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ABSTRACT

Teacher Collaboration during the Lesson Planning Hour: Experiences of English

Teacher-Leaders at a Lyceum for Gifted Children

“Bilim-Innovation” lyceums for gifted children (BILs) provide teachers with opportunities to
collaborate by implementing the Lesson Planning Hour (LPH) that focuses on a range of
topics such as exchanging experiences, planning lessons, discussing teaching methods,
professional development, and other school-related topics. This qualitative study explores the
experiences of English teacher-leaders while collaborating with colleagues during LPH and
aims to see how the imposed form of teacher collaboration influences actual collaboration.
Also, the research addresses the concept of teacher collaboration in Kazakhstani schools for
gifted children more broadly, focusing on various characteristics of teacher collaboration: for
instance, the preferable types of collaborative practices; the process of organization of
collaborative meetings by teacher-leaders; the development of the collaborative environment
within a team; the perceived value and benefits of teacher collaboration; and factors related to
teacher collaboration. The research revealed that although LPH is imposed by the
administration, teacher collaboration can be developed and fostered into more propitious
forms of teacher collaboration in the presence of collaborative culture and friendly
environment at school. The teachers see mutual benefit from experience exchange and
professional development as the main values and benefits of teacher collaboration. Finally,

the study uncovered a set of factors that both facilitate and impede teacher collaboration.

Keywords: collaborative culture, Kazakhstan, lesson planning hour, teacher collaboration,

teacher-leader.
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Agnarma

CaﬁaKTLI JRocmapJay caraTblHAArbl M¥Fa.]IiMHiH BIHTBIMAKTACTbITbI: I[apbll-l[[bl

O0aJjianapra apHaJIFaH JUIeleri jKeTeKIli aFbLIMBIH TiJIl MyFajdiMaepinin Ta:xkipuodeci

Hapeiaael 6ananapra apaanra "birim-ManoBanus" (BWJI) nunelinepinae MyramimaepIiH
BIHTBIMAKTACTHIK Kypasibl cabakThl sxocnapiay caratel (LPH) 6ap, LPH menOepinae
TOXKIpHOE aMacy, cabaKThl )KOCIapJiay, OKBITY KOHE KOCIOU JamMy 9JIICTEePiH TaJIKbLIAY,
coHJali-aK 6acKa J1a OKbITY MaceseNepiH menry MyMKiHAiri 6ap. Camnaisl 3epTrey
OpINTECTEPMEH BIHTHIMAKTACTHIKTA aFBUIIIBIH TUTIH OKBITATBIH KOIIOACIIIBI MYFATIMIEP TIH
KUHAKTAIFaH TOKIpHOeCl jKOHE MYFaTiMIEeP BIHTBIMAKTACTHIFBIHBIH OKIMIIUTIK PETTEHTIH

TYp1 BIHTBIMAKTACTBIKKA KaJIail 9cep €TETIH/IIT1H aHBIKTayFa OaFbITTaJIFaH.

CoHBIMEH KaTap, 3epTTey JapbIH/bl Oaanapra apHAIFaH Ka3aKCTaH/bIK MEKTENITEPAET1
MYFaJiMJIep BIHTBIMAKTaCTHIFBIHBIH TYXKBIPHIMIAMAChIH KEHIHEH KapacThIPBII, OpTYpiIi
cUMaTTamajapblHa epeKle Ha3ap ayaapajbl, MbICaJIbl: O1pIECKEH )KYMBICTBIH TaHIAYJIbI
TYpJiepi, Kendacisl MyFajliMJepMeH OipieckeH Ke3/ecynepal YHbpIMAacTeIpy MpolLeci, TONTa
BIHTBIMAKTaCTBIK aTMOC(EPACHIH KYPY, MYFaTIIM/IEP bIHTBIMAKTACTBIFBIHBIH OO0JIKaM/Ibl
KYH/IBUIBIFbI MEH apTHIKIIBUIBIKTAPBI, COHANH-aK MyFaliMJIEp/IiH caralbl

BIHTBIMAKTaCTBIFbIHA 9CEP €TETIH (aKTopIap.

3epTTey KOPCETKEH/ IeH, MEKTENTE bIHTHIMAaKTACThIK MOJIEHUETI MEH JIOCTHIK OPTAChl OOJIFaH
Ke3/1e, MYFaTIMIEP/IIH BIHTBIMAKTACTBIFBI JTAMBIII, BIHTBIMAKTACTHIKTHIH JKEMICT1 TYPJIEpIHE
alfHaITybl MYMKiH. MyFaliMiep eAaroruKaiblK BIHTBIMAKTACTHIKTBIH HET13T1 KYHIBUTBIKTaphI
MEH apTHIKIIBUIBIKTAPhl PETIH/IE KCIOM 1aMy YIIIiH TaXipuOe alMacyIblH e3apa Mai/1acblH
KepeJi, COHBIMEH KaTap 3epTTey MYFaTIMACP/IIH bIHTBIMAKTACTHIFBIH KOJTAUTHIH KOHE

Keepri KenTipeTin O6ipkarap (GaxTopiaapabl aHBIKTAIbI.
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Tyiiinai ce3aep: BIHTBIMAKTACTHIK MOJIeHUETI, KazakcTraH, cabaKThl )Kocniapiiay cararhl,

MYFaTIMACPAIH BIHTBIMAKTACTBIFBI, MYFaTIM-KOIIOACIIIBI.
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AHHOTaIUA

CoTpyaHM4YeCTBO YUHTe el AHIVIMIHCKOIO I3bIKA BO BpeMs 4aca IJIAHUPOBAHUSA YPOKa:
ONBIT YYHTeIel-INAePOB B JHIlee JJsl 01apeHHbIX JIeTeH.

B nmunesx mis omapennsix aereit «binim-Munosanusy (BUJI) cyiecTByeT HHCTPYMEHT
cOTpyaHHMYeCcTBa yuuTenen - Yac mmanupoBanus ypoka (LPH), B pamkax kotoporo
BO3MO>XEH OOMEH OIMBITOM, IUTAHUPOBAHHUE YPOKOB, OOCYKIACHHE METOJI0B O0yUEHUs U
npoeccnoHaNTbHOTO Pa3BUTHS, @ TAKXKE PEIICHHE APYTUX IIKOIbHBIX BOIPOCOB. [lanHoe
KaueCTBEHHOE UCCIIEJIOBaHNE U3yYaeT HAaKOIUICHHBIN OMBIT YUUTENeH-THAEPOB,
MPETNOJAOIINX aHTTIMICKUH S3bIK, IPU COTPYAHUYECTBE C KoJleraMu Bo BpeMs LPH u
HaIpaBIIEHO HA TO, YTOOBI YBUJIETh, KAK peryaupyemMasi aAIMUHHUCTpalueit popma
COTPYJIHUYECTBA YUUTENCH BIUSET Ha COTpyAHUYEeCTBO. Kpome Toro, uccienoBanue
paccMaTpuBaeT KOHIICTIIUIO COTPYAHUYECTBA YUUTENEH B Ka3aXCTAHCKUX IIKOJIaX JIJIs
OJIapEHHBIX JIeTell Ooliee MUPOKO, yAess 0co000e BHUMAHHUE Pa3IMUHbIM XapaKTePUCTHKAM
COTPYIHUYECTBA YUUTENCH, HAIPUMED: MPEAIOYTHTENbHbIE (OPMBI COBMECTHOI paboTHI,
MPOLIECC OPTaHU3AIMHA COBMECTHBIX BCTPEY YUUTEISIMU-TTUICPaMH, CO3/IaHuE aTMOC(hephl
COTPYAHHMYECTBA B KOMaH/IE, MpeIonaraeMas lIeHHOCTb U MPEUMYILECTBA COTPYIHUYECTBA
yUUTENEeH, a Takke (PaKTOPBI, BIUSIONINE Ha KaYECTBEHHBIN Pe3yIbTaT COTPYIHUYECTBA
yuuteneid. MccrnenoBanue mokasano, 4To peryaupyemMasi aAIMUHHCTpaluei gpopma
COTPYTHUYECTBA YUUTENEH MOXKET Pa3BUTHCS U MPEBPATUTHCS B 00JIee TMII0I0TBOPHBIE
(OpMBI COTPYAHUYECTBA MPU HATUYUU KYJIbTYphl COTPYIHUYECTBA U APYKECTBEHHOHN Cpebl
B LIKOJIE. YUUTEINS BUIAT B3AUMHYIO BBITO/1y OT OOMEHa OIBITOM /Il IPO(heCcCHOHATBHOTO
Pa3BUTHA KaK IJIaBHbIE IEHHOCTU U MPEUMYIIECTBA MeIarOrH4ecKoro COTpyIHUYECTBA.
Taxxe, nccnenoBaHue BbIIBUIO psij PaKkTOPOB, KOTOPbIE KaK OJAaronpusITCTBYIOT, TaK U

MPENSATCTBYIOT COTPYAHUYECTBY YUUTENEH.
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KuroueBrble cjioBa: KyibTypa coTpyaHuuecTBa, Kazaxcras, yac miiaHMpoBaHUs YpOKa,

COTPYAHMYECTBO YUUTEIICH, YUUTEIb-TTUACP.
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1. Introduction
This qualitative study explores the experiences of English teacher-leaders while
collaborating with colleagues of the same department at a lyceum for gifted children during
the Lesson Planning Hour (LPH). This introductory chapter focuses on the topic under
exploration, discusses the background of the study, defines its problem statement and

research questions, and states the purpose and significance of the study.

1.1 Background Information

Various changes and reforms have been implemented in the education system in
Kazakhstan in order to propel it to the next level of development. Currently, the country
focuses on increasing the competitive advantage of Kazakhstani education and science
(MOES, 2019), as quality education is a key factor in the economic competitiveness and

progress (Hanushek & WdéBmann, 2007).

President Kassym-Jomart Tokayev emphasized in the State of the Nation Address
(dated September 2021) that it is vital for the country to be on the cutting edge of new
educational trends rather than simply keeping pace with them. It was also noted that the
education system requires high-caliber teachers motivated to enlighten and communicate new
knowledge. Thus, the education system requires qualified teacher-leaders. According to
Webber (2021), teacher leadership is about “influencing, (co)developing and sharing
professional knowledge” (p. 25), resulting in fostering teacher collaboration (Wilson, 2016).
Furthermore, the efficiency of teacher collaboration exists in a direct relationship with the
dedication of leaders (Dillenbourg, 1999; Gosselin et al., 2003 as cited in Carpenter, 2015),
and both are interconnected with improvement in teaching quality (Ismail et al., 2018).

Taking into consideration the effect of the interconnection between teacher collaboration and
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teacher leadership, more data and research on various aspects of teacher collaboration from

the perspective of teacher-leaders in Kazakhstani schools might be needed.

Positionality

As a qualitative researcher, | understand that my positionality closely aligns with the
research process. Moreover, the research process is influenced by my positionality, and it
cannot be split (CohenMiller & Boivin, 2021). Therefore, | see it as necessary to provide
some background information on my work experience and initial interest in the topic of

teacher collaboration.

In the very first course of my first semester at Nazarbayev University, “Introduction
to Educational Research” we were asked to choose a topic of interest. At that moment, |
recollected how some years ago, my colleagues and I, English teachers of various
backgrounds and experiences, tried to collaborate in the meetings, which were not effective:
having had only a few meetings, we stopped. I felt that neither I nor my colleagues were
enthusiastic about them. This personal experience made me wonder why this practice was not
effective since | definitely knew that teacher collaboration had to be beneficial. As people
widely view teamwork to be advantageous, these meetings could have been engaging for
teachers. | started exploring the concept and soon saw the benefits of teacher collaboration.
As an English teacher at the “Bilim-Innovation” lyceum, I started to participate in LPH. Later
| was assigned as a teacher-leader of LPH. | felt that the meetings were effective as we were
engaged in different practices: conducting workshops, sharing experience, discussing school-
related issues and so on and so forth. Thus, later during the academic year, | was researching
the topic of teacher collaboration within the “Research Methods” and “Teacher Development

and Identity” courses, while simultaneously practicing it at work. Having seen the advantages
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of LPH and collaborative meetings, | got so enthusiastic about the practice that I got

interested in researching the topic systematically.

1.2 Problem Statement

It is widely believed that teacher collaboration is beneficial for teachers and the
school “as it is one of the key elements of school quality and effectiveness” (Muckenthaler et
al., 2020, p. 3). Thus, nowadays, a lot of emphases is put on the effectiveness of
collaboration. Some scholars state that teachers collaborate enthusiastically, hence
effectively, only in natural conditions, with no pressure (Hargreaves, 1994; Muckenthaler et
al., 2020; Vangrieken et al., 2015). Moreover, if teacher collaboration was initiated
predominantly top-down, it may result in shallow relationships among teachers and
“contrived collegiality” (Fullan & Hargreaves, 1991, p. 78). However, Garmston and
Wellman (2003, as cited in Shah, 2012) assume that “collegiality in any organization does not
happen by chance; it needs to be structured, taught, and learned” (p. 1244). Along similar
lines, Vangrieken and his colleagues argue that some support is required for organizing
successful collaboration: “realizing task interdependence, developing clear roles for the
members, a defined focus for collaboration, providing meeting time, and group composition”
(Vangrieken et al., 2015, p. 36). Moreover, the coordination of collaborative meetings has
been found to be more effective if done by one leading teacher, although teachers can take a
leading role in turn (White et al., 2020). Overall, the effective development of teacher
collaboration might require administrative support and a leader in a team. Thus, taking into
consideration the significance of teacher collaboration itself and the role of a leading teacher
and administrative support, it is important to study the experiences of teachers, where teacher
collaboration was first initiated top-down, as in the “contrived collegiality” model (Fullan &

Hargreaves, 1991, p. 78).
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Currently, research on teacher collaboration in Kazakhstan is limited, and is mostly
related to teachers’ perceptions of teacher collaboration (Ospanova, 2015) and the impact it
has on professional learning and development (Abdazimkyzy, 2020; Ayubayeva, 2018;
Urazbayeva, 2020). This research will address the concept of teacher collaboration in
Kazakhstani schools for gifted children more broadly, giving voice to teacher-leaders about
their experiences of collaboration with their colleagues during LPH. The thesis might shed
light on various characteristics of teacher collaboration: for instance, the preferable types of
collaborative practices; the process of organization of collaborative meetings by teacher-
leaders; the development of the collaborative environment within a team; the perceived value
and benefits of teacher collaboration, and factors related to teacher collaboration. These
findings will help stakeholders (administrators, teachers, educators, authorities) understand
how the collaborative culture might be organized with the help of the administration, what
challenges teacher-leaders might face while organizing collaborative meetings, what
collaborative practices teachers find effective; and how collaborative culture might be
encouraged in the team. Moreover, teacher-leaders’ experiences might unveil different
aspects of teacher collaboration, which can serve as a model for developing teacher
collaboration in mainstream schools. Thus, the thesis will provide deep insights into teacher

collaboration from the teacher-leaders’ perspective by utilizing a basic qualitative research

design.

1.3 “Bilim-Innovation” Lyceums, the Lesson Planning Hour and Its Significance

“Bilim-Innovation” lyceums (BIL), formerly called Kazakh-Turkish lyceums, is a
branch of twenty-seven state lyceums for gifted children, mostly single-gender boarding
schools. The lyceums are led by the International Educational Fund “Bilim-Innovation”.

Students are admitted to the seventh grade on a competitive basis by taking an entry test that
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covers the Kazakh language, logic, mathematics, and Kazakh history. The curriculum

conforms to state standards and includes a lyceum component. The main language of

instruction is Kazakh, and natural sciences subjects are taught in English.

The mission of the fund is to support the upbringing of the rising generation, who are
able to fulfill their potential based through the acquisition of intellectual and moral values
developed at school, and the provision of a certificate of secondary education to the young
people imbued with respect for national traditions. Teaching staff consists of teachers
employed on a regular contract and teachers-alumni of the lyceums (BILIM-INNOVATION

Social International Foundation, n.d.).

During an academic year, the administration of the “Bilim-Innovation” fund provides
its teachers with workshops led by more experienced teachers for the purpose of professional
development. Moreover, the fund has implemented the initiative to support teacher
collaboration. It is called the Lesson Planning Hour (LPH). LPH is a forty-five minute
meeting, which is scheduled in the teachers’ timetable twice a week So that every teacher is
available to attend the meeting at a specified time. Teachers of the school are divided
according to the disciplines they are teaching (e.g., English teachers, Math teachers). Later,
one teacher in each cohort, most commonly the head of the department, is assigned as a
responsible moderator—a teacher-leader. Teacher-leaders are provided with guidance on how
to organize the meetings, and how to initiate meaningful discussions and collaborative work.
The meetings are not limited to lesson planning by any means. Teachers can do various
collaborative practices: conduct workshops, exchange experience, plan extra-curricular work,
discuss different problems such as related to time-management, assessment or designing tests

correctly, etc. Thus, the administration provides teachers with convenient time and place for
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LPH meetings, and a teacher-leader is provided with guidelines on what can be discussed

during LPH.

Currently, to the best of this author’s knowledge, there is no research on the topic of
teacher collaboration supported by the school administration in this way and led by teacher-
leaders. Most of the research found is related to the practices of teachers from the Nazarbayev
Intellectual Schools (NIS) (see the section on key terms 1.7.), not necessarily holding any
leading positions, including non-positional leadership roles. However, teachers at the
Lyceums work on a fixed schedule, and the collaborative experience is not likely to be
adopted in the mainstream school, where teachers do not work till 5pm. Thus, the experience
of teachers from the “Bilim-Innovation” lyceum might be more applicable to the mainstream
schools as teachers at BIL do not have to work a fixed schedule in order to collaborate, as the
school administration schedules LPH inside the teachers’ timetables during the day.
Exploring teachers’ collaborative experiences during LPH from the teacher-leaders’
perspectives will demonstrate how the collaborative process is being developed under the

framework of LPH with administrative support.

1.4 Purpose of the Study

Kazakhstan aims to join the 30 most developed countries in the world by 2050
(OECD, 2014a) and steers a stagewise course that guarantees available and quality education
(Strategy 2050). Thus, the improvement of education and the development of quality teachers
is a priority (OECD, 2018). Many experts emphasize that effective teacher collaboration
serves as a key to teachers’ professional development, growth and, eventually, quality
education (Cordingley et al., 2003; Cordingley & Buckler, 2014; Hargreaves, 1994;
MacBeath, 2012; Morel, 2014). This explains the importance of teacher collaboration for

Kazakhstani schools in general. Moreover, as various forms of collaboration exist among
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teachers in any educational institution, it is essential to get familiarized with the current

experience of teachers in Kazakhstan.

To meet this need, the study intends to explore teacher-leaders’ stories concerning
their experiences of collaboration in Kazakhstani schools. Relying upon the literature in this
field and empirical data, this study seeks to explore how teacher-leaders gain experience of
teacher collaboration within the framework of LPH, which might include various

collaborative practices inclusive of but not limited to co-planning.

1.5 Research Question
To explore the above-mentioned aspects, the following main research question is

addressed:

How do English teacher-leaders describe their experiences of collaborative practices

during the Lesson Planning Hour (LPH)?

1.6 Significance of the Study

This research study is significant to Kazakhstani education as it illuminates a real
example of teachers collaborating with some support from the school administrators through
the lens of teacher-leaders’ views. First, the higher management of the International
Educational Fund “Bilim-Innovation” initiated and spread the initiative “the Lesson Planning
Hour” top-down. At the local level, school administration schedules convenient times for
meetings during the working day twice a week, assigns a teacher-leader (mostly the head of
the department or the most experienced teacher), and provides teachers with a vacant
classroom and guidelines for LPH. As LPH was initially organized within an imposed form
of collaboration, the study will illustrate the role of the administration in promoting teacher

collaboration: whether the top-down model, which has been established, will lead to strong
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collaborative culture (Fullan & Hargreaves, 1992; Peterson, 1994; Shakenova, 2017), or, as it

was initiated predominantly top-down, will result in shallow relationships among teachers

(Fullan & Hargreaves, 1991).

Second, the study on teacher collaboration will be of great value since Kazakhstan
places a greater focus on leadership (Kanayeva, 2019), and teacher collaboration is reported
to enhance leadership (Ismail et al., 2018). Teacher-leaders’ stories will shed light on the
issue of teacher collaboration, demonstrating its benefits and obstacles in organizing

collaborative processes in schools.

Third, there is a lack of research on teacher collaboration in Kazakhstan from the
teacher-leaders’ perspective, as Kazakhstani researchers did not focus on it in their studies.
Previous studies focused on teachers’ attitudes towards collaborative professional growth
(Abdazimkyzy, 2020), teacher collaboration for professional learning (Ayubayeva, 2018),
teachers’ perceptions of collaborative culture and its effect on teachers’ practices (Ospanova,
2015), and the impact of collaborative lesson planning strategies on professional learning
(Urazbayeva, 2020). The thesis may contribute to the literature on teacher collaboration and

leadership in Kazakhstan.

Fourth, the findings may demonstrate what needs to be done to lead teacher
collaboration initiatives efficiently. This knowledge might be used as a framework for up-
scaling the initiative successfully and developing leadership skills while collaborating with
colleagues. Besides, the study will show the barriers that teachers have to overcome in order

to organize an effective collaborative process.

Fifth, stakeholders or administrative personnel can use the findings to provide

teachers with more support using the experience of this study and help teachers bypass
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obstacles, grow professionally, and create a close-knit team. As teachers play a key role in
education in many aspects, research on teacher collaboration will be beneficial for the
education system in general, educational establishments, and individual teachers. The
findings of the research may illustrate successful practices of effective teacher collaboration
initiatives in the framework of LPH as well as the barriers that teachers need to overcome in
order to develop the education system in Kazakhstan. The findings might be useful for

creating a template for effective teacher collaboration that might serve as an example for

teachers or administrators promoting teacher collaboration in mainstream schools.

1.7 Key Terms

The following key terms are defined based upon information from the literature.

BIL—“Bilim-Innovation” lyceum, a boarding value-based school for gifted children,
mostly single-gender. It is a state high school, but it operates under the supervision of the

International Educational Fund “Bilim-Innovation”.

LPH—the Lesson Planning Hour, a meeting for teacher collaboration held twice a

week during a workday, organized by the administration at BIL.

Mainstream school—a regular state school (public school), overseen directly by the
Ministry of Education and Science, which students from the neighborhood mostly attend
from the age of 5-6 till 17-18, from the first to the eleventh grade. In comparison to NIS or

BIL, the school programme is not that advanced (OECD, 2015).

NIS—Nazarbayev Intellectual School, a high school for gifted children, where all the
educational reforms are tested first and where teachers are provided with the most advanced
and resource-rich training. NIS differs enormously in terms of human and material resources

and in terms of the intellectual abilities of students.
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Teacher collaboration—“shared values, decision making about teaching practice and

interaction between teachers, which promotes students’ performance and the professional

development of staff” (Kruse, 1999, as cited in Shakenova, 2017, p. 35).

Teacher-leader—a teacher who “works productively with staff as a leader” (Wenner

& Campbell, 2017, p. 2)

Teacher leadership—a series of actions involving influencing others and resulting in

the goal achievement set by the vision of the school (Bush & Glover, 2003).

1.8 Outline of the Thesis
This thesis comprises six chapters. Chapter 1, Introduction, presents the topic and the
purpose of the study. Chapter 2, Literature review, provides a critical review of the literature
related to the teacher collaboration and teacher leadership. Chapter 3, Methodology, explains
the research design used in the study. Chapter 4, Findings, presents the analysis of the
interview data. Chapter 5, Discussions, links the findings to existing research. Chapter 6,
Conclusions, summarizes the main conclusions of the study, offers implications for policy

and practice, and provides insights for further research.

1.9 Summary
This chapter presented the topic of the thesis study, explained its significance and
purpose, and stated which research questions are explored in the study on the topic of
teacher collaboration in the framework of LPH. It presented key terms and an outline of the
study. The thesis describes the experiences of English teacher-leaders, who collaborate with
their colleagues twice a week during a scheduled meeting. The LPH meeting is organized by

the school administration with the help of teacher-leaders. During LPH teachers might do
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various practices: plan lessons, prepare for school events, conduct workshops, discuss work-

related issues, and do other professional development activities.
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2. Literature Review

2.1 Introduction

This chapter presents the definitions of teacher collaboration and discusses its forms,
characteristics, facilitators, barriers, and benefits to the community. I first review the
international and Kazakhstani literature related to teacher collaboration within the last ten
years as well as more foundational international sources. Then, | discuss factors influencing

teacher collaboration and benefits of teacher collaboration. Finally, | shed light on leadership

and the relationship between teacher leadership and teacher collaboration.

2.2 Teacher Collaboration and Its Forms and Characteristics
In this section | describe how different researchers understand the concept of teacher
collaboration. I explain its forms and characteristics. In the conclusion, I shed light on the

collaborative culture among Kazakhstani teachers.

Teacher collaboration

Teacher collaboration has been of interest to different scholars for a long time. Friend
and Cook (1992) saw teacher collaboration as “the notion of professionals engaged in goal-
driven activities based on voluntary relationships that stress parity, shared responsibility for
decisions, and shared accountability for outcomes” (p. 181) and believed that it took
requirements for school professionalism to a new level. Peterson (1994) defines teacher
collaboration as a multifaceted and exacting process that enables staff to be more energetic,
motivated, committed, and more easily adaptable to change. According to Cook and Friend
(1993), teacher collaboration implies various things: such as working together and attending
meetings. Thus, collaboration refers more to the way teachers collaborate, not to what exactly
they are doing, and different activities are regarded as collaboration as long as teachers work

in close cooperation with other colleagues. Friend and Cook (1992) give a general definition
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of collaboration: “Interpersonal collaboration is a style of direct interaction between at least
two co-equal parties voluntarily engaged in shared decision-making as they work toward a
common goal” (p. 5). According to Kruse (1999, as cited in Shakenova, 2017), “collaboration
is defined as shared values, decision making about teaching practice and interaction between
teachers, which promotes students’ performance and the professional development of staff”
(p. 35). These definitions identify some characteristics of teacher collaboration: parties are

voluntarily engaged and share responsibility for decisions and outcomes, work towards a

common goal, value equality, and share resources.

Little (1990) identified four types of teacher collegial relations: (1) scanning and
storytelling; (2) help and assistance; (3) sharing; and (4) joint work. Scanning and storytelling
refer to searching for ideas, experience exchange, and establishing friendship, but not related
to discussing actual teachers’ practice and solving problems. Help and assistance relate to
teachers supporting colleagues, but only when they request it (Little, 1990). The first two
types are not characterized by deep relationships. The third type, sharing, is observed when
teachers share a lot about their experience and resources. These types of relations lead to
other teachers’ instructional improvement. Joint work is limited or missing. The fourth type,
joint work, refers to “encounters among teachers that rest on shared responsibility for the
work of teaching (interdependence), collective conceptions of autonomy, support for
teachers’ initiative and leadership with regard to professional practice” (Little, 1990, p. 519).
This collaborative work is marked by steering a mutual course of action and setting main
priorities, which later defines the individual choice of a single teacher. It is the most

favorable type of collaborative relationships.

Researchers of the twenty-first century define the concept quite similarly.

Kelchtermans (2006) define collaboration as teachers’ and other staff’s cooperation aimed at
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achieving the school’s objectives. Venianaki and Zervakis (2015) explain that collaboration
happens when two or more participants interact while communicating, coordinating, sharing
information, negotiating, and solving problems. Interestingly, Kelchtermans and Ballet
(2002), drawing on a narrative-biographical study, discovered that asking for assistance is
accepted only for novice teachers, not for experienced, as their professional competence
might be questioned. Hargreaves and Fullan (2015) call collaboration strong when teachers
are dedicated to developing professionally together; they have deep knowledge and the
necessary skills to do it. Futernick (2016) notes that disagreements are a normal aspect of
collaboration as participants try to find the best solutions. Respect and good relationships are
essential, but it is not enough for collaboration. According to Futernick (2016), collaboration
is more “about building structures and creating routines that promote trust and effective
communication, convincing stakeholders at all levels to own decisions and share
responsibility” (p. 23). In his book, he also shares the definition of his interviewees, who see

collaboration as an activity in which participants work together meaningfully during specific

time and produce results.

Summarizing the preceding discussion, the concept of teacher collaboration is about
achieving common goals (Kelchtermans, 2006), interaction (Venianaki & Zervakis, 2015),
mutual professional development (Hargreaves & Fullan, 2015), meaningful work and trustful
communication (Futernick, 2016). How the term is understood by Kazakhstani researchers is

presented next.

Understandings of Teacher Collaboration by Kazakhstani Researchers

Kanayeva (2019) finds that teacher collaboration facilitates teacher leadership, which,
in turn, leads to personal professional development as well as the professional development

of other coworkers. Ayubayeva (2018) notes that various definitions of teacher collaboration



TEACHER COLLABORATION DURING THE LESSON PLANNING HOUR: 15
EXPERIENCES OF ENGLISH TEACHER-LEADERS AT A LYCEUM FOR GIFTED
CHILDREN

exist, and she opts for the one by DuFour et al. (2007), stating that it is collaborative teams of
teachers who focus their efforts collectively on achieving mutual goals. Ospanova (2015)
concludes that various researchers view collaborative culture differently: some scholars say it

IS more about teachers achieving common goals at school by means of activities, while others

define teacher collaboration as the supporting environment for teachers.

Therefore, it can be concluded that the consensus about the definition of teacher
collaboration has not been reached either internationally or locally. Some scholars believe it
is mainly voluntary work towards a shared goal and shared values, while others mention the

importance of professional development, effective communication, trust, and motivation.

Forms and Characteristics

In a similar vein to the definition of teacher collaboration, various researchers suggest
different features of collaborative culture. The terms teacher collaboration and collaborative
culture are closely connected. Nias describes collaborative culture as a culture which was
“built on a belief in the value of openness, tempered by a respect for individual and collective
security typified the core of that culture” (Nias, 1999, p. 235). Hargreaves (1994) believes

that collaborative culture fosters voluntary collaborative work, which is teacher collaboration.

The first research about collaborative culture found dates back to 1989. Rosenholtz
(1989) distinguishes between two types of collaborative culture: stuck and moving. In stuck
schools, teachers tend to work alone, and isolation is the norm, while in moving schools,
teachers communicate more, and asking and providing help is the norm. Nias et al. (1989, as
cited in Fullan & Hargreaves, 1992) characterize collaborative culture by the absence of
formal meetings, official procedures, and participation in certain projects and by the presence

of everyday routine, discussions, and informal meetings. Thus, the researchers report that
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collaboration can be found everywhere in school life: “in the gestures, jokes and glances ...
in hard work and personal interest shown ... outside classroom doors; in birthdays, treat days
... in the acceptance and intermixture of personal lives with professional ones; and in sharing

and discussion” (Fullan & Hargreaves, 1992, p. 66). Moreover, the individuals are valued as

well as the group.

The benefits of teacher collaboration notwithstanding, some forms of collaboration
are not helpful. Fullan and Hargreaves (1991) state there are some forms of collaboration
people should be watchful of. They specify three non-collaborative cultures: balkanization,
comfortable collaboration, and contrived collegiality. Balkanization is characterized by
culture where teachers form separate groups of more close colleagues, who they usually
spend more time with at or out of work. These isolated balkanized groups compete for
supremacy, which leads to poor communication, low student progress, and the lack of a
shared vision at school. Interestingly, this type of collaboration exists not only among
conservative teachers, innovative teachers might limit their collaboration to certain groups as
well. In comfortable collaboration, teachers share some knowledge, give advice or support
each other, but their relationships are not deep; they never reflect on the practice, avoid deep
professional discussions about school issues, cooperative work and decision-making. The

collaboration is limited to the comfort zone, and does not lead to professional development.

Contrived collegiality is defined by “a set of formal, specific, bureaucratic procedures
to increase the attention being given to joint teacher planning, consultation, and other forms
of working together” (Fullan & Hargreaves, 1991, p. 78). According to the authors, this form
of collaboration can be controlled by the administration and this fact can be its biggest
disadvantage: fixed in time and place regulated mandated meetings might discourage teachers

from collaboration resulting in superficial relationships. However, contrived collegiality is
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ambiguous. Teachers can benefit from arranged meetings allowing them to plan and develop

together. Consequently, the outcomes of contrived collegiality depend on the way it is

implemented at school (Fullan & Hargreaves, 1992; Peterson, 1994).

Later in 1994, Andy Hargreaves in his book Changing Teachers, Changing Times
describes the following forms of teacher culture: individualism, collaboration, contrived
collegiality, balkanization, and moving mosaic. The author believes that teacher-
individualists prefer isolation and work behind closed doors as they feel insecure and are
afraid of evaluation and criticism. In this regard, individualism is also called isolation,
resulting in low interaction among colleagues and weak practice in general. However, some
scholars (Lortie, 1975; Lukes, 1973) mention positive features of the phenomenon as well,

such as autonomy and self-development.

The last form, moving mosaic, is the most desirable form of teacher culture, which
according to Hargreaves (1994) was going to thrive in the postmodern society. It is defined
by the following characteristics: “flexibility, adaptability, creativity, opportunism,
collaboration, continuous improvement” (Hargreaves, 1994, p. 63), problem-solving,
dedication to learn about the community and themselves as well as introducing different
leadership types and much less formality (Hargreaves, 1994). Having explored the forms of
collaboration which were introduced in the twentieth century, | proceed with the findings of

researchers in Kazakhstan.

Teacher Collaboration and Collaborative Culture in Kazakhstani Context

The concepts of teacher collaboration and collaborative culture in Kazakhstan have
been defined by a few researchers. Ospanova (2015) states that teachers of Nazarbayev

Intellectual School in Pavlodar see the collaborative culture differently: some teachers state
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that it is developed to a high level, while others think it is at its onset. Kanayeva (2019)
asserts that school evaluation can hinder teachers from developing collaborative school
culture. According to her, school administration plays an important role in supporting
collaboration, for example, by setting convenient times for meetings. The researcher, in her

action-based study, which was aimed at facilitating teacher leadership, concludes that

collaboration is central to teacher leadership initiatives (Kanayeva, 2019).

Ayubayeva (2018) conducted a qualitative exploratory case-study in three
purposefully selected different schools in Kazakhstan to understand the nature of teacher
collaboration for professional learning and identified key factors that enable and inhibit
teacher collaboration in public schools in Kazakhstan. Each case-study lasted a school term,
which is a period of six or seven weeks, depending on the term. Ayubayeva (2018) employed
a grounded-theory approach to analyze the data. She concludes that micro-political, socio-
political aspects and the organizational environment of a school influence teachers” own
understanding and values about teacher collaboration and implementation of top-down
reforms. According to the researcher, these aspects can be overcome as the practice of peer
observation and evaluation is traditionally accepted in the country. The research emphasizes
that it is vital to support teachers with the conditions that foster “the continued development
of professional learning communities based on teacher collaboration for learning”
(Ayubayeva, 2018, p. 2). The author notes that it is now necessary to change the historically
established hierarchical administrative structures so that teachers can create a congenial
collaborative environment. Ayubayeva (2018) suggests that Kazakhstani mainstream schools
develop their own strategy, vision, and mission where teachers are able to move toward

collaborative culture. Moreover, the researcher advises conceptualizing teacher collaboration
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for professional learning as part of teachers” work and engaging teachers and school leaders

in the process of decision making and policy development (Ayubayeva, 2018).

Another case-study, but this time using an ethnographic design, was conducted by
Urazbayeva (2020) who investigated a similar topic of teacher collaboration and professional
learning as a participant observer (Urazbayeva, 2020). She studied the influence of
collaborative lesson planning (CLP) on teachers’ professional learning in the International
Baccalaureate (IB) school, where she was employed at the time. The main findings show that
collaborative lesson planning positively influences teachers’ professional learning. The
participants view CLP as a good instrument to acquire knowledge from colleagues without
having to spend any additional time or resources. However, even though collaborative lesson
planning is regulated at the school, teachers report that they are not fully aware of its
standards. Furthermore, while school leaders were satisfied with the implementation of
collaborative lesson planning at school, some teachers did not see the initiative as of a high
standard. The researcher suggests that the findings of the study might be useful if CLP is
implemented in mainstream schools as it investigates teachers’ perceptions of collaborative

lesson planning in general (Urazbayeva, 2020).

Another study using a qualitative case-study design in one of the NIS schools reported
that participants assume co-planning as the main collaborative activity (Abdazymkyzy,
2020). Participating teachers found voluntary collaboration the most effective, and they saw
it as an instrument for professional development. Also, the participants state that in order to
build effective collaborative culture, teachers should possess pedagogical knowledge, content

knowledge, and soft skills (Abdazymkyzy, 2020).

All things considered, it can be seen that some research on teacher collaboration has

been done both in schools for gifted children and mainstream schools. My thesis study
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explores the concept of teacher collaboration in “Bilim-Innovation” lyceum for gifted
children as there is an accepted practice of teacher collaboration. Moreover, | am extending
the work by looking at the concept of teacher collaboration from the perspective of teacher-

leaders. Therefore, the research about teacher collaboration in schools for gifted children can

serve as a solid basis; however, in the future more mainstream schools need to be examined.

2.3 Factors Influencing Teacher Collaboration
Different factors influence teacher collaboration. In the next sections, | will discuss

what facilitates and impedes teacher collaboration.

Factors Facilitating Teacher Collaboration

Researchers suggest different ways to foster teacher collaboration. Some authors
developed classifications. According to Silva and Morgado (2005), factors enhancing teacher
collaboration can be grouped into two dimensions: (1) the personal dimensions and (2) the
professional dimensions. Personal dimension includes factors related to teachers’ personality.
Teachers should have similar values, and good communication skills, such as an ability to
listen and give feedback, show mutual respect and trust their colleagues, and have equal
possibility to contribute and demonstrate readiness to share resources, ideas, and
responsibilities. Also, teachers should be eager to collaborate voluntarily, be flexible while

negotiating and be open to change and innovation.

The professional dimension relates to factors associated with teachers’ professional
expertise. It is important that each team member is allocated with a clear role, so functions
are not ambiguous and can take an active part regardless of positionality as a leader. Setting
objectives and planning together ensures a clear understanding of the process of collaboration

by teachers and informs teachers of peers’ working style and skills. Organizational support by
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the school, such as providing teachers with a space and a time for collaboration, promotes

teacher collaboration as well.

Other researchers indicate a range of factors fostering teacher collaboration. Morel
(2014) identifies trust as the most important attribute. The researcher believes that trust can
be easily undermined in schools due to a lack of transparency, high competition, and
overmanagement. Consequently, principals have to develop a working environment of trust

and respect among colleagues.

Administration plays a vital role in fostering teacher collaboration. Johnson (1990, as
cited in Peterson, 1994) suggests that administrative encouragement and support are crucial
to creating a collaborative culture. DuFour and Berkey (1995) point out that principals can
support teacher collaboration by providing teachers with time for meetings, demonstrating a
model for collaboration and asking teachers to repeatedly update on the outcomes of their
work. Moreover, the administration can provide teachers with suitable space for meetings.
Forte and Flores (2014) name peer observation and accessibility to rooms as a strategy to
enhance opportunities for collaboration. Vescio et al. (2008, as cited in Muckenthaler et al.,
2020) consider physical space, proper time, and an encouraging environment the major
components of effective collaboration. Similarly, Yisrael (2008, as cited in Vangrieken et al.,
2015) highlights a supportive atmosphere within the team. Drossel et al. (2017) believe that
openness for collaboration and willingness to contribute will help a teacher in achieving

personal outcomes and good rapport with colleagues.

Motivation to collaborate enhances the collaborative process (Garcia-Martinez et al.,
2021; Muckenthaler et al., 2020; Vangrieken et al., 2015). Vangrieken et al. (2015) point to
the importance of teachers’ readiness to collaborate and comprehension of the advantages to

collaboration. Drossel et al. (2019, as cited in Garcia-Martinez et al., 2021) view motivation
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as a necessary factor for effective outcomes. Muckenthaler et al. (2020) have similar views
on willingness to participate and believe that shared goals, trust, and frankness are necessary
for effective collaboration. Forte and Flores (2014) state “openness and communication,
reliability, availability, democratic attitude, commitment and responsibility, dynamism and
friendliness” (p. 101) combined with communication, leadership, and teaching skills as

conducive for collaborative practices (Forte & Flores, 2014). Having discussed factors

facilitating teacher collaboration, I will proceed to factors hindering teacher collaboration.

Factors Impeding Teacher Collaboration

Researchers point to various factors that inhibit effective teacher collaboration. The
problem of work intensification or time issue has been named one of the main barriers since
teacher collaboration is time-consuming (Hargreaves, 1994). Cook and Collinson (2013) in
their case-study defined five restraints referring to the lack of time: “not enough discretionary
time to share, feeling overwhelmed, not enough discretionary time to learn, lack of common
time with colleagues, and lack of a designated time to share” (p. 89). The authors believe
these barriers are implied when teachers say: “I don’t have time.” Similarly, according to
Hurberman (1993), overload hinders teacher collaboration, and consequently, teachers
consider any collaborative work as a distraction from their duties. Teachers find it
challenging to meet with colleagues (Ashon & Webb, 1986, as cited in Ospanova, 2015).
Teachers in Kazakhstan also consider workload as a hindrance. Ospanova (2015) reports that
teachers in her study could not find time to meet because of a necessity to write reports, teach
extra classes and participate in activities. Likewise, Kanayeva (2019) names work
intensification as one of the main barriers to teacher collaboration. Participants in her study

noted that multiple roles and top-down tasks led to overload and no time for collaboration.
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Lack of engagement or reluctance to collaborate is another important factor in
impeding teacher collaboration. Many teachers find it uncomfortable not only to share their
teaching practices with colleagues (Goddard et al., 2007), but also to engage in collaborative
practices (Johnson, 2010; Wilhelm, 2017, as cited in Vangrieken et al., 2015). The feeling of
insecurity might be caused by the risk of getting exposed to a wide audience (Nieveen et al.,
2005). Vangrieken et al. (2017) report that teachers’ autonomy might become a hindrance if
teachers have a fear of loss of autonomy. Moreover, some teachers perceived colleagues’
feedback on their teaching as a threat (Harris, 2014, as cited in Garcia-Martinez et al., 2021).

Similarly, accepting help may signify teachers’ dependency, failure (Fisher et al., 1981), and

unprofessionalism (Hargreaves, 1994).

According to Ospanova (2015), personal anxiety restricts teacher collaboration.
Teachers pondered words as they were afraid of saying something wrong—speaking up could
influence their position or bonus and was not accepted in the school culture. Kanayeva (2019)
speaks of the culture of competition and its negative effect on teacher collaboration. In her
study some teachers were reluctant to share materials. The researcher explains this
unwillingness by the high stakes of teachers’ attainment. Other teachers might feel jealous of
possible colleagues’ success. Also, some teachers liked “showing off themselves in the first
place” (Kanayeva, 2019, p. 187). This behavior of particular individuals impedes
collaborative work. Ospanova (2015) reported that the fact that the same teachers are
involved in different projects hinders collaboration and leaves others out, depriving them of

an opportunity to develop.

Louis and Kruse (1995) assert that an absence of physical proximity hampers the

exchange of ideas and collaboration. Moreover, common workspaces can lead teachers away
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from isolation. However, arranging space for collaboration can be challenging for teachers

(Forte & Flores, 2014; Kanayeva, 2019).

Overall, researchers state a plethora of factors facilitating teacher collaboration. The
most commonly occurring are similar values, good communication skills, trust, high
motivation, social atmosphere, organizational support by the school, etc. As for the impeding
factors, there are a few of them: work intensification, lack of engagement, personal anxiety, a

culture of competition, and absence of space.

2.4 Teacher Collaboration: Benefits
In this section, the benefits of teacher collaboration noted in previous research are
discussed at length, including positive effects of collaboration on teachers and the school in

general.

According to Futernick (2016), even the most professional, qualified management
leaders cannot run the school effectively without the active participation of teachers and
their teams. Although building a strong collaborative culture with an open and trustful
atmosphere is not easy (Fullan & Hargreaves, 1996), different scholars note the importance
of collaboration for teachers, students, and the community itself. First of all, Hargreaves
(1994) sees collaboration as a key to solving any problems in education. It lends moral
support to teachers, increases efficiency, and reduces workload as responsibilities are
divided, positively influences student progress and teachers’ learning, self-reflection on
practice, and continuous development. Additionally, collaboration enables teachers to
become more professional in making decisions in a changing environment (Hargreaves,

1994).
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Moreover, many researchers support the idea that collaborative cultures greatly

impact learning. Thus, Andy Hargreaves and Michael Fullan (2015) believe that teamwork
enables “teachers to learn from each other within and across schools—and building cultures
and networks of communication, learning, trust, and collaboration around the team as well.
If you want to accelerate learning in any endeavour, you concentrate on the group” (p. 89).
The action of constant exchange due to teachers’ joint work in collaborative lesson planning
or lesson study develops an ability to self-evaluate and serves as a prerequisite for
professional development (MacBeath, 2012). Teachers who practice collaboration are more
qualified in instructional practice and more effective learners. Collaboration fosters

creativity, refines reflection skills, teaches to respect others, and promotes team unity

(Morel, 2014).

Furthermore, collaboration is beneficial for employers. Tamm and Luyet (2005, as
cited in Futernick, 2016) report that employees’ ability to collaborate effectively is regarded
as important to the intellectual and financial capital of the company. For instance,
collaborative teams are able first to explore and evaluate ideas, eliminate inefficient ones, or
make changes before educators implement them into practice (Futernick, 2016). Other
researchers stress the importance of the bond between teachers and students learning in

collaborative teacher' cultures.

Drawing on a variety of research studies and personal experience with teachers and
schools, Fullan and Hargreaves (1996) claim that the more teachers learn to become more
professional, the more students learn to become more competent. Years later, Hargreaves
(2019) concludes from over two decades of findings that teacher collaboration improves
students’ academic performance and develops progressive views among teachers towards

change. Similarly, Cordingley, and Buckler (2014) present a strong case that “collaboration
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is a powerful tool in promoting, sustaining and supporting professional learning” (p. 125).
The systematic review undertaken by Cordingley et al. (2003) found that teacher
collaboration led to a positive development of teaching and learning. Bell et al. (2006, as
cited in Cordingley & Buckler, 2014) note that peer collaboration serves as a great
instrument for transferring instructional practice and knowledge. Overall, it is seen from the
literature that the advantages of teacher collaboration relate mostly to student and teacher

development and learning and, consequently, work for the benefit of the whole educational

community.

Similarly, scholars in Kazakhstan put a lot of emphasis on the professional
development of a teacher. In general, effective teacher collaboration results in significant
improvement in instructional practice and professional growth due to the exchange of
experience and ideas (Abdazimkyzy, 2020; Kanayeva, 2019; Ospanova, 2015; Urazbayeva,
2020). Collaborative practices are especially beneficial to novice teachers as they acquire
various teaching methods (Urazbayeva, 2020), gain support (Ospanova, 2015), and bring
new ideas (Kanayeva, 2019). However, experienced practitioners benefit as well: for
instance, they are able to “address student needs and fulfill their expectations" (Urazbayeva,
2020, p. 38) while planning together with colleagues, which also decreases the workload
(Urazbayeva, 2020). In the Kazakhstani context, only Ospanova (2015) describes the effect
teacher collaboration has on student learning: teachers learn good classroom management
skills, through which students learn that the learning process is a positive activity.
Furthermore, the researcher believes that students take a collaborative model of
communication as a standard to follow in their relationships with peers. This idea
corresponds to Morel’s (2014) assertion. She indicates that students must observe teachers

collaborating as this is one of the twenty-first century skills that should be modeled. This
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way, students will learn in an environment where creativity and critical thinking are
encouraged (Morel, 2014). Moreover, friendly atmosphere emerges in collaborative schools
(Abdazymkyzy, 2020; Ospanova, 2015), and there are more opportunities for personal
growth, such as building self-confidence and becoming less self-isolated (Ospanova, 2015),
becoming self-reflective (Ospanova, 2015; Abdazymkyzy, 2020), and developing soft skills
(Abdazymkyzy, 2020). A unique aspect that Ospanova (2015) touches upon is the
development of the second language as an outcome of collaborative initiatives. As many
teachers struggle with the Kazakh or English language, working in a team on a different

language-oriented project contributes to the development of language skills of teachers

themselves.

In the preceding sections, | reflected on the concept of teacher collaboration
internationally and in Kazakhstan. | am in accord with the statement that “in the fully
functioning collaborative school, many (indeed all) teachers are leaders (Fullan &

Hargreaves, 1992). Thus, in the next section, | will focus on teacher leadership.

2.5 Teacher Leadership
In 2014, Lieberman and his team wrote that society came to a turning point in the
understanding that there is an urgent need to go from a “top-down” to a “bottom-up”
management style as educational change is limited by individualized practices (Lieberman et
al., 2016). They highlighted that teacher-leaders collaborating with various stakeholders can
significantly improve a professional educational system. Thus, I begin by describing the

concept of educational leadership in general.

As there is no one agreed definition of leadership in education (Daniéls et al., 2019),
in my thesis, I draw on the definition by Bush and Glover (2003): “Leadership is a process

of influence leading to the achievement of desired purposes” (p. 8), where successful leaders
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influence others (stakeholders and the team) by exhibiting a self-created shared vision
whenever possible (if at all possible). Furthermore, the “philosophy, structures and activities

of the school are geared towards the achievement of this shared vision” (Bush & Glover,

2003, p. 8).

The concept of teacher leadership has changed over time, going through some stages:
(1) teachers were regarded as influential managers having official roles; (2) teachers were
pedagogical leaders; (3) teachers were not viewed as formal leaders anymore (Silva et al.,
2000; Pounder, 2006 as cited in Kanayeva, 2019); (4) all teachers generating new ideas can
be leaders (Berry et al., 2016, as cited in Kanayeva, 2019). In the last stage, the transition
from formal (positional) teacher leadership to informal (non-positional) teacher leadership
can be seen. Frost (2011, as cited in Kanayeva, 2019) defines non-positional teacher
leadership as a “moral act, wherein teachers clarify their professional values through
systematic reflection on their own practice, set out a vision in relation to their own concerns
or schools’ needs and act to bring about the change into their practices, schools,
communities” (p. 2). In 2011, the USA conducted a consortium of teacher and university
communities and state authorities, who concluded that “teacher leaders need recognized
responsibilities, authority, time to collaborate, and support from school administrators to
assume leadership roles” (Teacher Leadership Exploratory Consortium 2011:2 as cited in
Frost, 2013, p. 58). They aimed at the public to recognize teacher leadership and their seven
roles: (1) encouragement of a culture of teacher collaboration in order to support educator
and student development and learning; (2) access and usage of research for the improvement
of practice and student learning; (3) promotion of continuous professional learning; (4)

facilitation of advancement in students learning and instructional practice; (5) promotion of
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the usage of assessment instruments and data; (6) improvement of cooperation with parents;

(7) support of the teaching profession and the student learning process.

In Kazakhstan, Kanayeva (2019), drawing on Wehling (2007), Katzenmeyer and
Moller (2009) defines teacher leadership as a way of causing change and continuous
improvement of the school’s quality. She launched the “Teacher Leadership for Learning
and Collaboration” program, where teachers, with the support of a facilitator, had to lead one
development project during the school year. The author states that in the context of top-
down management systems, the concept of teacher leadership can exist with regular support
and scaffolding. Empowerment of teachers to become educational leaders and improve
education results in enhancing their roles in school and education. This enhancement can
lead to “the transformation of professional identity, improvements in practice and students’
learning, increases in parent and local community involvement, as well as knowledge

building within the wider professional community” (Kanayeva, 2019, p. 201).

2.6 The Relationship between Teacher Collaboration and Teacher Leadership
Having discussed teacher leadership, I shift the focus to illustrating the strong
relationship between teacher collaboration and teacher leadership as well as the results these

interconnections generate.

The concepts of teacher collaboration and teacher leadership are closely related. First,
according to DuFour et al. (2008, as cited in Carpenter, 2015), leaders who support shared
leadership at school, which, in turn, supports effective collaborative culture, will build
efficient learning environments. Planning should not be underestimated as it enables
teachers to achieve the common goal of the school (Driskell et al., 2018), which will directly

influence the students’ academic performance (Carpenter, 2015).
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Trust and respect from leadership define the attitude of teachers toward collaboration

(Carpenter, 2015). Thus, leadership plays a major role on different levels: from authoritative
leadership to teacher-leaders. Opportunities for teacher-leaders have increased due to formal
positions, instructional practice, and collaboration. Teacher leadership is facilitated by
collaboration in general (Wilson, 2016). Equally, effective teacher collaboration is driven by
the dedication of leaders, who assign tasks in the professional community, where teacher
knowledge will be recognized and respected (Dillenbourg, 1999; Gosselin et al., 2003 as
cited in Carpenter, 2015). Team leaders play an important role in supervising the group,
especially at the initial stage of organizing the collaborative culture (Ismail et al., 2018).
According to Tuckmans’ group collaboration model (1965), group members start competing
for acceptance of their ideas with each other. This conflict may be resolved by effective
communication and strategies of a team leader or team members (Tuckman, 1965). Also,
Philips (2003) emphasizes the importance of a more collaborative leadership style. The
researcher shares an example of an effective leader who did not abdicate all responsibility
but learned how to delegate the powers to his teammates, so everyone felt valued. Similarly,

Hord (1997) highlights that leaders should not dominate other teammates, and they need to

maintain an environment where teachers feel encouraged to share views.

Moreover, teacher collaboration is regarded as a “means for distributing leadership to
obtain desired professional learning, enhance motivation, and manage change” (Gates &
Robinson, 2009, p. 146). The study by Ismail and his team (2018) showed that teacher
collaboration enhances leadership, and improves teaching quality, which is influenced by
strategic leadership. Thus, if strategic leadership is practiced at school, the collaborative
teacher environment is stronger there, which leads to the enhancement of teaching quality

(Ismail et al., 2018).
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2.7 Conceptual Framework
The study is guided by my own conceptual framework of teacher collaboration during
LPH, which I built upon existing literature. It (see Figure 1) involves nine components,
which correspond to teacher collaboration during LPH. They are: administrative support,

teacher leadership, facilitating and impeding factors, collegial relations, form of

collaboration, collaborative culture, and benefits.

Since it is known that development of teacher collaboration might require
administrative support and encouragement, and taking into consideration that LPH is a top-
down initiative, administrative support influences teacher collaboration significantly.
Teacher collaboration is dependent on the collegial relations, forms of collaboration and
collaborative culture experienced by teachers in the lyceums. Thus, moving culture
(Rosenholtz, 1989), contrived collegiality and moving mosaic (Fullan and Hargreaves,
1991) sharing and joint work (Little, 1990) in the department lead to benefits of teacher
collaboration. There are also a wealth of factors directly influencing teacher collaboration.
The only interconnection shown in a figure is a relationship between teacher collaboration
and teacher leadership as these two concepts are closely connected: teacher collaboration
facilitates teacher leadership (Wilson, 2016) and is facilitated by leaders’ contribution
(Dillenbourg, 1999; Gosselin et al., 2003 as cited in Carpenter, 2015). | used this framework
to see whether administrative support influences teacher collaboration positively and
whether teacher collaboration under “contrived collegiality” was able to transform into a
more collaborative culture. | explored the existing relations in the English departments, and
what factors impede and facilitate teacher collaboration. The concept of teacher leadership

was examined in the study slightly by interviewing teacher-leaders.
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Figure 1

Conceptual Framework of Teacher Collaboration During LPH
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2.8 Summary

This chapter provided an overview of the theoretical background of the concept of
teacher collaboration and teacher leadership in the international and Kazakhstani contexts.
The review of previous research identified that the concepts of teacher collaboration and
leadership are defined differently by various researchers. | also analyzed and presented the
benefits of teacher collaboration from the perspective of Kazakhstani and international
researchers. | described the types and forms of collaboration and collaborative culture, and
noted positive and negative aspects of collaborative and non-collaborative factors. In
addition, | emphasized the relationship between teacher collaboration and teacher leadership,

and presented the conceptual framework. In the next chapter, | describe my methodology.
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3. Methodology
This chapter presents the research design used in the study. I will describe the

methodology, the site, the sampling strategy, the criteria for choosing participants, data

collection instruments and procedures, data analysis, and ethics.

The topic for the research is teacher collaboration during the Lesson Planning Hour:
experiences of English teacher-leaders at a lyceum for gifted children. To explore the topic, |
employed a basic qualitative research design in the study. For this research study | had one

main research question. No sub questions are addressed.

Main research question:

How do English teacher-leaders describe their experiences of collaborative practices

during the Lesson Planning Hour (LPH)?

3.1 Research Design
In this section | describe the research design used in the study. Besides, | justify my

choice by defining the paradigm, the central phenomenon, and the purpose of the study.

To address the research questions of the study, | employed a basic qualitative research
design. First, while defining the central phenomenon as well as the purpose of the study, |
answered epistemological questions using my procedural knowledge (Guba & Lincoln,
1994). | analyzed the information using the constructivist paradigm, since it aims to

understand phenomena.

Having defined the paradigm, | have also read that qualitative methods are used for
the research based on the interpretivist/constructivist paradigm (Guba & Lincoln, 1994).

Furthermore, according to Strauss and Corbin (1998, as cited in Creswell, 2014), qualitative
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methods allow to receive some complex nuances about feelings or perceptions. Other

methods are not used to obtain such deep insights.

Moreover, the thesis complies with the five features of qualitative research: (1) it
studies “the meaning of people’s lives, under real-world conditions™ (p. 8); (2) it represents
the participants’ views; (3) it refers to the context of the participants’ lives; (4) it contributes
to the existing theories of explaining the social behavior of people; and (5) it uses strong

evidence (Yin, 2011).

Thus, since my thesis study focuses on how teacher-leaders describe their experiences
of teacher collaboration, and it implies all of the five features of qualitative design, qualitative
research design suits best for the study. Second, my study seeks to find what experiences
teacher-leaders have with their colleagues during their collaborative practices during LPH. A
basic qualitative research design is used to explore this, as, according to Merriam and Tisdell
(2015), it is aimed at uncovering and interpreting the self-understanding of people’s lives,
worlds, experiences. It involves researcher’s unveiling of participants’ comprehension of
their experiences and lives. Thus, the following is studied: “how people interpret their
experiences, how they construct their worlds, and what meaning they attribute to their
experiences” (Merriam & Tisdell, 2015, p. 24). The data, collected through interviews, is
analyzed after defining themes, which are supported by participants’ interviews. The overall
analysis is “the researcher’s understanding of the participants’ understanding of the

phenomenon of interest” (Merriam & Tisdell, 2015, p. 25).

3.2 Methods of Data Collection
In this section, | describe my data collection procedure and explain how the

participants were selected, and which data collection tool and sampling approach were used.
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Participants

The target population is six English teachers of “Bilim-Innovation” lyceum for gifted
girls or boys in any region of Kazakhstan. According to Creswell (2014) and Patton (1990), it
is common for qualitative research to study a single individual or a few individuals, the usual
range is from 1 to 30. However, as the researcher is required to report about each individual,

which is a time-consuming process, a smaller sample will result in more precise findings.

The participants are the teachers who were chosen as teacher-leaders of the Lesson
Planning Hour (LPH) by their local administration. They can be the head of English

departments or just experienced teachers, that is to say, teacher-leaders.

A type of nonprobability sampling, purposive sampling, also known as judgment
sampling, was used for the study which refers to “the deliberate choice of a participant due to
the qualities the participant possesses” (Etikan et. al., 2016, p. 2). [ used this nonrandom
technique in order to find information-rich participants, who were willing to participate and
were able to provide relevant information. | identified the participants who were well-
informed about the central phenomenon and who could willingly communicate their

experiences (Etikan et. al., 2016, p. 2).

The criteria for the selection were the following:

a) the participant is “information-rich” based upon the criteria for purposeful
sampling (Patton, 1990) as they have necessary experience of teacher collaboration during

LPH.

b) the participant is a currently employed English teacher with no less than 3 years of
teaching experience from “Bilim-Innovation” lyceum for gifted girls or boys in any city of

Kazakhstan. In Kazakhstan a teacher who has less than two years of educational experience is
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considered a novice teacher. Therefore, for the study I have initially chosen participants of 3
years of teaching experience or more, excluding novice teachers from the study. However,

the teaching experience of recruited teachers was from eight to ten years, so they were quite

experienced teachers.

c) the participant is willing to participate voluntarily.

All the teachers of every lyceum participate during LPH. They are divided into teams
according to the disciplines they are teaching. Thus, there might be teams as follows or
different: 1) English teachers; 2) Physics, Biology, Chemistry teachers; 3) Maths and ICT
teachers; 4) Kazakh, Russian, Turkish teachers; 5) Geography, History, Art teachers. Each
group has a leading teacher who is responsible for the agenda of the meetings and dividing
the responsibilities between teachers within the team. For my study, | selected six English

teachers who conducted LPH and had good experience at leading the LPH meetings.

With the permission from the Head of the English Department, | wrote an invitation
to take part in the study in the corporate telegram chat for English teachers. Since only two
teachers had contacted me, | had to apply snowball sampling to recruit more participants.
Thuswise, | selected six teacher-leaders based on the above-mentioned criteria (see Figure 2):
English teachers of not less than three years of experience, who have been leading the Lesson

Planning Hour for some time.
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Figure 2

Criteria For Data Selection
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3.3 Data Collection Instrument and Procedures

In this section | describe and justify the instrument | used for data collection. As “the
purpose of the research interview is to explore the views, experiences, beliefs and/or
motivations of individuals on specific matters” (Gill et al., 2008, p. 292), I found this
instrument most suitable for my study. This method of data collection allows me to explore
in-depth the ways teachers-leaders of the English department at “Bilim-Innovation” lyceums
for gifted children experience teacher collaboration. In comparison to quantitative methods,
interviews, which belong to qualitative methods, imply in-depth insights of social behavior

or actions (Silverman, 2000, as cited in Gill et al., 2008). Thus, to understand the meanings
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that the participants give to their experiences of teacher collaboration, | used individual

semi-structured interviews.

A semi-structured interview addresses the objectives of the research best since it is
composed of some key questions that prompt to identify the area for exploration and enable
the interviewer and the interviewee to probe the issues into more depth (Gill et al., 2008). |
developed an interview protocol (see Appendix A). The questionnaire covers topics related

to the organization of LPH, active roles, practices, topics of interest, etc.

The study was carried in agreement with ethical and educational standards. First,
having described all the appropriate research procedures, | obtained the approval of the
Research Ethics Committee of the Graduate School of Education to collect data for the
study. After receiving ethical approval, I sought “out gatekeepers to gain access to
individuals and sites to study” (Creswell, 2014, p. 255). I had the permission of the Head of
the English Department (responsible for all the English teachers) to send an invitation (see
Appendix B) into the corporate telegram chat. The head of the English department manages
all the English teachers in all the lyceums in Kazakhstan. Two teachers contacted me
voluntarily as they fit the criteria and wanted to share their experience, four more teachers |
recruited via snowball sampling. These six teachers were selected based on my selection
criteria (Fig. 1). I shared an introductory letter and a consent form with the six participants
selected. Later, the interview meetings were scheduled online via zoom at the most
convenient time for participants. All interviews took place in English (see Appendix E) and

were audio-recorded following the consent of the participants.

3.4 Data Analysis Approach
In this section | describe all the steps | used in analyzing the data. The data was

analyzed according to the six steps of analyzing qualitative data (Creswell, 2014). They are as
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follows: (1) preparing and organizing the data for analysis; (2) exploring and coding the data;

(3) building themes; (4) reporting qualitative findings; (5) interpreting the findings; (6)

validating the accuracy of the findings (Creswell, 2014).

Thus, the process of data analysis overlapped with the data collection process. The
recorded interviews were transcribed. Some text fragments were selected, as they formed
“descriptions and broad themes in the data” (Creswell, 2014, p. 267). The method of lean
coding was used. At this stage the list of codes was reduced and formed into themes. The
themes which were of great interest to the research, were used for analysis and reporting the
findings (see Appendix D). Then, the findings were reported in a form of narrative discussion
including direct quotes of the participants, and later interpreted. To validate the accuracy of
the findings, | examined each information source and found evidence to support a theme as
well as asked participants to check that the transcribed interview and the interpretations were

correct (Creswell, 2014).

3.5 Ethical Issues

This section illustrates how the ethics of the study is ensured. According to the
guidance of Revised Ethical Guidelines for Educational Research (BERA, 2004), the
participants of the research have some rights. | informed the participants what the purpose of
my research was, how the findings would be used and what effect the study might have on
their lives (see Appendix C). I reviewed key aspects that were likely to emerge, “such as
informing participants of the purpose of the study, refraining from deceptive practices,
sharing information with participants, being respectful of the research site, reciprocity, using
ethical interview practices, maintaining confidentiality, and collaborating with participants”

(Creswell, 2014, p. 230). Participants had the right to ignore any question they liked as well
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as withdraw from the study—the participation was voluntary and the participants were not

given any reward for participation.

| tried to ensure confidentiality of the participants by keeping the recorded interviews
and interview scripts locked under password on my personal computer, and by using
pseudonyms in the research (Creswell, 2014). | encouraged the participants to interview in a
space that is confidential, not their workplace, probably, home. | have saved the Telegram
history chat and recordings along with any other research data related to the participants in a
password protected file which | will delete after three years after approval of the thesis.
Despite the fact that nobody has access to the computer, the participants are still eligible to
minor risk of being identified if the data gets stolen or lost. To reduce the risk, | make sure

that nobody has access to my personal computer.

3.6 Limitations

Every study is limited by contextual and other constraints. My study is no different.
Two factors could constrain my research: the research design and my positionality. First,
“interview data may be deceptive and provide the perspective the interviewee wants the
researcher to hear” (Creswell, 2014, p. 218). To mitigate this limitation, | emphasized that the
participant was not assessed, that their experience, not their personality, was something that is
important for the research. Although social desirability cannot be ruled out completely in my
study, my constructivist orientation warns me against the impossibility of ‘one’, ‘objective’

truth.

Second, “the presence of the researcher may affect how the interviewee responds”
(Creswell, 2014, p. 218). As | am an English teacher of one of the BIL, who is also a teacher-
leader in the English department, some of the participants might not feel comfortable sharing

their thoughts and ideas clearly. I once again explained the purpose of the research,
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emphasized the importance of the experience, not an individual and conducted an interview

in a friendly manner.

3.7 Summary

This chapter presented the research methodology used for the study. It justified the
use of a basic qualitative research design by defining the paradigm, the central phenomenon
and the purpose of the study. Also, it described the methodology, the site, the sampling
strategy, the criteria for choosing participants, data collection instruments and procedures,
data analysis, ethical issues and limitations. The next chapter will present the findings of the

study.
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4. Findings
4.1 Introduction
This chapter presents the findings of the research that aimed at exploring teacher-
leaders’ experiences of collaboration during the Lesson Planning Hour (LPH) in a lyceum for

gifted children. The study was guided by a central research question: How do English

teacher-leaders describe their experiences of collaborative practices during LPH?

Three broad themes emerged from the analysis of data: (1) organization, functions,
and practices of LPH; (2) the value and benefits of teacher collaboration during LPH; and (3)

factors related to teacher collaboration during LPH.

Theme one describes how LPH was organized, what role teachers and administration
played, and what practices teachers were involved in. Theme two centers on teacher-leaders’
understanding of the value and benefits of teacher collaboration during LPH. Theme three
explores factors facilitating and impeding teacher collaboration during LPH. Together, the

three themes describe the collaborative experiences of English teacher-leaders during LPH.

4.2 Organization, Function, and Practices of LPH

This section of the findings chapter presents how LPH is organized in the
participants’ lyceums. The participants explain the nature of the LPH meeting and how often
it takes place. Moreover, it describes the collaborative culture of the chosen branch of

lyceums within the roles of administration and participants.

4.2.1. Roles of Participants and Administration

Since LPH is a top-down initiative, it is organized in the same way in different
“Bilim-Innovation” lyceums over the country. In all cases, the participants, teacher-leaders,

reported that they conduct LPH in the form of a meeting for the teachers of their department,
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in our case, English teachers. It is conducted mostly twice a week during working hours in
accordance with the official timetable set by the administration. Teachers meet for forty-five

or sixty minutes either in the assigned classroom or in any place they like or can find

available.

Most of the interviewees reported that the administration schedules the LPH meeting
at a time when most teachers are free. One teacher noted that this year they chose the most
convenient time for the meetings themselves and informed the administration to schedule it
for them: “But unlike last year when this day was assigned by the administration, this year
we, as a department, chose a day and time, and we gave our schedule to the administration”
(P3). Almost all the involved lyceums manage to gather the whole department together (who
employ around six English teachers), apart from one lyceum, where the English department is

divided into two groups:

We have 2 groups because we have 8 teachers, and all of us are not able to come to
LPH at the same time... So these two groups are divided according to the classes, for
example, if you have 7 and 8, you come together; 9-10-11 they come together, at different

times (P6).

The organization of LPH is similar, but the way the administration regulates LPH
varies across lyceums. In most lyceums, the administration provides teachers with a model
for collaboration and time for meetings. Sometimes teachers can be given an assignment from
administration, such as preparing open lessons for the reception or discussing how to improve
students’ academic progress. In one lyceum, in each LPH, a teacher-leader is required to fill
in a particular form with a list of attendees for the administration, so the administration is

informed about teachers’ involvement (P3).
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The participants’ enthusiasm for LPH also differs. Most teacher-leaders noted the
high activity of the peer teachers, stating that teachers contribute to LPH the same as teacher-
leaders: “Our teachers are very active in LPH” (P2). A similar comment from another

participant: “There’s no such thing as being more active... We kinda come together,

everybody brings something to the table” (P3).

The teacher-leaders conduct LPH in the form of a meeting. Administration supports
teacher collaboration by providing teachers with time for meetings and a model for
collaboration. They can regulate LPH by assigning tasks to accomplish or by monitoring
attendance. Most English teachers are enthusiastic about LPH, which I discuss further in the

next subsection.

4.2.2. The Focus of LPH

Teachers discuss a range of topics during LPH, including teaching methods, problem-
based situations, students’ needs, lesson planning, and school documents. As most teacher-
leaders state, LPH is a meeting for collaborating on different matters and the choice of issues

to be discussed is dictated by teachers’ needs.

Most participants indicated that teaching methods is the most frequent topic discussed
during LPH. Participants shared that teachers display interest in providing support to each
other and improving their lessons. During LPH, they usually share their knowledge on how to
adjust the lesson time, manage lesson activities, give effective feedback, and save time on
checking tasks. Teachers could discuss types of assessment, new methods and techniques,
and classroom management. They could also exchange ideas about different resources, tools

and instruments, websites, extra materials, and classroom activities.
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Another frequent activity during LPH was solving various problems and discussing

questions that emerged during their work. As one participant commented:

For example, in some classes, it’s too crowded. They have difficulties managing the
class. They do some strategies to manage the class, but it still seems to them like a problem,
and they can’t overcome it, so they ask: “How do you do it? Could you share your

experience?” (P5)

In addition to class management issues, English teachers also discuss such issues as
students’ low motivation, adjusting to students’ personal needs, falling behind an annual plan,

and other teaching issues, for instance, following a lesson plan correctly.

Interestingly, it seems that in one lyceum, teachers mostly focus on planning the
lessons. The teacher-leader (P3) emphasized that they gave careful attention to sharing how
to plan a lesson in compliance with the lesson goals and learning objectives. The participant
mentioned that planning often starts with simple interaction about teachers’ upcoming
lessons; later, they plan a lesson that teachers may adapt for different levels of English, i.e.,
for high- and low-achievers. As this participant shared, questions are actively discussed
among LPH members and the best solutions are suggested collaboratively. Other lyceums did
not discuss lesson planning much during LPH but many of them dealt with lesson-related
issues: developing assignments, tests, criteria for tasks, and assessments. Teachers also

shared how to fill in reports and work with other school documents.

The experience of a teacher-leader also influences the choice of topics. For instance,
experienced teachers would initiate discussions related to participation in Olympiads,
teachers’ professional development, lesson documentation, students’ motivation, and some

current school duties, whereas novice teachers tend to ask questions about planning a lesson,
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the lyceum, class management strategies, and materials. They asked colleagues about
teaching methods, for example, how to introduce a new topic to the class. Later during LPH,

they shared their experiences: how children reacted to the activities, and what was more

useful for the class and what worked for them.

Besides topics interesting to teachers, they also had to discuss the topics determined
by the school administration. Teacher-leaders named some BIL-specific topics such as
preparation for Olympiads, in-house exams and tests, preparing for school-level events and
activities: “We have all those activity plans that are scheduled on certain dates, so we follow

them most of the time” (P6).

The findings showed that some departments planned topics in advance, before the
start of the academic year, and others used a more spontaneous, need-based approach. For
instance, Participant 2 reported that the plan for LPH was developed collaboratively in
August, ahead of the school year. Thus, teachers had time to prepare for workshops or get
ready to share their experience. Other participants said they had personal plans on what
needed to be discussed or done, which they could develop with their colleagues’
recommendations. One teacher-leader, who focused predominantly on lesson planning in
LPH, stated that they planned LPH with reference to the annual curriculum; however, they
were also ready to discuss emerging issues: “It depends. Sometimes we come with a clear
plan but sometimes we just go with the flow” (P4). Teachers who did not have a plan noted

that they might start planning LPH as it might improve the practice.

Other teachers who did not follow a plan shared that they prepared the ideas or topics
before the meeting, and the choice of topics was guided by current needs. As participants
commented: “Generally, they ask questions, and we try to solve them there” (P5).

“Sometimes we... we think, oh we need this topic, let’s ask this person to explain this topic
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to all of us” (P6). In general, teachers agreed that they were quite flexible about topics of
LPH. Teachers viewed LPH as a meeting, and, regardless of the presence or absence of a

plan, teachers could share their experience, ask and answer questions during LPH, and

discuss any topics they felt necessary.

This section demonstrated how LPH was conducted and organized, what issues were
discussed, and how teacher-leaders involved themselves and colleagues and viewed the

involvement of the administration.

4.3 The Value and Benefits of Teacher Collaboration During LPH
This section describes how English teacher-leaders understand the value and benefits
of collaborative practices during LPH. According to the data analysis two categories emerged

here: mutual benefit and an opportunity for professional development.

4.3.1 Mutual Benefit

Across the data, it was identified that teachers mostly valued the mutual character of
teacher collaborations, happening during LPHs. Teacher-leaders emphasized the importance
of sharing “because not only do you get to share your experience; you also get to learn from
each other once again” (P3). Participants illustrated their beliefs with examples of
collaborative interaction during LPH: they shared methods and techniques, exchanged ideas,
resources and activities, discussed various issues, and solved problems collaboratively.
Moreover, participants claimed that this collaborative experience contributed to the quality of
their teaching and made lessons “more productive” (P5). As one participant summarized:

“Everyone gives one idea; we have ten ideas. It helps a lot, I think” (P6).

There was also an opinion that exchanging experience within the English department

was more valuable than sharing experience with other teachers at school level as they used to



TEACHER COLLABORATION DURING THE LESSON PLANNING HOUR: 48
EXPERIENCES OF ENGLISH TEACHER-LEADERS AT A LYCEUM FOR GIFTED
CHILDREN

do before LPH. These findings show that English teacher-leaders of BIL place a high value
on an opportunity to exchange experience during LPH. During the LPH meeting, teachers of

any experience collaborate for mutual benefit, and see it as the main advantage of LPH.

However, the study showed that some experienced teachers (‘givers’) tried to
contribute, not expecting anything in exchange. They understand that they have a lot of
knowledge and try to share their knowledge and experience with less-experienced teachers.
The following comments illustrate the findings: “More experienced teachers, they share their
methods with newcomers that are not experienced” (P2). “My colleague and I, and another
colleague who has some experience, when we take a specific topic on lesson planning, we all
share experiences on how to make it [the lesson] better, and how to make it more productive”

(P3).

The experienced teachers not only shared their expertise but also shared their
materials and resources with less-experienced teachers. Participant 3 noted that once they
presented a new skill or an activity, the next time, the novice teachers were able to improve it
into even more engaging ones. The participant also added that as soon as the novice teachers
grasp the idea during the first meeting, they come up with different valuable suggestions next
time. This, in turn, enables improving the established methods of experienced teachers. In
this instance, the benefit is not limited to exchange or sharing only but it becomes of mutual

importance and value for both experienced and novice teachers.

Furthermore, | have found that LPH is especially beneficial for novice teachers.
Teacher-leaders mentioned novice teachers while talking about topics not directly related to
them. For instance, at the very beginning of the interview, when sharing about the
organization of LPH, a teacher-leader (P3) emphasized that they also had novice teachers

“with less experience than the rest of them”. Further, when Participant 2 discussed the effect
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LPH had on practices, the interviewee illustrated an opinion with a story about a newbie
teacher who they helped to handle his shyness while entering the class. Moreover, some
teacher-leaders highlighted that they guided the inexperienced. The quote by Participant 5
confirms this argument: “We have first-year teachers, as they’re not well-experienced, we try
to especially focus on those teachers.” Moreover, participants believed sharing experiences is
crucial because young teachers need this kind of support. Indeed, novice teachers were
predominantly presented as active and creative participants. Newbies were actively engaged
in the collaborative process, especially in asking questions. As one interviewee put it: “Oh,
definitely, they have many questions” (P3). Another participant noticed that sometimes the

novice teachers seemed to have more information about the issue than the experienced ones.

Thus, teacher-leaders focused on assisting novice teachers who were starting their career.

In summary, the data analysis identified that most teacher-leaders saw the exchange
of experience as the main value of teacher collaboration during LPH. Teachers, mostly
experienced, shared their experiences altruistically and for mutual benefit. It contributed to
the development of teachers, especially novice teachers, who participated actively and could
develop the established experience further. In the next subsection I will talk about how LPH

was used for teacher professional development.

4.3.2 LPH as An Opportunity for Professional Development

The theme of continuous professional development (CPD) recurred throughout the
interviews as teachers displayed an interest in professional growth. Thus, all of the
participants who mentioned the significance of upgrading professional skills in the interview
emphasized that it was impossible to master teaching without professional development (PD).
Interestingly, some felt that they needed to motivate colleagues, while others considered that

PD did not require any motivation. The following responses illustrate the findings best: “Just
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entering the lessons is not enough; you have to improve yourself... so we also try to motivate

new teachers, and ourselves, too” (P6).

It’s PD and you have to do it. You can’t be effective in the teaching process if you
don’t practice that. We don’t have to motivate them [English teachers], we just know that this

is what we should do, and we do it (P3).

Another participant believed that there would not be any barriers, like workload, for
teachers who had an intention for self-development (P5). Hence, teachers reported about
collaborative meetings and workshops where teachers discussed how to obtain valuable
qualifications and even prepared for some exams collectively. Moreover, there was a belief
that teacher collaboration improved teachers’ motivation for self-improvement. First, people
were inspired to achieve more by seeing their colleagues’ achievements. Second, teachers

could see a possible way of self-development by looking at their coworkers’ experiences.

Some participants mentioned peer observation as a useful strategy to enrich their
instructional practice. Moreover, some teacher-leaders prioritize experienced-based learning:
“you don’t just share ideas, you try to apply by collaborating” (P5). Teachers could apply
newly learned skills in the lesson and share later how it worked out. It gave an opportunity to

get feedback and learn to become reflective about teaching practice.

Several participants mentioned that they found it important to make their
lessons engaging in raising students’ motivation to learn English. They believed collaboration
contributed to their experience and led to better student progress. It explains participants’
eagerness to search for good-quality, relevant materials. In general, participants believed that
collaboration during LPH ensured that teachers did not stay stuck but were in tune with the

times and grew professionally.
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The findings indicate that English teacher-leaders consider the mutual character of
teacher collaboration and an opportunity for professional development as the main values and
benefits of LPH. Many experienced teachers highlighted the importance of sharing
experience and supporting novice teachers, who, in turn, strived to improve and develop the
existing practices of experienced teachers. Also, teacher collaboration during LPH seems to
enhance teachers’ motivation for self-improvement, quality of teaching and students’

outcomes. It also helps to develop teachers’ reflection skills and experienced-based learning,

as well as to improve and enrich established practices.

4.4 Facilitators of and Barriers to Teacher Collaboration During LPH
Initially, it was not planned to explore the factors that enhance or inhibit teacher

collaboration during LPH. However, this theme emerged in the analysis of interview data.

4.4.1. Factors Facilitating Teacher Collaboration During LPH

My analysis identified three factors that facilitate teacher collaboration during LPH:
(1) positive encouraging atmosphere; (2) teachers’ motivated participation; (3) administrative

support.

First of all, participants sincerely believed that a positive, encouraging atmosphere
was the basis of successful teacher collaboration during LPH. A collaborative environment,
where teachers felt comfortable and relaxed, facilitated teacher collaboration. Thus, there was
a dominant belief that teacher-leaders strived to provide this welcoming atmosphere. One
participant could not name any techniques that were used during LPH. Others put emphasis
on informal communication. They believed it was important to have a chit-chat about
personal life first, and share news, sometimes over a cup of tea. Some participants also

mentioned that teachers needed simple social interaction with each other; sometimes, they
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went out to eat or organized some fun activities together to build a nice atmosphere in the
department. The following examples illustrate the findings best: “The atmosphere of teachers

being together, we sometimes drink tea, we discuss, we laugh, we share stories and think only

positively” (P3).

It’s good to come together just to support this teamwork, collaboration. Maybe some
people have problems, to help them, even if I don’t have many topics to discuss, maybe other

people have them, and it can be discussed only when you come together (P6).

The topic of a friendly atmosphere is closely connected with personal relationships.
Participant 4 mentioned that the more they know each other, the more united and
collaborative the team was: “For example, in those schools where I worked more than one
year, | already had a ready-made team which would catch up any idea, and we would easily
do it without any hesitation.” Moreover, one teacher-leader noted that informal
communication helps shy colleagues to open up and collaborate more actively. Most teacher-
leaders emphasized that their communication with colleagues is not limited to professional
life only, but they share their daily problems, and talk about their children and families. They
expressed a belief that LPH helped them not only in building their collegiality but also
establish friendly relationships with colleagues: | think that's the best time-spending together
(P3). Good to come together just to support this teamwork, collaboration (P6). Maybe some

people have problems, to help them (P6).

There was a belief that teachers generate better ideas and collaborate well during LPH
if they feel relaxed and close to each other. That is why, according to participants, the
collaborative environment should be non-judgemental. Likewise, teacher-leaders believed

that feedback after lesson observation should be done with support rather than criticism.
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Interestingly, Participant 6 mentioned LPH as an effective platform for creating
collaboration in the department: “I think this LPH is good for creating teamwork itself
because it helps to create this teamwork atmosphere.” Likewise, there were opinions that
joint participation in different activities, like seminars or school events, informal
communication, planning and implementing activities, sharing responsibilities, coming

together and exchanging experiences together in itself fosters bonding, friendship and

collaboration.

Another important factor reported by the participants was the level of teachers’
motivation to participate in LPH. Most of the participants stated that English teachers were
engaged in LPH, and this high motivation fostered a collaborative environment and practices
of LPH. Participants emphasized that it was very important for them to see that they get
tangible results after each LPH. They considered LPH effective if they learned something that
they could use in practice. Teacher-leaders highlighted that teacher collaboration during LPH
led not only to discussion, but to professional development and new knowledge. Awareness
of the possibility for self-development facilitated the motivation to collaborate. The following
examples demonstrate the findings: “An effective LPH is when everybody leaves the room

knowing that they learned something (P3)”.

LPH can be considered well-conducted if every teacher leaves it with the thought that
it was good that I came here, that I learned this and this; I didn’t know this technique, but |

will use it today and tomorrow. At least one technique (P2).

Teacher-leaders highlighted that they did not simply share experience during LPH.

They tried to apply new knowledge by collaborating.
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Moreover, the findings revealed that a shared sense of purpose united the department.
Thus, many participants said their colleagues did not need any motivation to attend LPH as it
was done for the sake of self-development. For instance, Participant 3 said that they did not

have to motivate their colleagues as “we just know that this is what we should do, and we do

it”

The third factor facilitating teacher collaboration during LPH was effective
administrative support. The administration helped to gather all the teachers of the department
in one place and at one time by scheduling LPH. Due to teachers’ differences in schedules, it
would not be possible without this assistance, so that was viewed as tremendous help.
Interestingly, Participant 4 expressed a belief that a top-down push from the administration

might be needed where teams are not established.

To sum up, teacher-leaders suggested that teacher collaboration during LPH could be
enhanced due to the following factors: a positive encouraging atmosphere, teachers’
motivation for participation, and administrative support. Moreover, informal communication,
a non-judgemental supportive atmosphere, a shared sense of purpose, getting tangible results,

joint participation, established teams, and LPH itself facilitated teacher collaboration.

4.4.2. Factors Impeding Teacher Collaboration During LPH

The following factors inhibiting teacher collaboration were identified during the
discussion of various questions: (1) increased teachers’ workload; (2) lack of space; (3) lack

of engagement; (4) lack of leadership skills.

Increased Teachers’ Workload

Increased teachers’ workload was named as the main reason impeding teacher

collaboration during LPH. Every single participant expressed an idea that teachers were
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generally very busy at work: apart from being English teachers, they handled many school
duties, including being a class teacher [which is known in Kazakhstan to be very time-
consuming and sometimes challenging]. Thus, Participant 5 said that “sometimes we’re too
busy or too tired. These kinds of factors may influence our motivation. Sometimes we have
difficulties coming on time and participating in these LPHs”. Participant 6 added that “all

teachers are very busy; they also have their own classes... that’s why they have a lot of

work™.

Therefore, all the participants believed that teachers' heavy workload is the main
barrier to successful teacher collaboration during LPH. This, in its turn, led to another issue:
some participants voiced their disappointment with the necessity to divide the English
department into two teams for LPH. It was caused by the fact that the school administration
was unable to schedule a break for all the English teachers at the same time. Teacher-leaders
believed that LPH with short membership would not allow them to discuss all the necessary
issues, so it is better not to divide the department into small teams. However, if all teachers

have time to attend LPH, the meetings must be conducted in a separate room.

Lack of Space for Conducting Meetings

Thus, the next barrier to teacher collaboration named by the participants was a lack of
available space for conducting meetings. Two participants complained that they did not have
a shared room for conducting LPH. These English teachers had to meet in the Teachers’
room, where they were distracted by other teachers’ conversations, or, as another participant
noted, “it’s actually bad because we are in the corridor, and we’re just looking where we can
make it” (P6). Interestingly, one participant noted they had a spare classroom, although they
needed a special cozy place for the English department only, which would be more

comfortable for meetings (P2). Thus, teachers demonstrated different demands: while some
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teachers just needed any space to conduct LPH, others expressed a desire to meet with

colleagues in a shared comfortable space which is assigned to English teachers only.

Lack of Engagement

Another important factor reported by English teacher-leaders was a lack of
engagement. Participant 1 shared that teachers could ignore the meeting, and others added
that some teachers did not contribute much or remained silent during LPHSs. The interviewees
also mentioned that in order to facilitate participation, they had to remind others of the
upcoming meeting using a WhatsApp chat. Participants explained the need for sending this
reminder. Since they are very busy with their duties, they might forget about the meeting or
miss it. However, there was also an opinion that there is no need to remind teachers about
LPH as they have it in their timetable. Similarly, Participant 3 notes that teachers do not
forget about the meeting because they have a small English department: “everybody seems to

know, cause it’s five of us” (P3).

Half of the participants mentioned some similarities in the behavior of some teachers
during LPH. First, there were some really qualified teachers who shared their experiences
quite enthusiastically, and were ready to help any time, but they never asked any questions
themselves. Participant 1 noted that teachers “might ask something, but actually, they try to
offer some ideas...”. Participant 3 said that they all [experienced teachers] shared experiences
on how to make the lesson better and, when | clarified whether they knew everything,
answered: “No, it’s not like we know everything. You can’t know everything. Yes, but
usually we don’t ask questions. We have no questions, yes” (P3). Participant 4 also agreed
that experienced teachers mostly share, not ask. She explained that as ““a personal issue” and
added that experienced teachers who recently returned from maternity leave took a keen

interest in LPH and asked questions. Since these teachers mostly give ideas, knowledge, and
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help others but do not request for any help themselves, this kind of engagement can be called

“passive consulting”.

Other teachers seem to display a passive resistance to LPH. As mentioned previously,
teacher-leaders had to remind teachers about the meeting: “actually, they know, but
sometimes they ignore” (P1). Participant 4 noted that when she discussed the importance of
LPH with teachers, she felt a strong resistance to LPH from some teachers: even being
reminded not all the participants of LPH would attend the meeting and they had to reschedule
it.

Another participant shared that some experienced teachers could devalue the
importance of LPH, saying to younger teachers: “Come on, ladies, I’'m sure you can
overcome it on your own; you’re young, you can learn everything by surfing the net” (P5).
This participant also added that some experienced teachers over forty listened carefully but
did not ask anything. She explained it by the quote: “they think they’re too experienced, so
why come to these LPHs. They think they don’t need these LPHs.” This quote was followed
by an explanation that these teachers generally tried to look responsible and attended LPH,
although with minimum engagement. This lack of engagement by some teachers results in
unequal participation of teammates, which could be caused by a lack of leadership skills, as |

explain next.

Lack of Leadership Skills

Although the study did not aim to explore all issues with supervising the collaborative
process during LPH, it still highlighted the role of a teacher-leader in guiding the team. As

LPH turned out to be a flexible practice, teachers were not assigned clear roles, and it could
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lead to unequal participation of teammates. This theme came up in the interviews with two

participants.

According to the interview with Participant 2, teachers took turns to share experience
with colleagues. However, one colleague participated actively in each meeting: “We have a
teacher who is always ready to share her experience. For example, she wants to talk, she is
very talkative, and she wants to share opinions, and we say yes, okay.” The participant added
that at every LPH they tried to give the floor to each member of the team, and different
people shared their experiences. However, this particular person was active at each meeting:

“but every time we have a different teacher. [ mean, her and another teacher” (P2).

A second interviewee, participant 4, who was not satisfied with her colleagues’
contribution, admits being too active herself, despite recognizing this as not the best
approach: “I actually think that I take most of the things on myself and this is not the best
strategy... I try to encourage them to contribute, too, but I admit that maybe they’re shy
because of my hyperactivity” (P4). This raises the issue of leadership, as only the team leader

can organize LPH effectively, engaging all participants.

Teacher-leaders are either heads of English departments in their lyceums or non-
positional leaders. Despite the administrative support with guidance on the possible agenda of
LPH, they did not receive any training on how to lead a team. These examples illustrate that a
lack of experience in supervising a team might become an impeding factor to teacher

collaboration: some participants might be left behind.

My findings show that the main barriers to teacher collaboration during LPH were
increased teachers’ workload, lack of space for conducting meetings, lack of teachers’

engagement and lack of teacher-leaders’ leadership skills. Moreover, increased teachers’
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workload prevents all the teachers from attending LPH at once, which results in poor

communication and failure to collaborate.

4.5 Conclusion

This chapter presented the findings, emerging from the analysis of English teacher-
leaders’ experiences during LPHs. It was identified that LPH was mostly conducted as a
meeting aimed at exchanging experience. It could be planned in advance or determined by
the ongoing needs of the teachers and the department. Administration regulated LPH
differently: supported teachers by providing them with a model for collaboration, time and
place to meet, sometimes monitoring attendance and assigning tasks to do during LPH.
English teachers collaborated on a range of topics, including teaching methods, problem-
based situations, students' needs, lesson planning, and school documents. The choice of

topics was shaped by teachers’ interests and experience, and by lyceum’s needs.

The mutual character of teacher collaboration and an opportunity for professional
development were identified as the main values and benefits of LPH. It was revealed that
teacher collaboration during LPH could be fostered by encouraging a positive non-
judgemental atmosphere, enhancing teachers’ motivation to participate at LPH, and providing
administrative support. Increased teachers’ workload, lack of space, lack of engagement and
lack of leadership skills were found to be the main impeding factors to teacher collaboration

during LPH.

The findings presented in the current chapter are discussed in relation to relevant

literature and conceptual framework in the next chapter.
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5. Discussion

In the previous chapter, | presented the main findings of my research aimed at
exploring the experiences of English teacher-leaders while collaborating with colleagues of
the same department at a lyceum for gifted children during the Lesson Planning Hour. In this
chapter, 1 discuss the main findings in relation to the research question, conceptual
framework, and existing literature on the topic. The chapter is divided into four sections. The
first section discusses the collaborative culture prevailing with reference to the organization
of LPH. The second section discusses the main values and benefits of teacher collaboration

during LPH, while the third section discusses the factors that influence teacher collaboration.

The fourth section summarizes the chapter.

5.1 Organization, Function and Practices of LPH

As stated previously in section 2.2, researchers have not reached a consensus about a
single definition of teacher collaboration. My findings show different hallmarks of teacher-
leaders’ views on teacher collaboration. All the respondents described the Lesson Planning
Hour as a meeting which implies a variety of activities: English teachers attended LPH and
engaged in different practices together. This aligns with Cook and Friend (1993), who
believed that teacher collaboration involved a lot of different things: for example, joint work

and attending meetings.

Previous researchers suggest that joint work could be regarded as teacher
collaboration if teachers act in a spirit of cooperation with colleagues (Cook & Friend, 1993).
Thus, not only did participants emphasize cooperation within the department, they also
focused on working towards a common goal, for instance, preparing and sharing
responsibilities for the organization of the event “English week”, and conducting tests or

exams together. This is similar to Kelchtermans’s (2006) views about the concept of teacher
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collaboration. Moreover, this collaborative work, where teachers had to divide
responsibilities in order to execute a piece of work, implied trusting a peer. This echoes
Futernick’s (2016) understanding of teacher collaboration as meaningful work and trustful
communication. Additionally, Hargreaves (1994) stated that collaborative culture promotes

voluntary collaboration. Lesson Planning Hour was organized as a meeting to promote

teacher collaboration in lyceums.

The findings revealed that administration interfered with LPH to a different extent: in
some lyceums they scheduled LPH in the teachers’ timetable; in others, they could suggest a
topic for discussion and even attend the introductory part of LPH. Thus, the analysis of
LPH’s organization suggests that the form of teacher culture within LPH can be identified as
“contrived collegiality” (Fullan & Hargreaves, 1991, p. 78). Fullan and Hargreaves (1991)
define contrived collegiality as a set of processes to promote joint teacher work. There are
also some features that characterize contrived collegiality. In this respect, teacher
collaboration does not happen spontaneously on the teachers’ part; it is imposed by the
administration. Teachers are required to meet and work together at the prescribed time and
place (Fullan & Hargreaves, 1991). This is exactly the way LPH is organized in my
participants’ lyceums: it is administratively regulated, compulsory, and fixed in time and
location. However, Fullan and Hargreaves (1991) also state that contrived collegiality is
featured by high predictability in likely end results and orientation for implementation. This
does not align with my findings. First, despite the fact that the administration has some
control over LPH, it is more like monitoring, which does not appear as “a safe administrative
simulation of collaboration” (Fullan & Hargreaves, 1991, p.196) but more of a promotion of

teacher collaboration at lyceums.
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Moreover, even though the lyceum administrators suggest how to conduct LPH, they
do not seem to pursue an aim to control teacher collaboration, but to foster it. As for the
implementation-oriented aspect, which implies the execution of the administrative orders,
such as implementing special strategies or advanced educational programs, LPH is not aimed
at achieving this aim either as teacher-leaders and their colleagues are free to opt for any
topic for discussion which they consider reasonably necessary, they do not have to implement
any long-term programs or alike. Consequently, teacher collaboration during LPH bears some
marks of contrived collegiality. Furthermore, according to findings, some participants might

resist teacher collaboration, which can be regarded as the development of superficial

relationships common to contrived collegiality (Fullan & Hargreaves, 1991).

Nonetheless, contrived collegiality is known to be ambiguous. Researchers affirm that
arranged meetings within contrived collegiality lead to teacher development as it allows them
time for joint work. Moreover, the results of contrived collegiality are dependent on the way
it is carried out at schools (Fullan & Hargreaves, 1992; Peterson, 1994). Fullan and
Hargreaves (1992) explain in their book that contrived collegiality can be used as an initial
step to establish collaborative relationships among teachers. As an example, the authors
mention administrative support in enabling teachers to work together by scheduling meetings
or releasing teachers from some work and by facilitating their joint work. This is similar to
the way the administration of lyceums promotes teacher collaboration during LPH. The
findings from the current study show that the implementation of LPH served a purpose of
developing and facilitating collaborative culture within departments. Moreover, as contrived
collegiality can transfer to more favorable forms of collaboration (Hargreaves, 1992), the
findings showed that in many schools teacher relationships were not limited to school only;

they were integrated into personal and professional lives. Teachers maintained friendly
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relations, communicated informally, spent time with each other outside the lyceum and talked
about personal lives in lyceums. This finding demonstrates that some lyceums of my thesis
study exhibit some of the features of the “moving mosaic” (Hargreaves, 1994, p. 238).
According to Hargreaves (1994), moving mosaic is the most propitious form of teacher
culture. Its main characteristics are “flexibility, adaptability, creativity, opportunism,
collaboration, continuous improvement, a positive orientation towards problem-solving and

commitment to maximizing their capacity to learn about their environment and themselves”

(Hargreaves, 1994, p. 63). These features were also noticed in the current research.

Furthermore, participants mentioned that they perceived LPH as a good venue for
informal communication, where they shared news about family lives, had tea and went out
together. Moreover, there was an opinion that teachers could share experiences as colleagues
without attending LPH. This indicates that teachers, who were initially pushed to collaborate
under contrived collegiality, were able to move to a new level of collaborative relationships.
Favorable prerequisite for it could be the friendly working environment in the lyceums in
general: the BILs are known for their good communication skills and culture, mutual help
and support (BILIM-INNOVATION Social International Foundation, n.d.). This finding
aligns with Rosenholtz (1989), who defined two types of collaborative culture: stuck (where
teachers work in isolation) and moving, which is characterized by high teachers’
communication, cooperation and caring and sharing. Thus, according to my findings, English

teachers also experienced a moving culture in the department.

Overall, the findings revealed that the type of teacher collaboration during LPH is
defined as “contrived collegiality” as it was imposed top-down. The main purpose of LPH is
clearly seen as promoting teacher collaboration as opposed to controlling. Some lyceums

exhibit some features of “moving mosaic”. It is clear that “contrived collegiality” served as a
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basis for developing a more favorable form of teacher collaboration. The lyceums seemed

like a favorable platform for developing such collaboration due to its corporate culture, a

unique system of hiring alumni as teachers, and overall collaborative and friendly

environment.

5.2 The Value and Benefits of Teacher Collaboration During LPH
In this section | discuss what English teacher-leaders see as main values and benefits

of teacher collaboration.

5.2.1. Mutual Benefit

The teacher-leaders in current study strongly believe that the main value of teacher
collaboration during LPH is mutual benefit. All the participants emphasized the importance
of sharing and exchange of experience, which were seen as the main idea of teacher
collaboration. This finding is important as it illustrates what teacher collaboration is valued
for in the Kazakhstani context (Abdazimkyzy, 2020; Kanayeva, 2019; Ospanova, 2015;

Urazbayeva, 2020).

Participants shared that they learned from each other’s experiences by doing a variety
of collaborative practices: sharing methods, exchanging ideas and resources, discussions and
solving problems. According to Little (1990) four types of collegial relations exist among: (1)
scanning and storytelling; (2) help and assistance: (3) sharing; and (4) joint work. The first
two types are less relevant to the culture of chosen lyceums. It is obvious from the data
analysis that most participants experience two types or a mixture of collegial relations in their

practices: sharing and joint work.

English teachers share a lot of experience and resources. They demonstrate that this

experience exchange results in the improvement of their practice. These are the features of
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‘sharing’. However, this type of collaboration implies an absence of joint work. This does not
align with the findings. Moreover, teachers articulated that they share responsibility for
students’ achievements, work cooperatively, support peer colleagues, and express motivation
to collaborate. These are the characteristics of the most favorable type of collegial
relationships, joint work (Little, 1990). Its presence in a lyceum might be explained by a high

collaborative culture of BILs in general and by the fact that most of the teachers are lyceum

alumni.

Interestingly, teachers value teacher collaboration for experience exchange
(Ospanova, 2015) rather than joint work. This might be explained by participants’ desire to
make their lessons engaging for students as many participants talked about it and also
expressed concern that they need to motivate students to learn English by using interesting
and effective tasks. Also, participants emphasize that the exchange of experiences and
resources leads to their instructional improvement, which is consistent with the study by
Little (1990). This is also aligned with prior research in the Kazakhstani context, which
suggests that the exchange of experience and ideas in teacher collaboration initiates teacher
professional development and improves instructional practices (Abdazimkyzy, 2020;
Kanayeva, 2019; Ospanova, 2015; Urazbayeva, 2020). The findings from the current study
also indicate that teachers value experience exchange with colleagues as it allows them to

develop their teaching skills and enrich their experience by new strategies and tasks.

English teacher-leaders elaborated on the topic of special support to novice teachers.
The findings demonstrated that teacher collaboration during LPH is especially seen as
beneficial for novice teachers since experienced teachers transfer their experience
purposefully to them. However, since novice teachers tried and improved senior teachers’

experience, overall, all the parties benefited from the collaboration. The above can be
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corroborated by prior research in the Kazakhstani context, which found that novice teachers

benefit profoundly from collaboration as they learn different teaching methods (Urazbayeva,

2020) and receive support (Ospanova, 2015).

Urazbayeva (2020), who explored the impact of collaborative lesson planning, noted
that experienced teachers also benefit from collaborative lesson planning by addressing
student interests and managing expectations. This contrasts with the findings of my study
since a teacher-leader who focused on collaborative lesson planning in LPH stated that
experienced teachers never asked any questions about lesson planning; they only shared
experiences. This implies that some experienced teachers did not believe in gaining
experience during lesson planning. However, they greatly benefited from novice teachers’
creative ideas and resources. This aligns with Kanayeva’s study (2019) who found that
experienced teachers valued creative ideas, and, in turn, novice teachers valued the support of

more experienced colleagues as it helped them in the idea-generation process.

5.2.2. LPH as An Opportunity for Professional Development

The findings of my study indicate that many teachers collaborated for the purpose of
continuous professional development, which was mentioned as the main idea of teacher
collaboration by Hargreaves and Fullan (2015). This finding also aligns with previous studies
which identified that teacher collaboration is a key factor in professional teacher development
(Abdazymkyzy, 2020), which results in quality education (Cordingley et al., 2003;
Cordingley & Buckler, 2014; Hargreaves, 1994; MacBeath, 2012; Morel, 2014) and
improves student’s academic achievement (Hargreaves, 2019; Morel, 2014; Ospanova,

2015).



TEACHER COLLABORATION DURING THE LESSON PLANNING HOUR: 67
EXPERIENCES OF ENGLISH TEACHER-LEADERS AT A LYCEUM FOR GIFTED
CHILDREN

The current study demonstrated that LPH provides teachers with an excellent
opportunity for self-development, which results in better teaching and leads to better student
outcomes. Some teachers mentioned that peer observation enriches their instructional
practices as they try to apply the practical experience of colleagues and then share the
outcomes. This practice teaches English teachers to reflect on their work. This finding aligns
with different researchers who state that peer observation and joint work help to develop self-

reflective skills (Hargreaves, 1994; MacBeath, 2012; Ospanova, 2015) and facilitates

opportunities for collaboration (Forte & Flores, 2014).

The study revealed that while some teachers needed to be motivated to attend LPH,
most teachers realized that they could greatly improve their practice and did not need any
push to attend LPH: seeing colleagues’ achievements served as a motivation for them. This
aligns with Gates and Robinson’s (2009) study which claimed that teacher collaboration
enhances motivation. Also, teachers emphasized that they could adopt more experienced
colleagues’ development path for their own professional growth. It is obvious from the data
analysis that experienced teachers shared voluntarily. Likewise, Ospanova (2015) notes that
Kazakhstani teachers intend to develop professionally through collaboration with experienced
teachers. However, Ospanova (2015) explained that these intentions were driven not only by
a desire to develop but also by upcoming attestation. This experience of the Kazakhstani
context relates to findings by Forte and Flores (2014), who report that teachers might

establish relationships with colleagues guided by possible benefits.

Previous research indicates that teacher collaboration is valued as it enables teachers
to divide responsibilities and reduce workload (Hargreaves, 1994; Urazbayeva, 2020).
Interestingly, none of my participants mentioned this benefit. They mentioned sharing

responsibilities, but in the sense of achieving a common goal rather than sharing the load.
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5.3 Factors Facilitating Teacher Collaboration During LPH

The study revealed that three main factors facilitate teacher collaboration during LPH:

(1) a positive encouraging atmosphere; (2) high teacher motivation; (3) administrative

support.

The participants strongly believed that a positive, encouraging atmosphere was the
most important facilitator of teacher collaboration. Many researchers support this finding.
Silva and Morgado (2005) links this factor to the personal dimension of factors enhancing
teacher collaboration as it relates to teachers’ personalities. Similar values, communication
skills, mutual respect and trust, and high motivation of participants contribute to the
collaborative environment. Ospanova (2015) mentions that an encouraging atmosphere in
schools increases teachers’ enthusiasm and willingness to work. Kanayeva’s (2019)
participants emphasized that a positive atmosphere fosters sharing views uninhibitedly.
Abdazymkyzy (2020) notes the importance of every individual’s contribution to a positive

atmosphere.

English teacher-leaders highlight that non-judgemental environment when peers are
able to give supportive feedback facilitates teacher collaboration. This is especially important
for shy and novice teachers. This aligns with Silva and Morgado (2005), who recognize the
importance of listening and giving feedback. There was also an opinion in my study that
teachers need simple interaction as they have no time to communicate with each other. This

idea is supported by Venianaki and Zervakis (2015).

Many participants mentioned the importance of informal communication for
facilitating collaboration. Informal communication is understood here, starting from simple
interaction (which generally teachers claim to never have time for) to more close

relationships such as discussing family issues, and problems, and going out together. The
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understanding of informal communication by BIL teachers is different from Ospanova
(2015), whose participants regard “unofficial meetings, conversations during lunch breaks,
interactions in the common staff room and on the way to school” (p. 59) as informal
communication and do not mention any close connection. More personal topics as informal
communication might be explained by the special culture of BILs. Interestingly, despite the
fact that many researchers emphasize the importance of trust in collaborative processes, none
of the participants mentioned it. Taking into consideration the strong collaborative culture

and informal relationships in many departments in BILs, it may seem as if teachers take trust

for granted. Moreover, participants noted that established teams collaborate better.

English teacher-leaders mentioned that LPH is good for developing teacher
collaboration itself. This aligns with Morel (2014) who believes that collaboration facilitates
team cohesion. Some teachers mentioned that preliminary planning of LPH might enhance
the practice. This opinion corresponds to Driskell et al. (2018), who state that planning

collaborative meetings is important as it leads to better achievement of school goals.

The second factor facilitating teacher collaboration during LPH is teachers’
motivation. Most participants believed that teachers’ engagement in LPH was quite high.
Similarly, researchers highlight that motivation to collaborate with colleagues fosters
collaboration (Drossel et al., 2019, as cited in Garcia-Martinez et al., 2021; Forte & Flores,
2014; Muckenthaler et al., 2020; VVangrieken et al., 2015). Also, teachers found learning new
knowledge every LPH very encouraging for attending LPH meetings as they saw it led to
professional growth. It aligns with Futernick (2016), whose participants saw producing

results as an essential aspect of teacher collaboration.

The third factor facilitating teacher collaboration during LPH is administrative

support. This is a widely reported supportive factor. Johnson (1990, as cited in Peterson,
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1994) believes that administrative support and encouragement are most critical in building
collaboration. My participants noted that scheduling LPH into timetables made collaboration
possible. DuFour and Berkey (1995), Kanayeva (2019), Vescio et al. (2008, as cited in
Muckenthaler et al., 2020) report that appointing time for meetings promotes teacher
collaboration. Teacher-leaders, whose administration took care of finding a special place for
conducting LPH, did not have to worry about it themselves. DuFour and Berkey (1995),

Forte and Flores (2014) and Vescio et al. (2008, as cited in Muckenthaler et al., 2020) regard
available space for meetings as a fostering factor for collaboration, and believe that
administration can support teachers with it. DuFour and Berkey (1995) report that principals
can provide teachers with a model for collaboration and ask teachers for updates on their joint

work. This coincides with my study as LPH is guided by a document and one participant

noted about the necessity of sharing an agenda with a principal.

5.4 Factors Impeding Teacher Collaboration During LPH
The study revealed four factors impeding teacher collaboration during LPH: (1)
increased teachers’ workload; (2) lack of space; (3) lack of engagement; (4) lack of

leadership skills.

Despite the fact that LPH is scheduled into teachers’ timetables, increased teachers’
workload was still named as a barrier: teachers were busy with school duties. Interestingly,
teachers referred to teacher overload as a generally known fact. This finding corresponds to
many previous studies. Hargreaves (1994) links this problem to teacher collaboration being a
time-consuming process. Cook and Collinson (2013) identified five barriers related to the
lack of time. My study correlates with “not enough discretionary time to share, feeling
overwhelmed, not enough discretionary time to learn” (p. 89) and does not align with “lack of

common time with colleagues, and lack of a designated time to share” (p. 89). Kanayeva
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(2019) names work intensification as one of the main barriers to teacher collaboration.
Participants in her study noted that multiple roles and top-down tasks led to overload and no
time for collaboration. Likewise, Ospanova (2015) reports that teachers in her study could not

find time to meet because of a necessity to write reports, teach extra classes and participate in

activities.

According to my findings, lack of engagement was another impeding factor. Some
teachers could ignore the meeting, others stayed silent. This could happen due to several
reasons. It is reported that sharing teaching practices with colleagues (Goddard et al., 2007)
and getting involved in collaborative practices (Johnson, 2010; Wilhelm, 2017, as cited in
Vangrieken et al., 2015) is not comfortable for many teachers. Teachers might feel insecure
dealing with the public (Nieveen et al., 2005). Harris (2014, as cited in Garcia-Martinez et al.,
2021) explains that teachers might see peers’ feedback on their practices as a threat. In
Kanayeva’s study (2019), some teachers were reluctant to share materials because of the
competitive culture, high stakes of teachers’ upcoming attestation, or jealousy. However, this
does not correspond to the findings of the current study. Interestingly, some experienced
teachers eagerly shared their experiences but never asked any questions. This reminds me
about beliefs that reaching out for help might indicate a lack of independence (Fisher et al.,

1981) and incompetence (Hargreaves, 1994).

Another factor impeding teacher collaboration is a lack of leadership skills. The study
did not focus directly on leadership; it looked at teacher collaboration from the lenses of
teacher-leaders. As previously mentioned, teacher-leaders did not have any special training.
Findings showed that some teacher-leaders went with the flow during LPH. A consequence
of this could be that not all the teachers took active participation during LPH. Silva and

Morgado (2005) report that each team member needs to be assigned a clear function and be
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able to contribute actively. Thus, Philips (2003) mentions that it is important for a leader to
expand their leadership role and share control over processes with other team members. Hord
(1997) notes that leaders must create a learning-friendly environment for teachers. Prestine
(1993, as cited in Hord, 1997) calls an ability to take part without dominating and the ability
to share power as crucial for developing a collaborative culture at school. These findings
might correspond to the experience of one teacher-leader who had to lead LPH mostly
unaided due to unmotivated passive teachers. The teacher-leader had to ask the
administration to control attendance, and noted that her hyperactivity might have caused the

participants’ dormancy. Hord (1997), likewise, reports that a dominant leader is not likely to

promote participatory culture.

Furthermore, as the LPH meeting was a flexible practice, teachers were not allocated
clear responsibilities. This could lead to unequal participation of teammates. The study
supports this finding by an example from an interview, where one teacher was too active to
the detriment of other participants. This is similar to Kanayeva (2019), who noted that a
showing-off behavior impedes collaboration. Ospanova (2015) emphasizes that some
teachers are left behind in collaboration when the same teachers are involved all the time.
Silva and Morgado (2005) explain that teachers should have an equal opportunity to

participate for collaboration to be effective.

Findings also revealed that some teachers lost time intended for LPH searching for a
free classroom. This aligns with Forte and Flores (2014) and Kanayeva (2019) who report
that teachers find arranging space for collaboration challenging. Furthermore, lack of space

inhibits experience exchange and collaboration (Louis & Kruse, 1995).
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5.5 Conclusion

In this chapter, the findings of current research were interpreted and compared to the
relevant academic literature on teacher collaboration and my personal understanding.
Although teacher collaboration during LPH is required by the school, this was imposed to
provide teachers with time for joint work and promote rather than control teacher
collaboration. Moreover, in some lyceums LPH served as a basis for developing a more
collaborative form of teacher collaboration. The teachers see mutual benefit from experience
exchange and professional development as the main values and benefits of teacher
collaboration during LPH. It helps them to enrich their practices and develop professionally.
Novice teachers are given special support by experienced teachers, who also benefit from
collaboration since novice teachers improve established practices. Teachers’ motivation to
attend LPH varies: some teachers have high motivation, while others need to be motivated.
Witnessing colleagues' success and growth encourages teachers for their own professional
development. A positive encouraging atmosphere, high teacher motivation, and
administrative support facilitated teacher collaboration, while increased teachers’ workload,
lack of space, lack of engagement and lack of leadership skills were the main barriers to

teacher collaboration during LPH.

The next chapter summarizes the major findings of the current research and presents

limitations, implications, recommendations, and direction for further research.
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6. Conclusions

This chapter summarizes the findings of my research which aimed at exploring the
experiences of English teacher-leaders while collaborating with colleagues of the same
department at a lyceum for gifted children during LPH. The study was guided by one
research question. Three themes emerging from data analysis were presented and analyzed in
the previous chapters: (1) organization, functions and practices of LPH; (2) the value and

benefits of teacher collaboration during LPH; (3) factors related to teacher collaboration

during LPH.

This chapter is organized into three sections. In the first section, the major findings
are summarized and presented in relation to the research purpose and questions. The second
section discusses limitations and gives directions for future research, while the third section

gives recommendations for developing teacher collaboration at school.

6.1 Summary of the Major Findings
The study was guided by the research question: How do English teacher-leaders

describe their experiences of collaborative practices during the Lesson Planning Hour (LPH)?

First, to delve into the atmosphere of teacher collaboration during LPH, it was
important to explore how LPH is organized in the English departments of lyceums and what
issues teachers collaborate about. The findings revealed that English teacher-leaders conduct
LPH in the form of a meeting where teachers are engaged in a plethora of practices and
discussions surrounding: teaching methods, problem-based situations, students’ needs, lesson
planning, school documents, etc. These practices correspond to the definitions of teacher
collaboration by various researchers. The topics for practices are chosen collaboratively with
the team either in advance before the start of the academic year or depending on the emerging

needs of the department and school. The choice of topics is determined by the experience of
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teachers and, sometimes, by the school administration, who can suggest discussing emerging

issues.

It was identified that topics also vary according to the experience of a teacher.
Experienced teachers are likely to initiate discussions related to participation in Olympiads,
teachers’ professional development, lesson documentation, students’ motivation and some
current school duties. Novice teachers are predisposed to ask questions about planning a
lesson, the lyceum, class management strategies and materials. The findings identified that
the dominating form of teacher collaboration during LPH was “contrived collegiality” (Fullan
& Hargreaves, 1991, p. 78), which in some lyceums transferred into the most conducive
form, “moving mosaic” (Hargreaves, 1994, p. 238). Favorable conditions for that could be a
unique system of hiring alumni as teachers and the moving collaborative culture (Rosenholtz,
1989) peculiar to BILs. Moving culture is characterized by high teachers’ communication,
cooperation, caring and sharing. Thus, the findings of the research revealed that even when
imposed by the administration, teacher collaboration can be developed and fostered, provided

that the school exhibits a collaborative culture and friendly environment.

The research revealed that English teacher-leaders identify the mutual character of
teacher collaboration and an opportunity for professional development as the main values and
benefits of LPH. All the participants consider experience exchange as the main idea of
collaboration. The study demonstrates the value of teacher collaboration in the Kazakhstani

educational context.

The study suggests two types of collegial relations exist in the departments: sharing
and joint work (Little, 1990). Despite the fact that joint work is the most desired type,
experience exchange seems to be acknowledged more than joint work. Teacher-leaders

emphasized the importance of helping novice teachers and purposefully sharing experience
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with them. In turn, novice teachers improved the established practices of experienced

teachers by trialing them and suggesting creative ideas for further improvement.

The study revealed that experience exchange allowed teachers to undertake
continuing professional development. Also, according to my participants, teacher
collaboration during LPH raised teachers’ motivation for self-improvement, improved the

quality of teaching and students’ outcomes, and developed reflective skills.

Some facilitating and impeding factors were found to influence the supposed
effectiveness of teacher collaboration during LPH. A positive, encouraging atmosphere,
teachers’ high motivation and administrative support were found to be the most important
factors in fostering teacher collaboration. The research revealed four factors impeding teacher
collaboration during LPH: increased teachers’ workload, lack of space, lack of engagement,

and lack of leadership skills.

The study aimed to illustrate the relationship between teacher collaboration and
teacher leadership, and the results these interconnections generate. Lack of leadership skills
was found as another important impeding factor to teacher collaboration. The study revealed
that not all teachers participated actively during LPH, and this could happen due to several

reasons.

First, a teacher-leader who had difficulties engaging all the participants during LPH,
also noted that their hyperactivity might have caused the participants' dormancy. This
situation might be resolved if a teacher-leader was able to expand their leadership role, share
control with other team members (Philips, 2003), and demonstrate an ability to participate
without dominating, as it is crucial for creating a collaborative culture (Prestine, 1993, as

cited in Hord, 1997). A leader must develop a friendly environment for teachers (Hord, 1997)
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and ensure that each teammate is assigned a clear function so everyone is able to contribute

actively (Silva & Morgado, 2005).

Second, since LPH is a flexible practice, teachers were not assigned clear
responsibilities. Thus, one teacher was too active, speaking much and preventing others from
sharing. It also led to unequal participation of teammates. Teachers should have an equal
opportunity to participate for collaboration to be productive. Also, some participants can be
left behind if the same teachers are active. Thus, these findings demonstrate a direct

connection between the effectiveness of teacher collaboration and leadership skills.

6.2 Limitations and Directions for Future Research

The current research has some limitations. First, the study explored the experiences of
a limited number of English teacher-leaders, working at different “Bilim-Innovation”
lyceums over the country. There were only six participants, mostly female. Consequently,
this small sample and only English teachers as participants cannot represent the experiences
of teachers in whole BILs sector. Therefore, it would be valuable to interview more teachers
from other departments. The fact that this study was conducted at BIL does not allow to

generalize findings for all mainstream schools in Kazakhstan.

The second limitation is associated with choosing only one data collection instrument,
a semi-structured interview. A mixed-methods study can give more insightful findings, and

observation of LPH meetings will produce rich data to intensify the study findings as well.

Third limitation is associated with the fact that the study was conducted by an English
teacher-leader herself who had an experience of conducting LPH meetings. Being aware of
this, participants might have felt uncomfortable sharing their thoughts. Also, my personal

experience might influence the interpretation of data.
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Fourth, the study explores the experiences of teacher-leaders regarding teacher
collaboration but does not go deep into the experiences and perspectives of leadership. So,

the study might be extended by exploring teacher-leaders’ understanding of leadership and

how leadership might be enhanced or impeded by personal and organizational issues.

6.3 Recommendations for Policymakers and School Administration

Findings revealed that the imposed form of teacher collaboration can be effective and
lead to more favorable forms provided collaborative culture and administrative support exist
at school. It is important not to control teacher collaboration and leave everything to teachers’
needs and preferences. LPH or any other meeting for collaboration should not be extra work

or add to teachers’ overload. It should work to the benefit of teachers.

As teachers are motivated by seeing that they learn new knowledge every LPH
meeting, it is recommended to plan LPH and make sure that at every meeting, teachers
produce an outcome. However, the practice should be flexible, and if teachers discuss an
issue the whole meeting, it does not mean there is no result; teachers might solve a problem
or get valuable insight. It is recommended to gather all the participants together and not
divide them into teams. Teacher-leaders will need to get training on supervising a team, and

the whole department will need to learn how to give constructive feedback.

As it was revealed that some teachers might be afraid of being seen as incompetent if
they ask questions, it is important to encourage teachers to ask questions regardless of their
experience. Collaborative meetings are beneficial for novice teachers, and they are different
from mentoring because novice teachers are active learners and contributors here, which will
influence their motivation and confidence. This, in its turn, might influence the decision to

stay in the profession.
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Developing teacher collaboration requires administrative support: a model for
collaboration, facilities, resources, and time. Transferring the experience of LPH into
mainstream schools may work well only if it is included in their timetable, and if teachers
understand the value of collaboration and are willing to participate actively. Space and time
could be a problem if mainstream school teachers are overloaded. Also, it is first
recommended to communicate to teachers the idea of the benefits of teacher collaboration for
teachers so they will have the motivation to initiate LPH themselves, as teacher collaboration
might be imposed but never forced. Moreover, it is strongly recommended to treat LPH as

proper work and cost it in as legitimate workload so teachers have access to continued

professional development and this in turn can improve student learning outcomes.

6.4 Concluding Reflections

To conclude, this qualitative study was conducted to explore teacher collaboration
with support from the school administration from the perspectives of teacher-leaders. The
research offers some important insights into the nature and value of teacher collaboration, and
uncovers factors that facilitate and impede teacher collaboration. These findings might be of
benefit to stakeholders in achieving an overarching goal of improving the quality of schools

in Kazakhstan via teachers.

Moreover, the research enhanced my understanding of teacher collaboration and made
me think about possible ways of how teacher collaboration can be enhanced in the school

where | work and in the country.
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Appendices

Appendix A

Interview Protocol and Sample Interview Questions

The protocol will include your opening discussion / warm up questions:

"Hi, great to see you. How are you?"

Thank you for sending me your consent form... or You haven't yet sent me your signed

consent form, let's do that now. Do you have any questions before we start?

The following questions are used to conduct a semi-structured interview:

88

1. Walk me through the Lesson Planning Hour (LPH). What is it, how is it organized by

administration?

2. How do you organize / lead the meetings yourself?

3. Who takes an active part in the meetings (Prompt: is it you, teachers or all of you)?

4. What kind of topics do you cover in LPH? Do you notice questions/interest by

novice/more experienced teachers that vary? (Prompt: share about yourself, I’ve

noticed that novice teachers tend to ask certain questions, whereas more experienced

teachers are looking for something different)

5. What kind of collaborative practices do teachers engage in during a lesson planning

hour? In your opinion, which are the most effective for your teaching practices? and

which for developing team collaboration? (Prompt: Tell me more about (___ex:
sharing experience__), why in your opinion is that particularly effective?)
6. In your opinion, how does collaboration affect teachers’ practices from your

perspective as a teacher-leader? and your personal practices?
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7. How do you encourage a collaborative environment among teachers? (Prompt: can
you give me an example? Think back to your last LPH...)
8. In your opinion, what makes for an effective LPH?
9. Overall, is there anything else you’d like to share about LPH at your lyceum?
(Prompt: your general thoughts? supports/resources? challenges or problems?
10. Now thinking about a document from the BIL, “the Lesson Planning Hour”, if you
were to add/edit it to improve it/change it, what would you suggest?
11. Lastly, thinking about all these questions and your answers about LPH, what

recommendations do you have to enhance collaboration as related to LPH?

12. Is there anything else you’d like to share?

“Thank you very much for your time and feel free to reach out”.
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Appendix B

Recruitment Telegram message

[1Dear colleague!

I’'m Anastassiya Omelnitskaya, an English teacher from BIL Pavlodar and a Master’s student

at Nazarbayev University.

I’'m looking for *English teachers who have led/organized/coordinated the lesson planning
hour* (the meeting where teachers collaborate) to share your experience for the research and

by that contribute to the further development of teacher collaboration in Kazakhstan!

Every voice is important! I can’t wait to hear from you [

For more information, please, contact me via Telegram or at +7 777 764 66 99.

Follow-up Telegram message

Hello! Just checking back in to see if you’d seen this message. Will you please share your

experience with the world? [

(reposted message)

Kymreicka kabpu1may Typansl Telegram xabapiamacsl

"IKypmerTi opinrectep!

Men Anacracust OmenpauIKast, BIL Pavlodar arputmeia Tim myramimi sxore Hazapb6aes

YHUBEPCUTETIHIH MarCTPaHTHIMBIH.

Men *cabakThbl xKoclapiiay caraTblH OacKapraH/yYHbIMIAaCThIpFaH/YHIECTIPreH aFbUIILIbIH T1IT1

MyFaiimaepin® (Myranimaep Oipiecin *KYMbIC ICTEUTIH Ke3/ecy) 131eMiH, oJlap o3
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ToXiprOenepiHiz0eH 3eprrey yiuIiH 0edicim, con apkbuibl KazakcTanaarsl MyFaiMaepain

BIHTBIMAKTACTBIFBIH OJIaH Opi JAMBITYFa yJIeC Kocabl!

Op nayeic MmaHbpBAbI! Ci3aeH xabap KyTemiH| |

Koceimmma aknapat any ymriH MeHiMeH Telegram nemece +7 777 764 66 99 HoMipi apKbLIbI

xab apJIaCbIHbI3.

Keneci Telegram xabapnamacsl

Canemercis 6e! by xabapabl kepreH-KopMereHiHi3ai Oty YIIiH KaiTa ska3bli oThIpMbIH. Ci3

QJIeMMEH TOXipuOeHi30eH Oerice anacki3 6a? [

(kaiiTa *apHsuIaHFaH xabapiaama)

Tenerpam-cooOmieHne - MpUIIIalIeHue T0y4acTBOBATh B UCCIICAOBAHUH

[1YBaxxaemsbIii kosuiera!

S Anacracus OMenbHHUIIKas, TPEeNoaBaTeb aHniickoro s3bika u3 bIUJI [1aBnoxap u

CTy/eHTKa Maructparypsl HazapbaeB YHuBepcurera.

S uiy *npenopaBareneil aHMIMICKOTO A3bIKA, KOTOPBIE KOT1a-1100
MIPOBOIMITN/OPTaHU30BBIBAIN/KOOPIUHUPOBAIM Yac TUTAHUPOBAHUSI YpOKa™® JIJIst TOTO, YTOOBI
BbI MOJICJIUIINCH CBOUM OIIBITOM B MCCJIETOBAaHUM U, TEM CaMbIM, BHECIIU CBOW BKJIaJl B

JalbHelIIee pa3BUTHE COTpyIHUYEcTBa yunTenen B Kazaxcrane!

Kax w1t ronoc Baxxen! C HETepIIeHUEM Ky OTBETA [

I[J'ISI MMOJIYYCHHA JOIOJIHUTEIIbHOM I/IH(I)OpMaI_II/II/I, HOX(aHYﬁCTa, CBSDKUTECH CO MHOM qepe3

Telegram uu o tenedony +7 777 764 66 99.

CooOimenune-nanomuHanue B Telegram
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Jo6periit nens! TIpoBepka cBsi3u - a BAPYT BBl HE YBUJEIU 3TO COOOIIEeHNE. Banr onbIT oueHb

BaXKE€H, NOAEIUTECH UM ¢ MUpoM! [

(pertocT cooOmIeHU)
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Appendix C

Consent Form in English, Kazakh, and Russian

INFORMED CONSENT FORM

Teacher Collaboration during the Lesson Planning Hour: Experiences of English Teacher-

Leaders at a Lyceum for Gifted Children.

DESCRIPTION: You are invited to take part in a research study on your experience of
organizing the Lesson Planning Hour, which implies teacher collaboration, at the “Bilim-
Innovation” lyceum for gifted children. The study is aimed at exploring collaborative
practices of teachers during the Lesson Planning Hour (LPH) from the perspective of a
teacher-leader. In this study a teacher-leader is a teacher who is in charge of organizing or
leading LPH. Moreover, the study seeks to understand your recommendations and find
various kinds of collaborative practices that might be the most effective for teaching and the
most effective for developing team collaboration. The main purpose of the research is to

examine your professional experience and opinions and on no account make any judgments.

TIME INVOLVEMENT AND FORMAT: Your participation will take approximately forty
- sixty minutes. You will be asked to take part in a one-on-one interview, which will be
conducted via Zoom at the most convenient time for you from now until November, the 20th,
2022. 1 will videorecord the interview with your permission, but I will use only the audio for
analysis. If you don’t feel comfortable being video recorded, you may turn off the video and
only your voice will be recorded. Before the interview, you will be asked to answer a short

questionnaire about your work experience using Telegram.
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RISKS: The risks associated with this study are minimal. There is a potential risk on a
personal level, such as potentially saying something that feels uncomfortable or recognizing
something that you don't feel good about. However, the interview questions are designed not
to cause any psychological damage. For more emotional comfort I will conduct an interview

in a friendly manner, I will not interrupt you and | will ensure that you share everything you

wish.

You are still eligible to minor risk of being identified if the data gets stolen or lost. This is a
similar possibility as in the case of online hacking. To ensure this doesn't happen | promise to
keep the data confidential. The interview recordings will be kept on my personal computer
under password protection. | will also try to ensure that your participation will be
confidential, your personal information will not be revealed under any circumstances. You

will be assigned a pseudonym instead of your name.

BENEFITS: This project has potential benefits to the participants. You are given a chance to
be heard and explore your own thoughts and potentially find new insights. Moreover, there
might be some potential benefits for others: contribution to the existing literature about
teacher collaboration and teacher leadership in Kazakhstan; creating a template for effective
teacher collaboration that might serve as an example for teachers or administrators promoting
teacher collaboration in mainstream schools; providing teachers with more support using the
experience of this study and help teachers bypass obstacles, grow professionally and create a

close-knit team.

PARTICIPANT’S RIGHTS: If you have read this form and have decided to participate in
this project, please understand that you are free to withdraw from the study at any time
without negative consequences to you or anyone you are related to. You have the right to

refuse to answer particular questions or withdraw from the study at any time. The transcript
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of an interview is available to you and | hope you will provide feedback on your

responses/findings. The results of this research study will be publicly available at the NU

Library, and/or published in scientific journals.

CONTACT INFORMATION: If you have any guestions, concerns or complaints about this
research, its procedures, risks and benefits, contact the Master’s Thesis Supervisor for this
student work, Associate Professor Anna CohenMiller, anna.cohenmiller@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 NUGSE Research Committee to at gse_researchcommittee@nu.edu.kz

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

| have carefully read the information provided,

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

I 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;

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

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

Signature: Date:

The extra copy of this signed and dated consent form is for you to keep.
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3EPTTEY K¥MbICbBbI KEJICIMIHIH AKITAPATTBIK ®OPMACBHI

Cabaxrel XKocnapnay CaraTblHIaFbl MyFaJIIMHIH BIHTBIMAKTACTHIFBL: JlapbIHabl Oananapra

apHaJIFaH JMIEHICT] )KEeTEKII aFbUIIIBIH TUTI MyFaIIMIEPIHIH TOXKIpUOEci.

CUIIATTAMA: [lapeiasl 6ananapra apHanran «bIJIIM-MHHOBALWS» nuneiii
MYFaJliMJICpiHiH BIHTBIMAKTACTBIFBIH KAMTUTBHIH cabaKThl xkocnapiay carateia (LPH)
YUBIMIIACTBIPY TOHKIPUOECIH 3ePTTEYre KaThICYFa MIAKbIPaAMbI3. 3epTTEy MYFaIiM-)KEeTEKIII1
Ke3Kapachl 0oibIHIIA cabaKThI sxocnapiay caratsinaa (LPH) myranimuaepnin 6ipiecken
TOXipubeciH 3epTreyre OarpiTTanFal. by 3eprreyae myraiim kembacmbics - LPH
yiiBIMIacTBIpYFa HEMece OacKapyFa xayanTbl MmyFainiM. COHBIMEH Katap, 3epTTey Ci3IiH
YCHIHBICTAPBIHBI3/IbI THIHJAYFA XKOHE OKBITY TOKIpHOEC] YIIiH eH THIM/1 )KOHE TOTITHIK
BIHTBIMAKTACTBIKTHI JJAMBITY YIIiH €H THIMJII 00ybl MYMKIH MyFalliMICP/IiH OipiecKeH
TOXKIPUOECIHIH SPTYPIIl TYpJIepiH TaOyFa OaFrbITTalIFaH. 3epTTEYAIH HET13r1 MaKcaThl — OHbI

Oaranay emec, KociOu ToKipuOeHi3 OCH MIKIPIHI3Al 3EPTTEY.

KATBICY YAKBITbI MEH ®OPMATDBI: Ci3niH KaThICYBIHBI3 IIAMaMEH KbIPBIK-aJIbIC
MUHYTTHI anajabl. Ci3re bIHFaIbl yakpITTa Ka3ipJeH Oacran 20 kapaimara Aeifin Zoom
apKbLIbl OTKIZUIETIH JKeKe cyX0aTKa KaThICyFa IIaKbIpbliackl3. PyKcaTbIHBI30€H CyX0aTThl
BUJIEOFa TYCIpeMiH, OipaK Tajjay YLIiH TeK ayJHOHbI FaHa MaiiianaHaMbiH. Telegram
apKBUIBI CYX0aT aJIJIbIHAA C137I€H )KYMBIC TOKIpUOCHI3 Typasibl KbICKAIIA cayaTHaMara )ayarn

Oepy cypaiaipl.

TOYEKEJIIEP: byn 3eprreyre OaiimanpICTh ToyeKenaep oTe a3. bIHFalichi3 ce3iHeTiH
HOPCEHI aliTy HeMece ©31Hi3re YHaMalThIH HOPCEH1 ATy CHSIKTHI KeKe ACHIeiIe bIKTUMAI

Kaymi 6ap. [lerenMeH, cypakrap anaHaatnaysl kepek. KeGipexk aMOIrOHA B! KANTBLUTBIK
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YIIiH MEH CYX0AaTThI Ci3re bIHFANIIBI )KOHE KAMIIBI €TII OTKI3eMiH, MEH Ci3/1H CO31Hi3/Ii
OesMeNMIH JKoHe i3 KajlaraH HopceHi30eH OeicyiHi3re MyMKiHAiIK OepemiH. [lepexrepai
ypiay HEMece JKOFaJITy KaFAalbIH/Ia aHBIKTAy KayIli [IIaMaJlbl, MbICAJIbl, OHJIAiH Oy3y
*araiieiaaa. byran sxon GepMey YIIiH JIepeKTep i Kynus cakTayra yoae oepemin. Cyxoar
*az0asiapbl MEHIH jKeKe KOMITBIOTePIMIE KYITHsI CO30€H KOpFallaThiH 0onaabl. MeH coHaii-
aK KaThICYBIHBI3IbIH KYITUSIIBUIBIFBIH KAMTAMACHI3 €TYTE THIPBICAMBIH, CI3/IiH KEKe

aKnmapaThIHBI3 enI0ip Karaaiiaa xapusiianOaiiel. Cisre aThbIHBI3ABIH OPHBIHA OYPKEHIIIK aT

TaralibIHIATIaIb].

APTBIKIIBIJIBIKTAPBI: By >x00aHbIH KaThICYIIBUIAP YIIIH 9JIEyeTTI Naiiaackl 6ap. by
ceiiiieyre, 63 OMIAPBIHBI3/IbI 3ePTTEYTE )KOHE MYMKIH jKaHa HJesutapapl Tabyra TaMaiia
MYMKIHIIK. ByFaH Koca, 6ackanap yiniH KerlOip oeyeTTi apThIKIIBUIBIKTAP 00Tyl MYMKIH:
Kazakcranmgarsl MyFaTiMACpIiH BIHTBIMAKTACTHIFBI )KOHE MYFAIIMIEP/IiH KOIIOACIIBLIBIFBI
Typaibsl oeOueTTepre yiuec Kocy; Kalmbl O11iM OepeTiH MEKTENTep e MyFaTIMISP IIH
BIHTBIMAKTACTBIFBIH JAMBITATBIH MYFATIMJIEPTe HEMeCe dKIMIIIepre Yri 00Jia aJlaThIH
THIMJII MYFaTIMEP BIHTBIMAKTACTBIFBI YATICIH jKacay; OChI 3epPTTey TOKIpHUOECiHe CylieHe
OTBIPHIT, MYFATIMCPTe KAKETTI KOJIJIay KOPCETY )KOHE MYFaTIMIEPTe bIHTBIMAKTACTHIKTAFbI

KeJIepruiepal xKeHyre, Kacion ecyre skoHe O1pTyTac KOMaHa KypyFa KOMEKTeCy.

KATBICYUIBIHBIH KYKBIKTAPBI: Erep ci3 ocbl (hopMaHbI OKBIT MIBIKKAH OOJICaHbI3
’KOHE OCBI 3epTTeyre KaTbICY/bl IIEHICEH]3, KaThICYbIHBI3 €PIKTI €KEHIH JKOHE Ci3re HeMece
Ci3/T1H YKaKbIHAPBIHBI3Fa )KaFBIMCHI3 CANIapIIapChl3 Ke3 KeIreH yaKbITTa KeliCiMiHI3 Il
KalTaphlll alyFa HeMece KaThICY/bl TOKTaTyFa KYKBIFbIHBI3 Oap exeHiH Tycineci3. Ci3 ke3
KeJIreH yakpITTa Oenriii 6ip cypakTapFa skayar Oepy/eH 6ac TapTyFa HeMece KaTbICybl
TOKTaTyFa KYKbUIbICHI3. Cyx0aTThIH CTEHOIpaMMachl ci3re KOJDKETIMA1 00Ja bl &KoHE O

OoiibIHIIa Kepi OaiinaHbIc Oepe anachl3 Jen YMITTEHeMiH. byl 3epTTeyaiH HoTHxkenepi



TEACHER COLLABORATION DURING THE LESSON PLANNING HOUR: 98
EXPERIENCES OF ENGLISH TEACHER-LEADERS AT A LYCEUM FOR GIFTED
CHILDREN

Hazap6aeB YHUBEpPCUTETIHIH KiTalXaHACKIH/IA KOJI )KETiMJlI OOJIaIbI )KOHE/HEMECE FHUTBIMU

KypHaJlAapaa KapusajiaHalbl.

BAWJAHBICTAP: Erep ci3ie 0cbl 3epTTeyre, OHbIH IIPOLEAYPANapbIHA, TOyeKeIaepiHe
OHE apTHIKIIBUIBIKTApbIHA KATBHICTBI CYPAKTapBIHbI3, allaHAAYIIBUIBIFBIHBI3 HEMECE
mareIMIapbIHbI3 60s1ca, AnHa KoxsHMuep/iiH ochl CTYACHTTIK TUCCePTAlUsSHBIH
)eTekmricine anna.cohenmiller@nu.edu.kz mekenskaiipl OoiipiHIIa HeMece +7 (7172) 694957

TeneOHbI ApKbUIBI Xa0apaachIHbI3.

Ocpl 3epTTeyAiH XYPri3ily TOCUII i3/l KaHaFaTTaHAbIpMaca HEMece 3epTTeyre Hemece
KATBICYIIIBI PETiHAC KYKbIKTAPBIHBI3Fa KaTHICTHI KaHIal J1a Oip ajaHIaylIbUIBIKTAp,
IIarbIMJIap HEMece Kallllbl CYpaKTapbIHbI3 00Jica, gse researchcommittee@nu.edu

MekeHkaiibl 6otibiHIa HY BXXM 3eprrey koMuTeTiHe XabapaachiHbI3.
Ocpsl 3epTTeyTe KaThIiCyFa KeIICCEeHi3, OChI (hopMara KOJI KOWBIHBI3.

Men OepinreH aKnaparTbl MyKUAT Kapal MIBIKTBIM;

MaraH 3epTTeyiH MaKcaTbl MEH TOPTiOi Typasibl TOJBIK aKmapat Oepiiai;

Kunanran JCPEKTECP Kanaﬁ HaﬁﬂaﬂaHLIHaTBIHBIH JKOHC KE€3 KCJII'CH KYIIHA aKIlapaTKa TCK

3epTTEYIII KOJI )KETKi3€ alaThIHBIH TYCIHEMIH;
MeH Ke3 KelreH yakpITTa ceOerici3 3epTrey/ieH 6ac TapTa alaTbIHbIMIbI TYCIHEMIH;

}KOFamea aNTBLUIFR aHaapJAbl TOJIBIK Oine OTBIPBIIL, MCH OCBI 3CPTTCYI'C KAThICYTa 63 epKiMMCH

KEJIICEMIH.

Koutbr Kon xolibutran KyHi:




TEACHER COLLABORATION DURING THE LESSON PLANNING HOUR: 99
EXPERIENCES OF ENGLISH TEACHER-LEADERS AT A LYCEUM FOR GIFTED
CHILDREN

Kon xolibutFaH *xoHe KyHI KOWbUIFaH KeJiciM (popMachIHBIH KOCBIMIIIA KOIIIPMECi ci3re

dpHaJIraH.
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Cormacue Ha y4aCTueC B UCCICAOBATCIILCKOM IIPOCKTC

POPMA UTHO®OPMHUPOBAHHOI'O COI'VIACHUA

CoTpynHHUYECTBO yuuTENEH BO BpeMsl yaca IJIAaHUPOBAHUS yPOKa: OIBIT yUUTEIeH-TuIepoB

aHTJIMHICKOTO SI3hIKa B JIMIIEE JJI1 OJapCHHBIX HeTeﬁ.

OIIUCAHME: [Ipurnamaem Bac NpUHATh y4aCTHE B UCCIIEAOBAHUU BaIIETO OIBITA
opraHu3aiuu yaca rianuposanus ypoka (LPH), npennonararomiero corpyiHu4ecTBO
yuuresei, B auiee i ogapeHHsix aereit «bIJIIM-MHHOBALIMA». UccnenoBanue
HaIPaBJIEHO HAa U3Y4YEHUE COBMECTHOM IPAKTUKHU YUUTEJEH BO BpeMs yaca IUIaHUPOBAHUS
ypoka (LPH) ¢ Touku 3penus yuutens-iuaepa. B 3ToM UCCIeI0BaHUN YUUTEIb-TUACP — 3TO
YUUTEb, KOTOPBIM OTBEYAET 3a OpraHu3anuio win pykoroacrtso LPH. Kpome Toro,
WCCIICIOBAaHKE HATIPABJICHO HA TO, YTOOBI YCIIBIIAThH BAllld PEKOMEHAINN 1 HAUTH
pa3auyYHbIE BUIbI COBMECTHOM MTPAKTUKU YUUTEJIEH, KOTOPbIE MOT'YT OBITh HauboJee

3¢ (HeKTUBHBIMU AJIS1 IPENIOAABATENBCKOM NMPAKTUKK U Hanboiee 3 HEeKTUBHBIMU IS
pa3BUTHSA KOMaHAHOTO COTpyaHUYeCcTBa. OCHOBHOM II€JIbIO UCCIIEI0OBAHUS SIBIISIETCS

M3Yy4YEHHE Ballero npopeccuoHaIbHOIO ONbITa U MHEHUH, a HE €r0 OLIEHUBaHUE.

BPEMS YUHACTHUSA U ®OPMAT: Bamie yyactue 3aiiMeT IPpUMEPHO COPOK-IIECTHIECAT
MUHYT. BaM OyneT npeanokeHo NpuHATh y4acTHe B HHAUBUAYaIbHOM UHTEPBbIO, KOTOPOE
OyZeT MpoBOAUTHCS yepe3 Z0OM B y100HOE /71l Bac BpeMs € HacTOSIIero MoMeHTa 1o 20
HOs1Opst. C Bamiero pasperieHus s 3aluIry HHTEPBBIO Ha BUJIC0, HO IS aHaJH3a Oyy
WCTIOJIB30BaTh TOJIBKO ayauo. [lepen nHTEpBHIO Uepes Tenerpam Bac MOMPOCIT OTBETUTH HA

HEeOOJIBIIYI0 aHKETY O BallleM OIbITE paOOTHI.

PUCKM: Pucku, cBsi3aHHBIE C 3TUM HCCIIEOBaHUEM, MUHUMaJIbHBI. CylllecTByeT

MOTEeHIIUAIbHBIN PHUCK, YTO CKa3aHHasA (I)pa:sa MOXXCT ITOKa3aThbCsa BaM HeyHO6HOﬁ nin
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BbI3BaTh JUCKoMpopT. OqHAKO, BOIIPOCH HE TOJDKHBI OYAYT BBI3BAaTh OecrokoncTBa. s

OO0JIBIIIETO YMOLIMOHATIBHOTO KOM(OpTa s TPOBEAY HHTEPBBIO B IPYKECKOM MaHepe, He Oyay

nepeduBaTh BaC U MPOCIIEXKY, YTOOBI BBl MOACTHIINCH BCEM, UTO MOXKEIAETe.

Cy1iecTByeT He3HAUUTENbHBIN PUCK OBITh UACHTU(DUIIMPOBAHHBIM B ClIydae KPaku WU
MOTEpH JAHHBIX KaK U B CiIy4yae OHJIalH-B3jI0Ma. UTOOBI 3TOr0 HE MPOMU30IILIO, 51 00EIIat0
COXPaHUTh KOH(UICHIIMATBLHOCTD JAaHHBIX. 3alMCU UHTEPBbIO OYAYT XPaHUTHCS HA MOEM
MEePCOHATBHOM KOMIBIOTEPE MO/ 3aIUTON maposs. S Takke mocraparoch 00eCneunuThb
KOH(HIESHIIMATHLHOCTh BAIETO yYacTHs, Ballla JINYHAsE HHPOpPMAaLUs He OyAeT pacKpbiTa HU

IIpHU KaKux oOcrosaTenncTBax. Bam 6yneT IMPUCBOCH IICCBJAOHUM BMECTO BAlICTO UMCHU.

HNPEUMYHIECTBA: DTOT IpOEKT UMEET NOTEHI[MAIbHBIE IPEUMYILIECTBA JIJIs1
YY4aCTHUKOB. JTO OTIMYHAS BO3MOXKHOCTh BbICKA3aThCs, HCCIEA0BATh CBOM COOCTBEHHbIE
MBICITU ¥, BO3MOXHO, HaiiTH HOBBIE ujen. Kpome Toro, MOryT ObITh HEKOTOpPHIE
MOTEHIMAIbHBIE BBITOJIBI U1 APYTUX: BKJIAJ B JUTEPATYPY O COTPYAHUUECTBE YUUTENIEH U
nuaepcTBe yunteneit B Kazaxcrane; coznanue mabdnona st 3QGeKTHBHOTO COTPYIHUYECTBA
YUUTENEN, KOTOPBIM MOXKET CIIYKUTh IPUMEPOM ISl YUUTENIEH WIM aIMUHUCTPALINH,
Pa3BHUBAIOIINX COTPYAHHUYECTBO YUHUTENEH B 0011€e00pa30BaTeIbHBIX IIKOIAX; OKa3aHUE
YUUTENSIM HE0OXOIUMOM MOJIEPKKH, UCTIONB3Ys OMBIT ITOTO UCCICOBAHMS U TTIOMOTast
YUUTENSIM 00XOAUTh MPEMSITCTBUSI Ha TyTH K COTPYTHUYECTBY, PACTH MPOPECCUOHANTBHO U

CO31aBaThb CINIOUCHHYIO KOMaHY.

IMPABA YYACTHMUMKA: Eciu Bsl npountanyu nanHyio GopMy U pelIiIi NPUHATh y4acTue
B JIaHHOM HCCJIEIOBAaHNH, BBl TOJDKHBI MOHUMaTh, 4TO Bamie yuactue sBisercs
I0OpOBOJIBHBIM U UTO Y Bac ecTh mpaBo 0TO3BaTh CBOE COIVIACHE WM MPEKPATUTDH YYaCTHE B
mo00e Bpems 0e3 OTpULIaTeIbHBIX MTOCIEICTBUM /I BaC MM BalIuX OMu3KkuX. Bel nMeere

IMpaBO OTKA3aTbCAd OTBEYATh HA ONPECACIICHHBIC BOIIPOCHI HJIM MPEKPATUTH YIaCTHEC B JI000€e
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BpeMs. TpaHCKpUNT MHTEPBBIO OYAET AOCTYIEH Ui BaC, U 51 HAJICIOCh, YTO BBl CMOXKETE J1aTh

Ha HEro 00paTHYIO CBs3b. Pe3ynabTaThl 3TOr0 MccaenoBanus OyayT B Oubianorexe Hazapbaen

YHuBepcHUTeTa U/WIH OMyOJIMKOBAaHBI B HAYYHBIX KypHAJIaX.

KOHTAKTDI: Ecinu y Bac ecTh Kakue-1u00 BOIPOCHI, TPOOIEMBI HITH KAJTOOBI 110 TTOBOTY
3TOTO KUCCIEI0OBaHUS, €T0 MPOLETYDP, PUCKOB U MPEUMYIIECTB, CBSHDKUTECH C PYKOBOJIUTEIIEM
MarucTepCKO# JAUCCepTaLMK JJIs 3TOU CTyeHYecKoi paboThl AHHBI KoxsuMuiiep mo
3NIEKTPOHHOMY ajapecy anna.cohenmiller@nu.edu.kz wau no Homepy tenedona +7 (7172)

694957

Ecnu BbI He yOBIETBOPEHBI TEM, KaK IPOBOAUTCS ATO UCCIIEJOBAHKE, UM €CIIH Y Bac €CTh
KaKH1e-I100 onaceHusl, ’aao0bl WM 00IHe BOIIPOCH 00 UCCIIEIOBAHUY MIIH BAIIMX IpaBax B
KauecTBE Y4acTHHKA, ITOXKaIylcTa, cBshkuTech ¢ MccnenosarensckuM komureroM BIID HY

o azpecy gse_researchcommittee@nu.edu.kz.

[Toxkamyiicra, MOANUIINTE TaHHYIO (OPMY, €CIIH BbI COIJIACHBI Y4aCTBOBATh B 3TOM

HUCCICIOBAaHNUH.

S BHUMATENEHO U3YYMJI TIPEACTABICHHYIO HH(OPMAIIHIO;

Mae npeaoCTaBUIIN NMMOJHYIO I/IHCI)OpMaI_[I/IIO 0 OCIIIX U TpOoLeAYpEC UCCIICAOBAHUAA,

51 nonumaro, Kak OyayT UCIIOJI30BAHBI COOpaHHBIE JaHHbBIE, U YTO JOCTYI K JIF000M

KOH(pHUACHIIMAIbHONU HH(OpMAIIUK OyIeT UMETh TOJIBKO HCCIICIOBATENb;

51 noHuMmaro, 4TO MOT'Y OTKa3aThCsl OT Y4acTHs B UCCIIEOBAHUU B J1r000€ Bpems 0e3

O0O0BSICHEHUS IPUYHH;

C IOJIHBEIM OCO3HAHUEM BCETO MN3JI0KCHHOTI'O, A IlO6pOBOJ'IBHO CoryrallatoCh y4aCTBOBATh B

O9TOM HCCICIOBAaHUU.
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[Toanuce Jara noanucanus:

Z[OHOJ'IHI/ITGJ'IBHaH KOITHS dTOM HOHHHC&HHOﬁ u I[aTHpOBaHHOﬁ (bOpMBI corjacusa

npeaHa3zHaueHa 11 Bac.
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Appendix D
Data Coding Sample

104

Is the schedule organized by the administration or do you
choose it yourselves?

No. definitely, FHNAOMITSHANONOIEANIZEs

Is it in the schedule?

In our timetable, yeah, we have it in our timetable. All teachers,-

2 How do you organize / lead the meetings yourself?

Generally, yvou know, as a teacher of BIL, we’re generally <
Sometimes we have so many meetings. and it’s a little bit d1ﬁ"1cu1t to
organize it properly, but we gather. And I try to gather and
sometimes— because, as I said, we’re too busy,
but they try to follow and just come together and just solve our

issues that we ha\e may be in our lessons Or, for example, We have
T P [ Lo

2.1. Do you have to remind the teachers that you have a meeting
or they just come?

No. we don’t remind because, ESHEJ Have (i their tmetanien]
meag, schedule

. they come but sometimes they can be late, as
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Appendix E
Data Sample
Researcher: Walk me through the Lesson Planning Hour (LPH). What is it, how is it

organized by administration?

Participant 1: Actually, it takes a half an hour or more, maybe 40 minutes. Actually it takes
like an ordinary lesson 40-45 minutes. All the teachers gather and we usually discuss the next
week’s lessons, the theoretical parts, what kind of extra materials we can use, in order to
make our lessons more fun, and entertaining. And actually that's it. We usually discuss what
kind of problems the teachers have, maybe they have some problems with their students or ..

and that’s it actually. We discuss stages of lessons.

Researcher: Does the administration schedule LPH?

Participant 1: Yes, yes. Actually, we have the schedule, and we have the fixed time for

LPH.

Researcher: How do you organize / lead the meetings yourself?

Participant 1: It's difficult to say the organization parts because the teachers ask random
questions, the problems they have. And we usually discuss the materials, what kind of

materials we can use.

Researcher: Do you remind teachers about LPH or do they just come, they know?

Participant 1: Yeah, yes, sometimes there are several problems, we need someone to always
remind the teachers about the meeting. Actually they know, but sometimes they actually

ignore. I think so, that is why we need to remind them sometimes from time to time.

Researcher: Who takes an active part in the meetings? Is it you, teachers or all of you?
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Participant 1: I cannot say that I’'m always active but it depends. Sometimes I'll try to lead

the meeting, but it depends actually. Sometimes me, sometimes other teachers.

Researcher: What kind of topics do you cover during LPH?

Participant 1: Actually it’s like a meeting, and we don't just talk about the lesson. We
usually talk about the problems we have, or preparation for KET test, or PET tests, searching
for materials, about the websites... useful websites... and so on, different kinds of topics, not

actually the lesson.

Researcher: Do you notice questions/interest by novice/more experienced teachers that

vary?

Participant 1: Nope, I don’t think so because actually I suppose the new teachers tend to
know something about the lesson stages, and they are more interested rather than experienced

teachers, | suppose. They ask more questions about how to structure the lesson.

Researcher: What about more experienced teachers?

Participant 1: They might ask something but actually they try to offer some ideas, some
ideas, materials they know, may be. Ideas for the lessons, teaching practices, what to do

during LPH.



