the research. On the other hand, participants may be willing to
please a familiar researcher and be afraid of sharing information that might affect their
career. To eliminate the negative implications of the convenient sampling, the researcher
fully informed the participants about the possible risks and assured them of data
confidentiality and measures taken to protect their privacy and anonymity. In addition, the

researcher made purposeful effort to remain neutral at all the stages of data collection and

interpretation.
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3.5 Instruments

Creswell and Plano Clark (2011) suggest that in qualitative research open-ended
questions are asked to provide an opportunity for the participants to “voice their
experiences unconstrained by any perspectives of the researcher or past research findings”
(p. 218). Open-ended questions allow the participant to create options for their own
responses (Creswell and Plano Clark, 2011, p. 218). As the researcher was interested in the
experiences and perceptions of the participants, a semi-structured open-ended one-on-one
interview was selected as the main method of data collection, and a corresponding
interview protocol was developed (Appendix A). The interviews were semi-structured
because the researcher needed a certain degree of freedom in the process of interviewing
the participants to probe and elicit further information from the participants, vary the order
of questions depending on the flow of a participant’s ideas, and paraphrase some of them
to make the questions more accessible to the participants. Moreover, the semi-structured
interviews allowed the researcher flexibility to elicit the necessary information or more
details.

The interview protocol included several demographic questions to find out about
the participants’ background and make them feel at ease along with a series of questions
that were designed to elicit information that was necessary to answer the research
questions. The questions were based on the themes that had emerged from the literature
review and designed to answer the research questions. They were arranged in a logical
sequence to ensure a coherent flow of thought by the participants and minimize the need
for clarification by the interviewer. The interview protocol was translated into the Russian
language as most of the participants felt most comfortable speaking this language. This

issue was discussed with them at the initial stage when they agreed to participate in the

interview. The interview protocol was pilot-tested with three NUGSE master students to
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ensure the unambiguity and coherence of the questions and estimate the possible risks of
the interviewees’ reactions. As a result, some of the questions were rephrased to eliminate
the risk of causing fear that the school administration might disapprove of the teachers’

working practices.

3.6 Data Collection Procedures

The whole process of research was guided by the generally accepted ethical
principles and standards as well as the recommendations of Creswell et al. (2011, 2013,
2014). As the study involved people who were asked to share information about their
work, their rights needed to be protected. Consequently, all the research instruments (the
interview protocol, the informed consent form) and a description of the inquiry procedure
were submitted to the GSE Ethical Review Committee for approval. Once the approval
was obtained, a request for the permission of the school principal, who is the gatekeeper
for the research site, was filed. Participation in the research project was voluntary;
consequently, the time factor and the busy schedules of the participants had to be taken
into consideration.

After all the permissions were formally issued and signed, the selected teachers
were sent an e-mail explaining the purpose and nature of the research project and asking
them to take part in an interview. Then those who agreed to participate in the interviews
were met in person, given further information on the process of the interviews and asked to
sign the informed consent form (Appendix B). Along with this, the interviews were
scheduled at a time and place convenient for the participants. The interviews were recorded
with the permission of the participants and transcribed. To increase the accuracy and
credibility of the qualitative data, a member-check was employed, i.e. the transcripts of the

interviews were sent to the participants for them to confirm their responses.
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3.7 Data Analysis

The process of data analysis was guided by the principles suggested by Creswell et
al. (2011, 2013, 2014). First, the interview records were transcribed into text files
(Appendix C). As a large proportion of the interviews were conducted in Russian, they
were transcribed verbatim, and only selected quotes were translated into English. As the
volume of the data was quite small, they were analyzed using color coding in the Microsoft
Word basic text processing application. Through several circles of the inductive coding
process, categories were identified, which were further grouped into the major themes.
Thus, the thematic approach to data analysis was employed, which, according to Braun and
Clarke (2006), is a method used for ‘identifying, analysing, and reporting patterns (themes)
within the data’ (2006, p.79). This method was selected because a ‘rigorous thematic
approach can produce an insightful analysis that answers particular research questions’
(Braun and Clarke, 2006, p.97). The themes that emerged were organized according to the
research sub-questions and further analyzed and compared with the existing data in the
field. At the same time, specific quotes were selected to illustrate the findings and copied

to a separate file. The summary of the findings was sent to each of the participants for a

member-check in order to validate their accuracy.

3.8 Ethical Considerations

The participants were selected on a volunteer basis and were fully informed of the
purpose and nature of the study. They were assured of respectful treatment regarding their
rights and any sensitive issues that might arise during the study.They were asked to sign an
informed consent form, which thoroughly explained the purpose of the research, the role of
the participants, potential risks, and confidentiality arrangements, emphasizing that they
may decline any of the interview questions or withdraw from the project at any time. In

addition, their identities were coded as Interviewee A, B, C, etc., and the recordings have
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been stored on the personal computer of the researcher and will be deleted immediately
after transcription, the full transcripts being available only to the researcher, her supervisor,
and a limited number of fellow researchers, the participant identity being anonymous. The
researcher realized the risk to the careers of the participants that might arise from their
sharing information on their daily RP that might be against the school policy or the fact
that they did not use any RP at all. Hence, the participants were assured that the

information shared in the interviews would be used solely for the research purposes

following a member-check if they wished to confirm the interpretation of their answers.

3.9 Limitations

Like any research project, this study has its own limitations that should be
acknowledged. The most important one is the fact that its results cannot be generalized due
to the limited number of the participants who all represented one school, though the
researcher has done everything possible in the given conditions to ensure the representation
of different departments, age and gender groups.

Another limitation is that the only data collection instrument was interviewing. The
research project might benefit from document analysis (e.g. analysis of reflective journals)
and observation (e.g. guided reflection meetings). It would also benefit, if it were possible,
from conducting a longitudinal study and trace how the RP of teachers evolve over time.

A further limitation is the predictable desire of the participants, who were selected
by convenient sampling, to “look good” in the eyes of the researcher who works in the
same school with them. They often tended to give “the right” answers and it was difficult

to tell how authentic they were.

3.10 Conclusion

In conclusion, this chapter has provided a detailed explanation of the selected
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research design, sampling procedures, data collection instruments, the processes of data
collection and analysis, the ethical considerations pertaining to the research project, and its
limitations. The subsequent chapters will describe the data obtained with the help of this

methodology and discuss the findings.
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Chapter 4. Findings

4.1 Introduction

This chapter presents the findings of the present study. As the purpose of this study
was to explore the experiences of teachers related to the use of RP and the underlying
perceptions about a teacher as a reflective practitioner, the participants were interviewed
about their perceptions of RP and themselves as reflective practitioners, their use of RP in
their work and professional development, the difficulties they face in their RP, and the
possible ways they see to improve the RP of teachers. This chapter is divided into 5 main
parts and puts forward the profile of the participants and the results of the qualitative
analysis corresponding to the sub-questions posed in the introduction and attempting to
reveal how teachers reflect, how they think about reflection, what difficulties they face and

how these difficulties may be overcome.

4.2 Participants

For the purposes of this study, the total of ten participants was interviewed. They
were selected purposefully to shed light on the experiences and perceptions related to RP
from different school departments representing different subjects as the researcher had
assumed that the department culture might affect their RP and aimed at maximal variation
within the sample. In addition, the researcher aimed to ensure maximal variation in terms
of teaching experience as the latter had been expected to affect the RP of teachers since
literature suggests that reflective skills may be taught and developed over time
(Calderhead, 1989, Zeichner, 1994, Sparks-Langer & Berstein Colton, 1991). The table

below represents the profile of the participants regarding the background information
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relevant to this study. The participants were assigned codes that will be used throughout

the whole paper for ethical reasons.

Table 1

Participants Profile

Participant code Subject Experience (years)

P1 Maths 30

P2 Physics over 24
P3 Physics about 3
P4 Maths over 6
P5 English over 4
P6 English 17

P7 Global Perspectives 14

P8 Global Perspectives about 3
P9 Russian less than 1
P10 Russian 24

Source: created by the author.

As can be seen in the table, the participants represent five different subjects, two of

them belonging to one department (English and Global Perspectives) and may be roughly
divided into two groups: teachers with little to moderate experience (1-6 years) and

teachers with considerable experience (14-30 years).

4.3 Perceptions of Reflection and Reflective Practices
To explore the perceptions of teachers related to reflection and themselves as
reflective practitioners, the participants were asked about their understanding of reflection

and of the role that it plays in their work. Overall, all the participants perceive reflective
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thinking as important for any individual and, especially, for a teacher. Among the
definitions of reflection given by the participants, the idea of retrospective analysis
prevails. Most of them agree that reflective thinking develops naturally over time and
contributes to the improvement of their practice. It is noteworthy that experienced teachers
are more confident defining reflection and more specific when describing the ways it
affects their professional and personal development.

4.3.1 Retrospective analysis. When asked to define reflection in their own words,
all the participants, in one form or another, mentioned the idea of “looking back” at what
has been done at a lesson and asking oneself whether the result may be evaluated as
successful or not. For example, one participant reported that she always tries “to reproduce
all the 45 minutes in my head and analyze whether it went right or wrong” (P1) and P7
figuratively called reflection “the whys in the end of a day”. The suggested definitions may
be summarized as follows:

Reflection is retrospective analysis of a past action against a set of internal criteria.
As may be inferred from the discourse of the participants, the criteria of their retrospective
analysis usually include either the needs of their students or their own teaching practice. A
vivid example of this kind of thinking may be observed in the response of P5:

I usually reflect after a lesson, so when the lesson is finished, I just go through all

my papers and just think what went well and what didn't and how | can improve,

for example, things that didn't go well and what I can do to better help my learners,
so they can understand something better.

According to the participants, in the process of retrospective analysis, they pose a
set of questions to themselves when they reflect about a lesson that has been conducted.
These questions, though the wording may differ, include the following:

- What has been done?

- What was planned and what really happened?

- Why has it been done in that specific way?
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- What was right and wrong?

- If anything went wrong, how to solve the problem in the future?

In addition, it is interesting to consider the definition of reflection given by P4 that
differs significantly from the general view:

Reflection is a mental process when we either structure or deconstruct our

experience, knowledge, or a problem.

P4 is a mathematics teacher who reported that she had been studying various
strategies of reflection and practicing reflective thinking on her own since her childhood,
which might have affected her way of thinking.

Overall, no significant difference has been observed in the perception of reflection
as a retrospective process depending on the subject a participant teaches or the level of
teaching experience. All the participants used different terms meaning looking back at a
recent event. However, more experienced teachers tend to use their own professional
development as the criterion of retrospective analysis while less experienced ones focus
mainly on student achievement and attitudes.

4.3.2 Improvement of practice through a cycle of actions. Another aspect of the
perception of RP by the participants that recurred throughout the analysis of the interviews
is the cyclic nature of the process of reflection that leads to the improvement of practice
and personal development. All the participants emphasize that the purpose of their
reflection is improvement of their daily work and that “it is to ensure that your future
lessons ... are better than previous ones” (P8). The explanation of the process of reflection
by P2 illustrates these ideas:

... for example, I conduct a lesson for the first time and have problems with time

management, | don’t have enough time to do something or some tasks turn out to

be more difficult or easier than is necessary. When | go to another lesson in a

different class, | analyze my lesson plan and correct it when | teach the same lesson
for a second time... Also, there may be questions from students that | am not
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prepared to answer ... then I look this up somewhere and answer the question at
another lesson.
The participants were asked to describe the process of reflection as it occurs in their

practice. The stages that they identified may be summarized in the following diagram:
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Figure 1. The Cycle of Reflection
Source: created by the author.
Moreover, some participants even suggest that reflection is the basis of innovations
and social development. For example, P4 thinks that
... first of all, we need reflection for the development of a personality, self-
education, self-improvement. This is very important for a teacher. Also, how do
new theories and methods appear in education? They appear as a result of
reflection. And innovative technologies appear the same way... When people
understand the social and political context where they live... For example, why did
the three-level courses appear? Because teachers realized that children had become
different from those of the 90s and need to be taught in a different way.
In general, there is no difference depending on the subject a participant teaches in
their perception of reflection as a cyclic process aimed at the improvement of practice.

Meanwhile, more experienced teachers demonstrate a tendency to be more consistent in

describing the stages of the cycle whereas less experienced ones sometimes mention only a
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few of the stages or admit that in reality they deviate from the full cycle of reflective
actions.

4.3.3 Development of reflective thinking. An unexpected theme that emerged in
the course of the interviews was the development of reflective skills. Most of the
participants admit that in the beginning of their careers they did not reflect almost at all.
However, they also report that, as their experience grew, their reflective thinking
developed proportionally. It is noteworthy that most of the participants perceive the
development of reflective thinking as a natural process and reflection as an inherent quality
of a human mind and “a characteristic feature of any teacher” (P1) or even “a natural
reaction to a problem” (P8), though emphasizing that it largely depends on a personality.
The perception of the development of reflective thinking may be illustrated by the
following passage from the interview with P1:

It might have been named differently but reflection has always been part of

teaching... When a student has just graduated from a university, he or she cannot

reproduce this model immediately for a very simple reason that he or she has no
experience. When he or she has worked for some time and gained some experience,
the new teacher begins asking questions about what he or she likes or dislikes, what
he or she has done well or not and why. However there must be a personal need for
reflection. And by the presence of this need all teachers may be divided into two
categories: those who have it and those who don’t.

Some teachers report that they reflect about their teaching even when off-work. For
example, P2 says:

All our time is devoted to teaching, this is our life... Even if you don’t want to

reflect, on your way home or even at home, you keep thinking about children and

their needs... It seems to me that we reflect all the time even if we don’t write
about it. Even during lunch with colleagues we talk about lessons.

This quotation also highlights the general perception of reflection as an integral part
of teaching practice among the participants.

To sum up, the majority of the participants, regardless of their subject or

experience, perceive reflective skills as developing naturally, without any purposeful
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influence, though they admit that their own reflective skills improved as they gained
experience.
In conclusion, three main aspects of the perception of RP by the participants have
been identified. The cumulative definition might be formulated as follows:

Reflection is a cyclic process of retrospective analysis aimed at the improvement of

practice and learned naturally.

4.4 Use of Reflective Practices

To understand how teachers use reflection in their daily practice, the participants
were asked to describe the process of their own reflection. In addition, through probing
questions, the researcher elicited whether they use any form of written or guided reflection,
what strategies they find useful, and how RP are regulated by the school administration.
All the participants reported that they do not perform any formal actions related to
reflection on a regular basis. Also, according to the participants, they do not employ any
specific tools or strategies of reflection and do it mostly intuitively. However, they
perceive the role of writing and involvement of colleagues in their RP as highly important.
In addition, the content of the RP ranges from the emotional aspects of a lesson to the
quality of curriculum delivery.

4.4.1 The role of writing. The main theme that emerged from the discourse on the
strategies of reflection is making notes or using a reflective journal. Talking about the use
of writing in their RP, the participants demonstrated a generally positive attitude to it. For
instance, P7 expressed it in the following way:

I think writing is actually very important to keep record of your thoughts ...

because you know it is very human to forget ... But I think that actually taking

notes and writing is very important. And this is the skill that I need to just work on
to improve and to develop it.

However, not all of the participants use any form of writing on a regular basis, the

general trend being towards more experienced teachers using the written form of reflection
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more often and more confidently. This may be a result of their experience in writing
various “reflective reports” required by the current system of professional development

and participating in the “level courses™*

where such reports are part of the final grade.
Based on the analysis of the participants’ responses about the use of writing in the RP, the
participants may be divided into three categories: people who do not write at all, people
who have “my own working note book”, and people who use the section for reflection in
the standard NIS lesson plan.

P8 illustrated the attitude of the first category of respondents, who do not take any
reflective notes: “I don’t take any notes. My head is my reflective journal... when | face
with problems, these problems do not leave me and, like, bad things do not require a good
memory”. Such an attitude tends to be characteristic of younger participants who have little
experience with the system of education where everything is required to be recorded in the
written form and seem to perceive reflective writing as unnecessary extra work.

P2 expressed the perception of writing of the people who use an informal note book
as follows:

I have my own note book, but it’s not a journal, it’s my working note book. In it, |

take all kinds of notes, for example, if something bothers me in the behavior of my

students ... | take notes because | have to talk to the parents and want the
conversation to be detailed and evidence-based.

A vivid example of the perception and use of the reflective section of the standard
lesson plan was provided by P4:

Of course, we do it ... there is a good section in the lesson plan where we can make

notes answering specific questions ... for ourselves. It means that reflection can be

recorded. And I do it. But very briefly. For example, I note down some key words.

The last two quotations belong to more experienced science and maths teachers

who seem to value the role of writing in their RP but have limited time and, therefore, tend

to write very brief notes.

! level courses teacher professional development system consisting of three levels and aimed at training in-
service teachers in the modern theories of education (Center of Excellence, 2016).
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P6 demonstrated an outstanding example of an attitude to reflective writing. She
seems fascinated by writing and uses several forms of it supplemented with technology-
assisted note-taking:

I like note-taking, usually, while having a lesson, | make some notes in my papers, |

mean in my lesson plan. Something that really caught my eye, maybe the remark of

a student ... after the lesson, I just add some more notes and I try to find a solution

for the situation, if it's really necessary, | mean, if | need to improve, to develop

something or maybe I just think. I have a kind of a reflective journal, | cannot say,
that I keep it regularly, but I prefer to write down some of the things that are really
important ... | also have a digital version ... | prefer a rather simple form, for
example, an item that should be discussed or thought about and so on, then who or
in what way | have just reflected on it ... and then what is the solution ... because it
helps me a lot to keep them ... logical in my preparing and planning for the next
activity.

P6 emphasized that her use of writing is her personal feature that had not been
taught or otherwise promoted externally. She also admits that other people may be
comfortable reflecting without making any notes.

Overall, all the participants demonstrated an explicitly positive attitude to the role
of writing in their RP. However, teachers of mathematics and science subjects tend to
avoid writing more often or use it less consistently than teachers of languages and
humanities. This may be explained by the fact that teachers of languages and humanities
are generally more used to writing and have more developed skills in it. In addition, less
experienced teachers do not use written reflection as frequently as more experienced ones,
probably, due to the fact that they have not had a chance to understand its value for their
teaching practice and professional development.

4.4.2 The content of reflection. Although the content of reflection appears highly
diverse, two broad overarching themes may be identified in the responses of all the
participants. P1 defined them as “emotional and work-related” reflection. Talking about
the “emotional” reflection, the participants report that they pay attention to the

relationships with and among students, their development, their emotional and physical

condition, involvement in the activities at a lesson. For example, P3 described this type of
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reflection as follows: “Sometimes | make notes about specific children, for example,
Alikhan understood everything today, asked some questions ... How children participated
in the lesson, whether they were active, whether they had enough time to complete all the
tasks...”.

The “work-related” reflection is reported to cover the progress of students, the
quality and effectiveness of lesson plans, student achievement as a result of a term or a
year, the performance of the curriculum, the educational innovations. For instance, P4
stated that she uses “reflection to solve the problems in the understanding of the subject”
and notes down “the difficulties that students have answering a certain question”.

On the whole, teachers reflect on a wide range of subjects, from student behavior in
a particular lesson to the quality of the curriculum. Although there is no distinct difference
in the content of teacher reflection depending on a subject, there is a clear tendency among
younger participants to focus on children and their behavior, while more experienced ones
include curriculum and method-related issues in the range of the themes of their reflection.
An explanation for this may be an assumption that less experienced teachers have not had
an opportunity to embrace all the complexity of the educational process and the
interconnection of its elements, such as, for example, the connection between the
curriculum and short-term lesson plans, and focus on their own immediate difficulties,
such as, for example, student behavior.

4.4.3 The role of administration and colleagues. The key figures who affect the
RP of teachers were reported to be the school administration and the colleagues who teach
the same subject and belong to the same department. As for the role of the school
administration, the general perception is quite neutral though most of the participants admit

that generally the administration encourages reflection. Most of them spoke about the

requirement to fill out the reflective section of the lesson plan and “to be a reflective
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teacher” though without indicating any specific documents or measures taken by the

administration to encourage reflection. For example, P2 describes the role of the
administration as follows:

Our vice-principal always tells us to take notes, to have an observation flow sheet.
Even if this is about formative assessment. In general ... | think the administration
thinks positively about reflection. When they observe your lesson, they ask you to
analyze your own lesson. To identify two positive and two negative moments. Isn’t
this all reflection?

As for the role of colleagues, all the participants highly appreciate the opportunity

to discuss their professional issues with their colleagues who teach the same subject in the
same grade (e.g. Maths in Grade 7). Most of them reported that their class is divided into
two groups taught by two teachers and the teacher who works in the other group is their
“closest friend and partner” (P1) with whom they reflect together. For example, P6
reported the following:

First of all, with my colleague we are teaching the same classes, and that's why |

think it's important to share our ideas after the lesson and to ask her about her

opinion or about something that goes wrong or goes right. And together we are a

really good team, because we can find any solution and sometimes our teamwork

creates really fine items of the...I don't know, worksheets or something that really
helps them to work.

Moreover, all the teachers who teach one subject in one grade plan lessons together
and share resources and lesson plans. The participants reported that in the process of this
collective planning, they “discuss what worked and what didn’t before and improve the
lessons and then save them in a shared server” (P2). Also, regular department meetings
were admitted to be an opportunity for collective reflection. For example, P8 observed:

I try to discuss especially global perspectives. There are some difficult parts and

sometimes | ask questions. First of all, I ask how the lesson went with others...with

other teachers, then | share my experience and they share their experience, and |
reflect upon this. So | compare my teaching practice and their teaching practice.

What they have... what they had on their lessons and my own lesson, then |

compare and try to come to some conclusion.

Overall, collective reflection is evaluated as an important tool promoting

professional development by more experienced teachers. This may have been caused by

the fact that these people have already been within the NIS system, where opportunities for
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collective reflection are arranged, for some time and have had a chance to use the support
of their colleagues. P4 even observed that “the school has created a reflective environment
for teachers where it is impossible not to reflect”. Saying this, she, probably, meant that the
school policies require a teacher to be reflective and a system of collaboration with
colleagues and mentoring are being promoted. As for the new teachers, they mostly rely on
their mentors to guide their reflection. For example, P3 reported the following:

I discuss my lesson with my mentor ... she is an experienced Physics teacher. First

we plan a lesson together. She approves my plan and then observes my lesson.

After the lesson she may tell me how it might have been done better ...After | have

conducted a lesson, we reflect together.

To conclude, it is hardly possible to identify a clear pattern in the use of RP by the
participants though most of them use writing in one form or another but not on a regular
basis and discuss their teaching practice with colleagues, preference being given to peers
who teach the same subject in the same grades and mentors in the case of less experienced
teachers. In addition, the content of their reflection may be roughly divided into two

categories: the emotional and psychological aspects of teaching and the quality of

curriculum delivery by teachers and mastery by students.

4.5 Difficulties in Reflective Practices

One of the research questions was about the difficulties that the participants face in
their RP. Although the participants were probed on the issues of time, theoretical
knowledge, and help of colleagues, the majority reported that there are no significant
obstacles to their RP. For example, P8 thinks

... there are no problems. I think reflection, like good reflection, doesn’t require

any time. It is just what requires, what it actually requires is personal involvement,

maybe, personal interest.

However, some of the participants, especially the less experienced ones, reported

that lack of time caused by work overload often prevents them from reflecting properly.
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For example, P5 said, “We don't have time for that, most of the time”. P2 explained the
lack of time by “the very tight work schedule”.

Another issue that disturbs the RP of the participants is the “fear of the new”
reported by P4, though she belongs to the category of teachers with moderate experience.
P2, who is one of the most experienced teachers in the sample, defined the problem as “the
generally accepted canon” and explained it as follows:

Sometimes you are unhappy about something and you think it is not right. But

when you think of ways to improve the situation, you unconsciously follow some

standards and think that it should be done in a certain way. And you have to
squeeze your reflection into these standards.

The experienced teachers have been exposed to the Soviet and early Kazakhstani
systems of education, which were highly prescriptive, for a long time. The difficulty of
implementing innovations may have been caused by the influence of that experience.

The participants were also asked to suggest measures that they believe to be useful
to improve their own RP and those of their colleagues. Their responses vary from
establishing strict school requirements to self-education. Along with this, all the
participants emphasized the need for training in the strategies of reflection and guidance on
the part of the school administration. Most of the participants would like some time on the
weekly timetable to be allocated for reflection. Also, they would appreciate a unified form
for written reflection. The general perception of the ways to improve the RP of teachers
may be illustrated by the following excerpt from the interview with P7, who is an English
and GP teacher with considerable experience:

... it will be kind of more beneficial for teachers if we had, you know, some kind of

not requirements, but some kind of, like, you know... guided reflection ...

Sometimes I think that... on the daily basis, we kind of skip reflection, especially

this written form ... because we are not provided, maybe, with some kind of special

requirements, opportunities ... Maybe just allocate more time, have more teachers
come together, and have this, maybe, like, time for reflection ... also maybe have
some kind of special schedule for this. That will be great. Or maybe also it will be
great if, for example, it will be kind of like team reflection, you know ... And that

will be kind of systematically ... it will be great if we kind of like record all these
things and we can also talk to maybe the administration. You know, maybe some
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teachers can be shown some strategies, some common strategies to be used to

reflect ... But it will be great if we have some kind of workshops, seminars for

teachers, just maybe demonstrate some... yes, teacher reflection, strategies about it
and common practices to share.

In general, the descriptions of difficulties connected with RP suggested by the
participants were, to a great extent, alike. However, new teachers tend to mention the time
problem more frequently than more experienced ones while the latter appear to be affected
by their past experiences in their reflection over current events.

When asked to explain how they cope with the difficulties, the participants did not
mention any specific strategies and their explanations may be summarized as “we just
survive” (P5). Overall, teachers appear to need guidance and training in RP in combination
with administrative support. An interesting finding is that languages and humanities
teachers tend to require stricter guidelines while science and mathematics teachers would
prefer more freedom in their RP. This may be a result of the style of management in their

respective departments, which either does not provide enough guidance in the case of

languages and humanities or is too restrictive in the case of science and mathematics.

4.7 Conclusion

The purpose of this chapter was to present the findings obtained through the
analysis of the discourse of the interviews with the participants. As for the perceptions of
reflection and RP, the analysis revealed that the participants perceive reflection as cyclic
retrospective analysis leading to the improvement of teaching practice and the skill of
reflection as developing naturally with experience. Regarding the use of RP, the
participants reported that writing and conversations with colleagues are the most
significant factors contributing to their RP. In addition, the content of their reflection was
considered. The two main types of the content of reflection that were identified are student
behavior and attitudes and the quality of curriculum delivery and acquisition. Finally, the

difficulties that teachers face in their RP and the measures that they see as capable of
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improving their RP were analyzed. The key difficulties were reported to be lack of time

and fear of introducing something new. The participants suggested a variety of ways to

improve their RP that amount to providing time and guidance.
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Chapter 5. Discussion

5.1 Introduction

The purpose of this chapter is to interpret the findings of the present study in
relation to the research questions set at the beginning of the project and discuss them in
relation to the literature in the field of teacher reflection. As a result, an understanding of
the experiences of teachers related to the use of reflective practices (RP) and their
perceptions of themselves as reflective practitioners will be formed. The chapter will be
structured according to the research questions and will shed light on how teachers reflect,
how they think about reflection, what difficulties they face and how, in their view, these

difficulties may be overcome.

5.2 Perceptions of Reflection and Reflective Practices

The first question that this study sought to answer was how teachers perceive
reflection and RP. The findings suggest that, for the participants, reflection is an integral
and very important part of the teaching profession. A definition of reflection derived from
summarizing their responses is that reflection is a cyclic process of retrospective analysis
that develops naturally as a response to practice and leads to its improvement.

The importance that teacher practitioners attribute to reflection seems to have
resulted from the current transition of Kazakhstani education to the “post-method era’
where teachers no longer have to blindly follow the generally accepted canon or
instructions from “the center” but, on the contrary, are expected to analyze their practice
and create solutions appropriate for their specific context (Kumaravadivelu, 2001, p. 539
as cited in Fat’hi & Behzadpour, 2011, p.242). However, the participants appear to be still
affected by the past when they report “fear of the new” and the urge to rely on generally

accepted practices.
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As for the definition of reflection collectively constructed by the participants as
retrospective analysis of practice, it resonates with Schon’s notion of ‘reflection on action’,
i.e. analysis of a past action (Schon, 1983, 1987). Yet, the participants also perceive
reflection as a cyclic process that leads to the improvement of their practice in the future.
This is in line with Schon’s ideas of ‘reflection for action’, i.e. planning future actions, and
formation of ‘artistry’ (Schon, 1983, 1987). The idea of a cycle of reflection that arises
from the findings is also reflected in the literature. For example, Jay and Johnson describe
reflection as a series of actions that ends with “new questions arising and the process
spiraling onward” (Jay and Johnson, 2002, p. 76 in Fat’hi & Behzadpour, 2011, p.243).
This highlights the discussion in the literature about whether and how much reflection is
rooted in practice. The findings suggest that reflection is always based on a past action as
teachers reflect on a lesson that they have already conducted. However, their RP involve
analyzing implications for their further practice. A resolution of this controversy may be
that reflection is a complex process consisting of a series of tightly interconnected stages
directed both to the past and to the future. This conclusion is supported by the most recent
definitions of reflection, such as Clara’s (2015), where it is understood as “continuous
interplay between inference and observation” (p.267).

Another issue related to the nature of reflection that is widely debated in the
literature is whether reflective thinking can be taught and developed through external
intervention or develops naturally (Yost, Sentner, & Forlenza-Bailey, 2000). The findings
clearly indicate that the participants perceive reflective skills as developing naturally with
experience. This is confirmed by the fact that more experienced teachers tend to be more
consistent in their definitions of reflection and descriptions of the process of reflection that

they perform. They are also more confident describing the ways in which RP positively

affect their teaching and professional development. However, the participants highly value
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mentoring and insist on the necessity of some educational input for the improvement of
their RP. This means that they believe in the efficiency of external intervention, which is in
conflict with the previous finding. A resolution to this conflict may be an assumption that,
though reflective skills develop naturally with experience, external intervention may
potentially enhance this process.

Similarly, many authors doubt whether reflection leads to the improvement of
practice (Calderhead, 1989, Zeichner, 1994, Cornford, 2006, Fat’hi & Behzadpour, 2011).
Though the findings do not give a direct answer to this question, they imply that, from the
perception of the participants, RP are always aimed at higher quality of teaching in the
future. The participants have clearly stated that, as a result of their RP, they enhance the
quality of subsequent lessons and their teaching practice in general.

In conclusion, the participants perceive reflection as a cyclic process of
retrospective analysis rooted in practice and leading to its improvement. They also
perceive reflective skills as developing naturally. Overall, the findings are consistent with
the state-of-the-art described in the literature and contribute to the understanding of the
purpose of reflection by confirming that it entails a higher quality of teaching practice.

However, the perception of the participants that reflective skills develop naturally

contradicts the current views of the scholars.

5.3 Use of Reflective Practices

Another question that this study aimed to answer was how teachers use reflection in
their daily practices. The findings indicate that, despite the generally positive attitude to
reflection, the RP of the participants are, to a great extent, intuitive and lack consistency.
Though some of them, occasionally or with certain regularity, make notes in their note
books or in the reflective section of the standard lesson plan, they do not use any specific

tools or strategies for reflection. However, the finding about the lack of regularity in the
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RP of the participants contradicts another one in which they claim to be reflecting all the
time, even when off-work. This situation may be explained by the fact that the participants
admitted to not having been trained in RP and to being unfamiliar with any literature in this
domain. Moreover, these findings confirm Finlay’s conclusion in which she claims that
practitioners tend to use formal reflection only occasionally and their ongoing RP are more
tacit (Finlay, 2008, p.2).

As for the use of specific reflective strategies, the literature suggests a wide range,
including action research, ethnography, supervisory approaches, curriculum analysis and
development (Zeichner, 1987, p. 568), writing, in one form or another, being mentioned by
most of the authors (Zeichner, 1987, Sparks-Langer & Berstein Colton, 1991, Yost,
Sentner, & Forlenza-Bailey, 2000, Lee, 2005, p. 713, Farrell, 2008). Moreover, writing is
characterized by researchers as a promising activity in terms of developing reflective skills
(Yost, Sentner, & Forlenza-Bailey, 2000). The findings of this study reveal that the
participants also attach a high value to the role of writing in their RP, though they use it
inconsistently. The inconsistency is especially evident among less experienced teachers,
which is in line with the results of the research by Chitpin and Simon, whose participants
were pre-service teachers and initially perceived written reflection as a difficult and time-
consuming task but later began to appreciate its contribution to their professional
development (Chitpin & Simon, 2009).

It is important to note, that the participants of the present study do not use any other
strategies, apart from writing. This is probably due to the lack of knowledge and training as
well as incentive on the part of the school administration. It was surprising to find that,
although most of the participants participate in action research and lesson study projects,

they do not perceive them as RP and do not mention them in relation to reflection

strategies. Even when it comes to writing, literature suggests a wide range of electronically
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assisted writing strategies, such as electronic reflective journals, blogs, online conferences
with instructors and peer teachers (Oner, Adadan, 2011, Jones, 2014, Ikpeze, 2010,
McCormack, 2010). Unfortunately, these are totally omitted by the participants. Some
researchers claim that technology may enhance reflective skills (McCormack, 2010, Brent,
2010). However, the participants of this study did not report any data on the use of
technology in their RP. This cannot be attributed to problems with access to technology
because the school is very well equipped. Some possible reasons for this could be again
lack of training and administrative incentive. As a result, it is impossible to evaluate the
efficiency of writing or any other reflection strategy in the context of the participants.
Another practical aspect of RP that has attracted the attention of the researchers in
this domain is collaboration with others. They emphasize that reflection may be both
individual and collaborative (Finlay, 2008, Jay and Johnson, 2002 in Fat’hi & Behzadpour,
2011), though there are opinions that critical or constructivist dialogue may enhance the
quality of reflection (Sparks-Langer & Berstein Colton, 1991, Yost, Sentner, & Forlenza-
Bailey, 2000). This is in complete conformity with the findings that suggest that, though
the participants reflect both individually and in collaboration with their colleagues, they
perceive the role of their colleagues in their RP as highly important and productive.
Mostly, they co-reflect with a peer who teaches the same subject in the same grades, but
less experienced teachers tend to rely, to a great extent, on the assistance of their mentors.
This confirms the claims of Sparks-Langer and Berstein Colton that “novices should be
taught the schemata of experts” (Sparks-Langer & Berstein Colton, 1991, pp. 38-39) as
well as those of Yost, Sentner, and Forlenza-Bailey who suggest that supervised practical

experiences are necessary to develop reflective skills (Yost, Sentner, & Forlenza-Bailey,

2000, pp. 41-42).
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In addition, some researchers state that reflective skills are best developed in
learning communities (Kabilan, 2007, p. 698) or teacher development groups (Farrell,
2008, p.2), which is also confirmed by the findings that suggest that the school where the
study was conducted has, to a certain extent, developed a reflective environment promoting
reflection. This environment includes the general support of RP by the administration, the
requirement for a teacher to be reflective stated in the documents, the presence of a
reflective section in the standard lesson plan. Moreover, the participants attach great value
to the school environment in terms of the development of their RP.

Although, according to the existing literature that the researcher could access, the
content of RP has not been explored by the researchers, this study reveals that different
participants reflect on different aspects of their teaching practices. Thus, novice teachers
tend to focus on the emotional and psychological aspects of a specific lesson, such as
student behavior, probably, because they do not fully understand all the complexity of the
educational process and want to solve their immediate problems, whereas more
experienced teachers mostly reflect on the quality of curriculum delivery and their own
evolution as a teacher. This confirms the idea that reflective skills, namely the levels of
reflection (Larrivee, 2008), develop with experience.

To conclude, the findings of this study generally confirm the ideas expressed in the
literature about the practical aspects of RP, such as writing and collaboration with
colleagues. Yet, many of the modern research projects investigating the use of specific
reflective strategies, for example, technology-assisted RP, cannot be linked to this study as,
according to its findings, the range of strategies employed by the participants is limited to

writing occasional notes and discussing certain issues with colleagues. Meanwhile, this

study contributes to the research in the domain of teacher reflection by identifying two
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types of content concerning the RP of teachers: emotional/psychological issues and

curriculum-related issues.

5.4 Difficulties in Reflective Practices

This study also aimed to construct an understanding of the difficulties that the
participants face in their RP. Surprisingly, the findings indicate that there are no significant
obstacles to the RP of the participants except for lack of time. This corresponds to the
description of the barriers that hinder reflection in novice teachers by Hatton and Smith,
who mention the time factor as one of the key problems (Hatton and Smith, 1994, pp.36-
37). The researchers also list “lack of suitable knowledge” and “negative reactions to the
demands for reflection” (Hatton and Smith, 1994, pp.36-37) among the important barriers,
which is in line with the finding that the majority of participants would like to receive
some training in the domain of RP and keep their RP informal.

It is interesting that, although the participants have clearly stated that there are no
problems in their RP, they have also listed a number of ways that, in their opinion, could
improve their RP. Among such measures, more guidance from the school administration
and training in the practical strategies of teacher reflection, more formal framework for
reflection including a time allocated for RP and a unified form for written reflection were
mentioned. These ideas are consistent with the results of recent research. For example,
Whipp asserts that successful reflection has to be scaffolded by an instructor (Whipp,
2003, p. 331). Welch and James prove the necessity of a “user-friendly template” for
reflection. Yost, Sentner, and Forlenza-Bailey (2000) recommend “supervised practical
experiences” and “personally meaningful knowledge base” as ways to enhance reflective
skills (pp. 40-41).

Overall, a conclusion can be made that the participants do not see any difficulties

inhibiting their RP, apart from lack of time and training. This may be connected to either
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their lack of knowledge on the subject or their reluctance to disclose facts that may
negatively affect their careers. However, the participants suggested multiple ways to

improve their RP that are in line with the suggestions of the existing literature.

5.6 Conclusion
In this chapter, the findings pertaining to the research questions about the
perceptions of participants regarding RP, their use of RP, and the difficulties faced by the
participants in their RP have been discussed in relation to the scholarly literature on
reflection. Overall, the findings are consistent with the ideas of the researchers in the
domain of reflection in the following aspects:
- Reflection is a cyclic process of retrospective analysis aimed at the improvement of
practice.
- Writing is an effective tool of reflection.
- Collaboration with colleagues enhances reflection.
- Lack of time may be an obstacle to reflection.
- RP require guidance and scaffolding in the form of, for example, templates.
However, there are the following contradictions between the findings and the
literature:
- The findings suggest that reflective skills develop naturally, though some
researchers claim that they have to be taught.
- According to the findings, reflection leads to the improvement of practice, though
there are doubts about this expressed in the literature.
- While literature suggests various strategies of reflection, the participants rely solely

on writing, which, in their case, is used inconsistently.
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- The findings imply that there are two types of reflection regarding its content:

emotional/psychological and curriculum-related, while this issue is not discussed in

the literature.
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Chapter 6. Conclusions and Recommendations
In this chapter, the findings of this study will be summarized in order to answer the
research questions. As a result, conclusions will be made and the degree of the research

purpose achievement will be evaluated. In addition, recommendations for major

stakeholders will be suggested as well as implications for further research.

6.1 Summary of the Research Findings

The purpose of this study was to explore the experiences of teachers related to the
use of reflective practices (RP) and the underlying perceptions about teachers as reflective
practitioners. The following questions were posed at the beginning of the study:

Main question was as follows:

What are the experiences and perceptions of teachers related to the use or RP?
Sub-questions:

1. How do teachers perceive their RP and themselves as reflective practitioners?
2. How do teachers use RP in their work and professional development?
3. What are the difficulties that teachers face in their RP?

The findings suggest the following answers to these research questions.

6.1.1 How do teachers perceive their RP and themselves as reflective
practitioners? The participants perceive reflection as a cyclic process of retrospective
analysis rooted in practice and leading to its improvement. Also, they perceive RP as a
highly important integral component of the teaching profession. In addition, participants
perceive reflective skills as developing naturally as experience is accumulated.

6.1.2 How do teachers use RP in their work and professional development?
The main aspects of the use of RP by the participants are writing and collaboration with
colleagues. Though the participants attach a high importance to the role of writing in their

RP, they use it rather inconsistently. Moreover, they do not use any specific strategies for
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reflection. Informal conversations with colleagues are also perceived by the participants as
being an important contribution to their RP. As for the content of the RP of participants,
two types were identified: emotional/psychological issues and curriculum-related issues.

6.1.3 What are the difficulties that teachers face in their RP? The major
difficulties faced by the participants are lack of time and training in the domain of RP.
They have also reported lack of administrative incentive.

A conclusion can be made that, in spite of the fact that the participants perceive
reflection as a highly important element of teaching practice and their understanding of the
nature of reflection is in line with scholarly definitions, the lack of policy, either at the
school or the nation-wide level, adversely interferes with the effective use of RP. With no
clear policy in place establishing guidelines, standards and procedures of RP for teachers,
inconsistencies arise as was noted with participants in this study. Challenges such as lack
of knowledge in the domain of reflective strategies also can surface due to lack of clear,
comprehensible policy. Overall, the purpose of the research project may be considered
achieved because now we know how teachers in a specific school reflect, how they think
about reflection, and what difficulties they face in their RP.

This knowledge may be beneficial for a number of stakeholders. First, the teachers
who participated in the research are more aware now about their own RP and the potential
of reflection to enhance their teaching practice and professional development. Moreover,
they may share this knowledge with their professional community, including that beyond
the school. Second, the policymakers at the level of the school administration, the NIS top
management, and the Education and Science Ministry now have a starting point for further
research in order to develop a policy guiding teacher reflection throughout the whole

education system of the country. For this purpose, the following recommendations may be

of use.
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6.2 Recommendations

Based on the conclusions above, the main recommendation that would solve the
problem of lack of policy guiding the RP of teachers raised in this study is to develop a
state policy guiding teacher reflection. There should be a pronounced requirement for
teachers to reflect in a formal manner on a regular basis. However, the requirements should
be balanced so as not to increase the workload of teachers who have mentioned the
problem of lack of time and the importance of informal RP. It is also crucial to offer
training for teachers in strategies promoting effective RP and tools, such as, for example, a
template of a reflective journal in paper or electronic form and a protocol for collaborative
reflection and mentoring practices.

The same recommendations apply to the decision-makers of the specific school
where the study was conducted. The management of this school is quite autonomous and
can introduce a more rigorous system of teacher reflection without seeking the permission
of the Education and Science Ministry. The school administration should raise the
awareness of teachers about RP highlighting their potential to improve their teaching and
student achievement as well as suggest support in the form of educational input, time
management, and reflective tools mentioned above. Moreover, the school administration
should create an environment promoting teacher reflection. For example, they could
arrange discussions on reflective experiences and sharing best practices in this area.

In addition, NIS is traditionally perceived as a leader in educational innovation and
its experience is to be disseminated to mainstream schools. Consequently, if a successful

system of teacher reflection were to be established in the school where this research was

conducted, it could be shared with the other schools of the region.

6.3 Implications for further research

This research project was focused on exploring the reflective experiences of
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specific participants and had certain time constraints. As a result, it had its own limitations,
such as the limited coverage of participants and the reliance on a single data collection
instrument. Consequently, the results of this study cannot be generalized. That is why it
would be beneficial to conduct a study that would explore the RP of teachers representing
different types of educational institutions in order to develop a comprehensive policy
regarding teacher reflection.

Moreover, some questions about teacher reflection, mentioned in the literature as
well as in this study, remain unanswered. These include whether and how teacher
reflection can be taught or improved, whether it leads to the improvement of practice, what
the stages of the reflective process are. It would also be interesting to investigate how
guided refection (e.g. with a mentor) affects the development of reflective skills in novice
teachers. A more comprehensive picture of teacher reflection may be obtained through a
longitudinal study employing a greater variety of data collection methods, such as
document analysis (e.g. analysis of reflective journals) and observation (e.g. guided
reflection meetings). Such a study would supply data on how the RP of teachers develop
over time. In addition, this study has revealed that the content of reflection may vary, and it
would be interesting to explore this issue in a greater depth to understand the factors
affecting the variation.

Finally, neither this study nor the literature give a definitive answer as to the
effective methods to develop reflective skills. Consequently, it would be beneficial for the
whole pedagogical community to conduct a study that would compare and experimentally

prove the effectiveness of certain methods currently employed to develop reflective skills

or suggest and test a new method.
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Appendix A
Interview Protocol

Project: Reflective practices: the experiences of teachers in one NIS school in Kazakhstan
Time of Interview:

Date:

Place:

Interviewer:

Interviewee:

Position of Interviewee:

Thank you for agreeing to participate in this interview. It will help me to collect data for
my research project on the experiences of teachers related to RP. Do you mind recording
our conversation? Please be assured that the recording and your responses will be kept
confidential and used solely for research purposes. Your name will not be revealed at any
stage. The interview will take 40-60 minutes. Your participation is voluntary and you have
the right to withdraw your consent or discontinue participation at any time. Please read and
sign the consent form.

Questions:

Background information

1. Please tell me about yourself.

e What subject do you teach? What grades?

e How long have you been working as a teacher? How long have you been working in

NIS?
RQ1

2. How do you understand teacher reflection?
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What is the role of reflection in your teaching?
How does reflection help you to improve your teaching practice / your students’

learning?

RQ2

How do you reflect on your teaching practice?

Do you have any kind of journal where you write down your thoughts about your
teaching? How often do you do it?

Do you discuss your teaching with your colleagues? Do you do it on a regular basis?
Do you take any kind of notes?

Do you have a mentor? Describe your work together.

How do you use the reflection section of the lesson plan? What do you usually write
there?

Do you know about any requirements of your school regarding teacher reflection?
What are they?

What strategies of teacher reflection do you find useful? Why?

RQ 3&4

4.

5.

Are there any circumstances that make it difficult for you to reflect? How can the
problems be solved?

Do you have enough time?

Do you think you need training in this area?

Do you need support of a more experienced colleague?

How can the reflective practices of the teachers in your school be improved?

Closing question

6.

Is there anything that you would like to add to our conversation? Anything that | have

not asked but you think is important for me to know?
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Thank you for your cooperation and participation in this interview. Please be assured that
your responses will be kept confidential and the recording will be electronically protected.

I will make sure to send you the transcript for you to verify your answers.
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IIpoToKoJ HHTEPBLIO

[Ipoekt: Peduiekcust B pabote yuurens: onbIT yunteneit oqnoit HUII B Kazaxcrane
Bpewmst uHTEpBBIO:
Jara:
Mecro:
Hccnenosarens:
Y4acTHUK:
JIOJKHOCTB y4acTHHUKA!

Crnacu00, 9TO COTTIACUIIMCh IPUHATH YYaCTHE B ’TOM HHTEPBBIO. DTO IOMOXKET MHE B
cOope TaHHBIX JUIsI MOETO UCCIIC0OBAHMS OTBITa YUUTENEH B OTHOIIEHUH peduiekcuu. Bol
HE MMPOTHUB 3aMKCH HAIlleTo pa3roBopa? JTa 3anuch U Barm oTBeTh OyAyT HCIIOIB30BATHCA
KOH(HICHIIMATIBHO M UCKIIOUYUTEIBHO B LENAX JAHHOTO HccieloBaHus. Baie nms He
OyZeT UCIoJIb30BaThCsl HU Ha OJTHOM U3 3TanoB. HTepBhIo 3aiimer nmpumMepHo 40-60
MUHYT. Bamie ygactre abcosoTHO J0OpOBOILHO M BBl MMeeTe mpaBo 0TKa3aThCs OT
yuactus B mo0oe Bpemst. [Toxkanyiicta, mpodyTuTe u moAnuIuTe Gopmy coriacus.
Bomnpocksr:

O6mas nahopmanus

1. TToxxanyiicra, pacckaxure MHE o cebe.

e Kaxoii mpeamer Bol npenonaere, B kakux kmaccax?

e (Ckonbko BwI yxxe padoraete yuutenem? Ckonbko Bel paboraere B HUIII?

B1

2. Kak Bbl moanmaete peduiekcuio B padoTe yauTens?

e Kakyto pons urpaer pedraexcus B Bareii pabore?

e Kak peduexcus momoraer Bam yiy4miarh Barry paboty / pe3ynbraTsl 00ydeHHs

Bamux yuyeHukoB?
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B2
3. Kak Br1 ucnons3yere pedexcuio B cBoeii pabore?
e Bri Benere kakoi-nmu60 pedieKCUBHBIN THEBHHUK, TI€ Bbl 3aIIMCHIBAETE CBOU MBICIH O
cBoeii pabote? Kak gacto Bei 5T0 nemaere?
e Br1 o0cyxmaere cBo paboTy ¢ kKoyuteramMu? Bel nenaere 3o perynspHo? Bel Benete
KaKHe-TO 3aIUCH?
e V¥V Bac ectb MeHTOp? ONHUIIIATE CBOIO COBMECTHYIO padoTy.
e Kaxk Br1 ucnionb3yere pazaen ans pedrekcun B mane ypoka? Kakue 3anvcu Bl
0OBIYHO TaMm Jeraere?
e Brbl 3HaeTe 0 KaKUX-TU00 TPEOOBAHMX IIKOJIBI B OTHOIICHUH pe(IIeKCUU yauTems?
KaxoBsl onn?
e Kakue cTpaterun peduiekcuu yunurens Bol cauraere nonesnsiMu? [logemy?
B3&4
4. CymiecTByeT Ju 4TO-TO, 4yTo MemaeT Bam pedrekcupoBars? Kak MOKHO pemnuTh 3TH
poOIEMBI?
e ¥V Bac 10CcTaToO4YHO BPEMEHH?
e Bawm HyxHO 00y4yeHue 1o 3Toii Teme?
e Bawm HyXHa ToMoIIs 60Jiee OMBITHOTO KOJIJIETH?
5. Kak MOxHO ynyumuTh peduiekcuto yauTenei B Bameit mkoie?
3aKJIFOYUTEIBHBIA BOIPOC
6. Bol Ob1 x0TENM 4TO-1M00 100aBUTH? MOKET OBITH, I HE CIIPOCHIIA O YEM-TO, UTO BbI
CUMTaeTe BaXKHBIM B 3TOH CBSI3U?
Cnacub6o 3a Bamie ygactue. Bamm oTBeTsl Oy1yT XpaHUTbCS KOHPHUIACHITUAIBHO, U 3aIHCh

OyJleT XpaHHUTHCS TOJT AIEKTPOHHOM 3amuToi. S mpunuio Bam pacumdpoBky 3anucH,

yT0OBI BBI MOTIIM TPOBEPUTH CBOU OTBETHI.
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Informed Consent Form
Reflective practices: the experiences of teachers in one NIS school in Kazakhstan

Dear Participant,

DESCRIPTION: You are invited to participate in a study of the experiences of teachers
related to the use of reflective practices conducted by Xeniya Artamonova, a 2™ year
M.Sc. in Educational Leadership student at Nazarbayev University. You will be asked to
participate in a one-on-one interview, which will not take more than an hour, at any time
and venue convenient for you. Your participation is entirely voluntary. The interview will
be recorded with your permission and the recording will be transcribed. Your name will
not be revealed at any stage (a code will be used instead), so your anonymity will be
protected. You will receive an electronic copy of the transcript in order to eliminate any
potential misunderstanding. All the data will be kept confidential on a password-protected
computer and deleted after the completion of data analysis.

TIME INVOLVEMENT: Your participation will take approximately 1 hour.

RISKS AND BENEFITS: You may have to share information that is sensitive in terms of
your employment and career. The potential risk may be connected with your sharing
information about your professional life and an opinion about the organization of the
reflective practices of teachers in your school. Please be assured that all the information
will be treated as confidential and used solely for research purposes. Your participation in
this study will not affect your relationship with your employer or Nazarbayev University.
You may benefit from your participation in this study by becoming more aware of your
own reflective practices. The study as a whole will contribute to the pool of knowledge
about the reflective practices of teachers in Kazakhstan and may inform the policy in this
domain.

PARTICIPANT’S RIGHTS: If you have read this form and have decided to
participate in this project, please understand your participation is voluntary and you have
the right to withdraw your consent or discontinue participation at any time without
penalty or loss of benefits to which you are otherwise entitled. The alternative is not to
participate. You have the right to refuse to answer particular questions. The results of this
research study may be presented at scientific or professional meetings or published in
scientific journals.

CONTACT INFORMATION:

If you have any questions, concerns or complaints about this research, its
procedures, risks and benefits, contact the Master’s Thesis Supervisor Dilrabo Jonbekova,
PhD, e-mail: dilrabo.jonbekova@nu.edu.kz.

If you are not satisfied with how this study is being conducted, or if you have any
concerns, complaints, or general questions about the research or your rights as a
participant, please contact the NUGSE Research Committee to speak to someone


mailto:dilrabo.jonbekova@nu.edu.kz
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independent of the research team at +7 7172 709359. You can also write an email to the
NUGSE Research Committee at gse researchcommittee@nu.edu.kz

Please sign this consent from if you agree to participate in this study.

Signature: Date:

I have carefully read the information provided,;

I have been given full information regarding the purpose and procedures of the
study;

| understand how the data collected will be used, and that any confidential
information will be seen only by the researchers and will not be revealed to anyone

else;

I understand that | am free to withdraw from the study at any time without giving a
reason;

With full knowledge of all foregoing, I agree, of my own free will, to participate in
this study.

YOUR PARTICIPATION IS HIGHLY APPRECIATED!

The extra copy of this signed and dated consent form is for you to keep.
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®OPMA UTHO®OPMALIMOHHOI'O COI'JIACUA

Reflective practices: the experiences of teachers in one NIS school in Kazakhstan

YBaxaeMblid y4aCTHHUK!

OIINCAHME: Bl npuriameHbl IpUHATh y4aCTHE B UCCIIECIOBAHUY 10 U3YUEHUIO
peduiekcuu B paboTe yuutens, koropoe npoBoauT Kcenust ApraMoHOBa, MarucTpant 2
Kypca 1o crienuaibHOCTH «JInaepcTBo B oOpazoBanum» Hazap6aeB YHusepcurera. Bam
OyZeT NpeasIoKEHO MPUHATH YIaCTHE B MHTEPBBIO, OJMH Ha OJIMH C UCCIIE0BATEIIEM,
KOTOpOE 3aiiMeT He 0osiee 0HOTO Yaca U OyieT MPOXOAUTh B JIF000e yaooHoe miist Bac
BpeMs U B II000M yno0HOM 1715t Bac mecrte. Baiie yuactue siBisieTcst abCOITIOTHO
no6poBosbHBIM. C Barero pa3penienuns, HHTEpBbIO Oy/IE€T 3amucaHo U paciugpoBaHo.
Barre nmMst He OyzieT yka3bIBaThCs HM HA OJTHOM KX 3TaroB (OyIeT 3aMEHEHO KOJIOM),
TakuM oOpa3zoM OyJeT coxpaHeHa Baira aHOHUMHOCTB. BbI osTydnTe 37K TPOHHBIHA
BapUaHT paciu(ppoBKH, YTOOBI HCKIIOUUTH JH000€ BO3MOKHOE HeloloHNMaHue. Bee
JTaHHbIEe OYAYT XpaHUTHCS KOHPHUACHLINATHHO HAa KOMITBIOTEPE UCCIIEIOBATET,
3aIIUIIICHHOM TTapoJieM, U OyIyT yJalleHbI 110 3aBEPIICHUN aHAIN3a JaHHBIX.

BPEMS YYACTMUSA: Bame yyactue notpedyet okoio 1 yaca.
PUCKHU U IPEUMYIIECTBA:

Bo3moxxno, Bam mpunercs mopenutbes uHpopManmei, KoTopas BaxHa uid Bameit
paboTel M Kapbephbl. BO3MOXHBIH PHUCK CBSI3aH C packpbiTheM uH(opMmanuu o Barmeit
npoeCCHOHATLHON JIeATEIFHOCTH M MHEHHMs 00 opraHu3anuu pediexcuu B Bameit
mkoie. 3aBepseM Bac, uro Bcsa wuH(OpManus Oyaer paccMaTpUBaThCS  Kak
KOH(HICHIIMATIbHAs ¥ HCIIOJb30BAThCS MCKIIOUUTENILHO B LESIX HCCiefoBaHus. Barie
ydacTieé B OTOM MCCIEAOBAaHMM HE NOBIMAECT Ha Bamm oTtHomeHusa ¢ Bamum
pabotonarenem u HazapbaeB YHHUBEPCUTETOM.

Bbl MOkeTe MOIy4YuTh MPEUMYILIECTBO OT y4acTHs B JAaHHOM MCCIIEOBAaHUH, TIIyOxe
0CO3HaB CBOM COOCTBEHHBIN MOX0 K pednekcun. MccnenqoBanue B 11€710M BHECET BKIIA]T B
pa3BUTHE HAYYHBIX 3HAHUHN O peduiekcuu yuurtenas B Kazaxcrane m MOXKET MOCIYKUTh
OCHOBOMH /17151 BBIPAOOTKH IOJIUTHUKH B JAHHOM OTHOILLICHHH.

IMPABA YYUACTHMUMKOB: Eciiu Bel npounTtanu ganayro GopMy U PEeIInId IPUHATh
y4JacTHe B JaHHOM HCCIIeI0BaHUH, BbI JOKHBI TOHUMATh, 4To Baie yuacTtue sBisercs
J0OpPOBOJIFHBIM U UTO y Bac ecTh mpaBo 0TO3BaTh CBOE COTJIaCHE MM MIPEKPATUTh
ydacTue B J1o0oe BpeMs 0e3 mTpadHbIX caHKIuii. B kauecTBe anbTepHAaTUBBI, BB
MOKETe HE YJ9acTBOBATh B HcCiIeoBaHNH. Taxke Bbl nMeere nmpaBo He OTBeyaTh Ha
KaKHe-JIMOO BOMPOCHL. Pe3ybTaThl JAHHOTO UCCIIEIOBAHUS MOTYT OBITh MPE/ICTaBICHBI
WM OMYOJIMKOBAHbBI B HAYYHBIX MM NPO(ECCHOHATBHBIX HENSX.

KOHTAKTHASI HHOOPMAILIUS:
Bonpocsr: Eciiu y Bac ectb BOnmpochkl, 3aMe4aHusl WK Kallo0bl 110 TTOBOAY JAHHOTO

UCCIIEN0BAHMS, IPOLEAYPBI €0 IIPOBEICHUS, PUCKOB U IIPEUMYILECTB, BbI MoxkeTe
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CBSI3aThCS C C pyKOBOJUTENIEM HCCIIeIOBAHUSA, UCIIONB3YS Cleayromue nanubie: Jninbppado

JKoubekora, PhD, e-mail: dilrabo.jonbekova@nu.edu.kz.

He3aBucumeble koHTaKkThI: Eciii Bel He yZ0BIETBOPEHBI IPOBEAECHUEM JAHHOIO
UCCIIEIOBaHMs, €Cl Y Bac BO3HUKIN Kakue-1100 mpooieMbl, Kano0bl UM BOIPOCHI, Bl
moxere cBsizaThes ¢ Komurerom HccnenoBanmii Beicmeit Hkonasr OOpa3oBanus
Hazap6aeB YHuBepcutera o renedony +7 7172 70 93 59 unu oTnpaBuTh MUCHMO HA
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Interview Transcript Sample

005
Q — question
A —answer
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Raw data Codes

Themes

Notes

Q: thank you for agreeing to participate
in this interview. It will help me to
collect data for my research project on
the experiences of teachers related
reflective practices. Do you mind
recording our conversation?

A: No, no.

Q: Please, be assured that the recording
and your responses will be kept
confidential and used solely for
research purposes. Your name will not
be revealed at any stage. The interview
will take about 40 minutes. Your
participation is voluntary and you have
the right to withdraw your consent or
discontinue participation at any time.
Pleas, read and sign the consent form.
A: Ok.

Q: Ok, tell me about yourself. What background
subject do you teach? Which grades? information
A: So, | teach basically 7th grade only,
English language. I've got 5 different
classes from A to E. Two Kazakh class
and two...no, three Kazakh and two
Russian.

Q: Wow. so many.

A: Yeah.

Q:Ok. How long have you been
working as teacher?

A: I've been working as teacher for 4
years, more than 4 years, if you would
know. Before working here, | worked in
different courses, language courses.
Last year | worked in college of foreign
languages "Lingva" and this year I
started working here, this school.
Before that | have never worked in the
school.

Q: Ok. So this is your first year as a looking back,

school teacher. Ok. How do you evaluation
understand "teacher reflection™? What
Is it for you?

retrospective
analysis

Little
experience,
new to this
school
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| |:(>

Q: Ok. How do you personally reflect?

Can you describe the process?

A: Usually I don't spend a lot of time

on it. Since we tend to, | tend to focus
on other stuff. More preparing to the
next day and things like that. And, I

, SO
everything like that. After the lesson.
Q: Do you make any formal notes? Do
you have a diary? or Do you use the
section of the lesson plan?

I

After
the lessons usually, 1 usually go to the
next lesson or I go to lunch or I go to
seminars or things like that. And when
the work is done, when it's five o'clock
I rush to home, because I'm tired and
just prepare for the next day. That's why

|

. In the beginning | used to do that,
because in the beginning I didn't
understand [noise] and I didn't plan the

self-
evaluation

writing
lack of time

improvement of
practice due to
RP

problem of time  Seems to

writing attribute all
problems to
lack of time
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lesson in the beginning, 1 just received

the plan and just did it for my learners,

for my students and that's all. Since |

have started planning the lessons, |

don't usually have a lot of time to

reflect on them.

Q: So you mean, you don't reflect in the

written form or you don't reflect at all?

A: No, | don't reflect in written form.

Q: But still, you think about how the

lesson went?

A: Think and just maybe check, not

check, I correct some things.

Q: Do you discuss this with your colleagues the role of
colleagues? mentoring colleagues and
A: Yes, administration

Q: So this happens occasionally?

A: Mhm.

Q: Ok. Do you have a mentor or any
senior colleague, who is taking care of
you?

A: Of course.

Q: Do you discuss your reflections with
your mentor?

A

Q: So this is an organizational problem?

A: Mhm.
Q: Ok. Do you know about any formal  reflective the role of
requirements of the school regarding sectionina  administration

teacher's reflection? What are they?
A:

lesson plan
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Q: Generally, do you agree that Correcting way to
reflection is useful? It can help you mistakes improvement
improve your teaching and student's

learning?

A: Of course, | do agree with that
things, because when you do that you
can look on your mistakes, because
no one is perfect, | think, and that's
why you always do make some
mistakes, even if it's like silly and it
can be it can be silly mistakes and
when you don't reflect on that you
can just miss on that, you can just
think about it on a lesson ** Oh, |
need to change that' but when the
lesson finishes you can forget about
that. And... it will happen al the time,
S0 you can get used to it and then it
will be very difficult to get rid of in
the end, so that why, | think, when
you reflect on something like, things
like that, it will improve you teaching
techniques, methods and you as a
teacher, you will improve as a
teacher.

Q: Ok. Do know about any strategies
of reflection that you find useful?

A: 1 don't think so.

Q: So you haven't read any books, any
online sources?

A: Mhm. (No)
Q: Ok. Apart from time, are there any need for problem of lack
circumstances that make it difficult for  training of training

you to reflect?

A: No, I don't think so. I think it's just
the lack of time.

Q: Would you like to have some
education in this area?

A: Yes, of course. Well,
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Q: Thank you for this answer. Would
you like to have some help from
colleagues, from your mentor or other
colleagues in terms of reflection?

A: I don't want them, like...I don't want
to bother them, so | think it's something
that I can do on own, I can just look up
on the Internet. It's just sometimes | am
lazy and sometimes | don't want to do a
lot of things like that, but I know
that...Before that | have never thought
about that, like reflection. Before this
interview, | have never thought about
that reflection is something useful, now
that I'm talking, | understand that it is
something that I need to work on and
after the...after today I will go and
search everything | can. If after that,
when | after finish searching up on
everything on the Internet, everything
that I can. If | have questions after that
then I will ask my colleagues and my
mentor.

Q: Ok. If you were in power to change
the situation in the whole school, what
would you do? How would you change
the situation about teacher reflection?
A: I don't know. I think, the easiest way
is to find, for example, in our
department I think there a lack of
teachers. We don't have a lot of
many...not as many teachers as we need
to for our hours, for our grades, for
classes. And it will be very, if we had

Organizational
problems



REFLECTIVE PRACTICES: THE EXPERIENCES OF TEACHERS IN ONE NIS
SCHOOL IN KAZAKHSTAN

more people to work. So, teachers
can have less...

Q: Hours to teach?

A: Well, its not...it's not correct to say
that. Less hours to be... When, for
example, in a day you can have 6
lessons in a row, so you have lesson,
lesson, lesson, lesson, so you don't have
anything else to do. You cannot do
anything else, so it will be great if didn't
have, if we had a little breaks between
the lessons. Not just like 5 minutes or
10 minutes, but more. And between this
lessons it will be great to have special
like, half an hour for teachers to reflect.
SHECiaIiTEGREEMBABIE. Specially
made for.

Q: That's an interesting idea. Well,
thank you for your answers. Just one
last question is: Is there anything that
you would like to add to the
conversation? Maybe there is
something that you thing is important,
but | forgot to ask about? Would you
like to add anything?

A: 1 don't think so, because as I've told
before, I haven't thought about this
topic before this interview. That's why |
can't think about anything new to add to
this conversation.

Q: Ok. Thank you for your cooperation
and participation in this interview.
Please, be assured that responses will
be kept confidential and the recording
will be electronically protected.

A: Ok.
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