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 This paper presents the reflective typology elicited from the three data sets of 
reflective writings written by novice teachers in Thailand's university context. 
As part of an action research study to improve a novice teacher’s professional 
development, two teachers volunteered to write reflections for a semester of 
their assigned courses. Three data sets of reflective writings were submitted at 
the end of a 16-week semester. Due to our desire to provide a more meaningful 
interpretation of the reflective writings, grounded theory was used, resulting 
in two emerging themes-descriptive code, which refers to the description of a 
specific event in the classroom, and reflective code, which include acts in the 
classroom where the teacher considered an option and reflected on it. In the 
typology derived from our study, reflections on teaching, students, and self are 
common among three data sets. Moreover, the instructional act is a common 
specific code in both descriptive and reflective codes. The typology can be 
used to investigate novice teachers’ reflective acts to further their professional 
development. 
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1. INTRODUCTION 

Novice teachers, local or foreign, may face challenging and daunting tasks on becoming a teacher per 
se. Considered the most difficult phase in a teacher’s career, their experiences were described as “emotional 
roller coaster filled with nerves” [1], “sink or swim” [2], and “baptism of fire” [3]. A gap is expected between 
the novice teacher’s professional education and the demand of “real” teaching in the classroom where “they 
have to teach and they have to learn how to teach” [4]. Novice teachers are described as “surviving in a sensory 
overload” [5] regarding their relationships with new co-workers, adjusting to the new physical environment, 
and connecting with new students. For example, they experienced confusion and frustration due to a lack of 
in-depth contextual knowledge at the workplace. 

Understanding teachers through reflective writing is a popular tool in teacher education. Accordingly, 
the reflective practice involves the teacher’s cognitive and affective qualities to have a higher sense of current 
problematic classroom events to develop a professional self [6]-[8]. Kerka argued that writing a journal is a 
powerful learning tool mediating between current and new knowledge “breaking habitual ways of thinking, 
enhancing the development of meta-cognition, increase awareness of tacit knowledge, facilitate self-
exploration and work out solutions to problems” [9]. It is a self-development process where teachers analyze 
and evaluate their own practice, initiate change, and observe or monitor its after effects [10]. 

https://creativecommons.org/licenses/by-sa/4.0/
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While many agree that reflective writing is a tool for professional development among pre-service 
teachers, for instance, identifying their teaching problems and improving their teaching practices [9], [11]-[14], 
little has been known about what novice teachers reflect in their teaching in higher education, specifically, in 
Thailand. Once hired in the university, novice teachers are not forced to submit reflective writings. So there 
remains a lack of knowledge on what novice teachers reflect at the early stage of their teaching career. To this 
aim, one research question is asked: “What are the practices of novice teachers through their reflective 
writings?” Such reflective teaching practices will have implications on what and how novice teachers are given 
help on professional development. 
 
 
2. LITERATURE REVIEW 
2.1.  Reflections as a tool for professional development 

Previous studies suggested that reflective writings could help in teacher professional development. 
Arsal studied the effect of diaries on self-regulation strategies of the pre-service science teachers in Turkey 
[15]. The participants of the study were 60 pre-service science teachers, 30 of which were in the experimental, 
and the remaining 30 were in the control group. In this study, the teachers in the experimental group reported 
the self-regulation strategies they used for daily learning activities by writing the diary-report form for fourteen 
weeks. The data of the study were collected by the motivated strategies for learning questionnaire. At the end 
of the study, the intrinsic motivation, task value, metacognition, time management, and strategy usage of the 
experimental group reported their self-regulation strategies were significantly different from those of the 
control group.  

McDonough investigated the diaries of four novice teachers working on the same language program 
in terms of various topic headings. He proposed that diary-writing can be a useful tool for both classroom 
research and personal–professional development. So, diary-writing in an educational context has become a 
popular technique, with several different application types. It has now been used quite widely in both language 
teaching and teacher training [16]. 

For novice English for academic purposes (EAP) teachers in Indonesia, they have to encounter some 
challenges throughout the first year of teaching, e.g., inadequate preparations for novice teachers before 
teaching. Hidayati, therefore, explored a sole participant’s understandings of and experiences with self-
reflection as a form of professional development. The findings showed that the participant used reflective 
practice and combined theory and practice to construct his professional identity. Henceforth, the participant 
realized the need for professional development as a novice teacher [17]. 

In the West, Numrich presented an analysis of 26 diary studies written by novice English as a Second 
Language (ESL) teachers in the United States. The participants wrote: 1) A personal language learning history; 
2) Diary entries during a 10-week teaching semester; and 3) An analysis of their diaries. The data showed that 
the diaries could reveal novice teachers’ teaching behavior, transfer, and rejection of teaching skills used in 
their own L2 learning, unexpected discoveries about effective teaching, and continued teaching frustrations 
[18].  

Among experienced teachers in Canada, teacher reflection has become an effective tool for promoting 
teachers’ development. Farrell’s study sought to investigate in what ways journal writing promoted reflective 
thinking in one experienced ESL college teacher in Canada over a two-year period of reflection. Results 
showed that writing a journal could promote constructive behavior changes in both in-class and out-of-class 
settings [19].  

In Thailand, some recent studies pointed out the effectiveness of reflective writing in Thai teachers. 
Wichadee suggested that personal reflection (diary) is one of the significant ways available to self-monitoring 
in teaching.  She also stated that self-monitoring is seen as a component of teachers’  ongoing professional 
development. To be a successful English as a Foreign Language (EFL) teacher, reflection writing is considered 
as a tool to enable teachers to see their performance, teaching strategies, and language skills in EFL classrooms 
[20] .  Likewise, Loan studied the effectiveness of the reflective teaching approach.  The participants in this 
study were 48 Thai pre- service teachers in learning to teach EFL writing.  They were asked to write their 
reflections on two guiding questions: 1) what were your strengths and weaknesses about your teaching? and 2) 
what would you do differently if you were teaching that lesson again? The results illustrated that the pre-service 
teachers’ reflections on their teaching strengths and weaknesses and their plans for reconstructing their teaching 
revealed some considerations for improvement [21] .  Similarly, Suknaisith, Wongwanich, and Piromsombat 
presented their results on developing teacher performance in educational measurements and evaluation through 
self- monitoring strategies.  It is stated that Thai teachers in the study enlarged knowledge in learning 
measurements and evaluations, participating in action planning, as well as greater realization and awareness of 
the importance of learning measurements and evaluations [22]. 
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According to previous studies [21], [22], reflective writing could help Thai teachers to reflect on their 
own strengths and weaknesses. Therefore, the teachers will become life-long learners who are open-minded to 
improve their teaching performance. Conversely, Wongwanich, Sakolrak and Piromsombat revealed results of 
their study that Thai teachers trusted and relied on academic scholars from universities rather than reflections 
from peers and supervisors.  Data from interviews also revealed that learning through reflection was an 
unpleasant experience for Thai teachers. They did not dare to express their opinions or reflections with friends 
or supervisors.  However, self- reflection was not considered and investigated in Wichadee’ s study.  Thus, in 
this current study, it is worth studying how teachers reflect on their own teaching performance [23].  

 
2.2. Reflective writing typologies 

Reflective writing is a teacher-centered approach, a bottom-up process where teachers evaluate their 
own practice. Cohen-Sayag and Fischl argued that reflective writings depict various levels of reflective 
thinking where teachers may analyse their acts and learn from them. Thus, several reflective frameworks were 
developed over time [24].  

Based on the time frame, Schon proposed reflection-in-action, a classroom event that prompts 
reflection; and, reflection-on-action, which involves retrospective thinking of a specific classroom event [25]. 
Farrell added reflection-for-action, which involves reflection of a past event to prepare for the future [26]. 
Other frameworks identified were Pennington’s three developmental stages (procedural, interpersonal, and 
conceptual stage) [27], Hall’s fleeting reflection, committed reflection, and programmatic reflection [28], and 
Stanley’s 5-step framework, including engaging with reflection, thinking reflectively, using reflection, 
sustaining reflection, and practicing reflection [29].  

Jay and Johnson suggested a typology of reflection comprising three aspects: a descriptive reflection 
of which a problem is described, comparative explanation wherein multiple perspectives are considered, and 
critical reflection, which involved selecting an action among choices based on how the problem is understood 
[30]. Yesilbursa outlined 11 reflective sub-categories among Turkish English Language Teaching (ELT) 
teacher educators, including general reflection, positive reflection, negative reflection, inquiring reflection, 
reflection on reasons, reflection on solutions, reflection on discoveries, reflection on positive change, reflection 
on negative change, and commitment to change. She cautioned that the above categories are not hierarchical 
but rather simultaneous [8].  

Among pre-service teachers in Korea, Kim deduced four aspects from their reflective writings on 
practicum. These are focus on teaching (general teaching issues, teaching demonstration, and classroom 
observation), focus on self (worth as a teacher, learning teaching skills and feelings), focus on professional 
issues (fellow intern teachers, institution and school activities, and discussion with mentor teachers), and focus 
on students or class (student/class behaviour, student/class characteristics, building rapport with students and 
teaching/consulting specific students). It is possible that specific aspects such as teaching demonstration, fellow 
interns, and discussion with mentor teachers may not be present in novice teacher’s reflective writings. 
Exploring novice teachers' reflective writings could provide literature on what they reflect in their teaching 
[31]. In this study. Grounded theory was used as there are several benefits based on studies [32], [33]. Grounded 
theory’s concept was first proposed in the book The Discovery of Grounded Theory as it allows researchers to 
transform simultaneous data into an explanatory theory [32]. Additionally, Charmanz and Belgrave pointed 
out that grounded theory helps researchers link subjective experience and social conditions and show how the 
structure is enacted [33]. Therefore, grounded theory was selected to be used for data analysis in this study.  

 
 

3. RESEARCH METHOD  
This action research reported the findings of reflective writings by two volunteer university lecturers 

who are motivated by their desire to improve their teaching practice. Action research is considered as a “form 
of self-reflective enquiry undertaken by participants in social situations in order to improve rationality and 
justice of their own practices, their understanding of these practices, and in which the practices are carried out” 
[34].  
 
3.1. Participants of the study 

Two participants of the study were two novice teachers in a top-ranked university in Bangkok. Teacher 
Bee ( a pseudonym) , a local, was a fresh MA graduate of Applied Linguistics for English Language Teaching 
and was assigned to teach foundation English courses to freshmen Engineering students.  Another teacher, 
herein referred to as Fem (a pseudonym), a foreigner, received two masters in Science (non-teaching degrees) 
and had just earned her teaching English certificate.  She was assigned to teach foundation English courses to 
undergraduate and graduate international programs.  Having different educational and personal backgrounds, 
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their being novice teacher would shed light on their teaching practices through reflective writings.  For the 
purposes of this study, a novice teacher is someone who has less than five years of teaching experience. 
 
3.2.  Reflective writings 

The data were collected during the first semester of 2018- 2019 academic year.  Bee and Fem 
voluntarily wrote weekly reflections. They wrote their teaching experiences for a semester in an open and free 
format.  At the end of the semester, Bee, who taught foundation courses for undergraduate courses, submitted 
one journal, while Fem provided two journals-one each for her undergraduate and graduate courses.  In total, 
three sets of reflective writings were submitted and analysed.  Bee’ s reflective writings were coded as Set 1, 
and Fem’s reflections in her undergraduate class were coded as Set B, and Set C for her reflective writings in 
the graduate class. A free format reflective writing was used given the context of the study. Unlike pre-service 
teachers who need support and practice in writing reflections [35],  [36] , novice teachers are not bound to do 
so.  
 
3.3.  Reflective writings analysis procedures 

In the pre- analysis of the qualitative data using “paper and pen”  coding, we explored the use of Jay 
and Johnson’s typology [30] and Yesilbura’s reflective categories [8] as the main aim of the study is to know 
the patterns of reflective writing among novice teachers. In the end, due to the complexity of data sets, we used 
grounded theory to arrive at a tentative set of codes in line with the research question asked. Initial codes were 
generated by one of the researchers developing patterns and defining its parameters. At the same time, another 
researcher coded the same data. Afterwards, for inter-rater reliability, the researchers compared and agreed on 
questionable codes and their parameters.  
 
 
4. RESULTS 

Unlike previous typology and reflective writings, results in this study showed comprehensive 
typology providing general and specific focuses as well as its parameters in understanding the reflective 
practices of novice teachers in EFL contexts, especially in Thailand. The data analysis process revealed that 
the three sets of reflections were framed in certain patterns as shown in Table 1 and Table 2.  

Table 1 presents 14 descriptive codes and Table 2 shows 10 reflective codes. Patterns in the 
descriptive code refer to descriptions of the class, instructional act, learning materials, learning environment, 
students’ behaviors and outputs, teacher’s background, feelings and outputs, and other issues. On the other 
hand, patterns in the reflective code refer to the teacher’s ability to consider and reflect on the class, 
instructional act, learning materials, learning environment, students’ behaviors and outputs, and teacher’s 
background, feelings, and outputs. In total, 11 reflective acts were coded as shown in Table 2. 

We also identified changes in the levels of the novice teachers’ reflective thinking. In the example 
given (Example 1), the teacher described her instructional acts of deciding what to teach and how to teach it. 
However, it can be noted that her decision to link the vocabulary about food would benefit the students to relate 
to the topic and be able to do the required task, which is describing the restaurant. Herein, the teacher had 
shown her awareness of the instructional act she had chosen to help students do the assigned task. 
 

“After that, I decided to teach them how to describe about restaurant so that they can describe 
about restaurant at the end of the class. I linked to the vocabulary about food which is relevant 
to appetizer, side dish, main dish, and dessert. By doing so, the students could have background 
knowledge before studying and doing activities.” (Example 1, Set 1) 

 
“I’m thinking… if they don’t enjoy any classroom activities or discussions at all, shall I change 
my teaching strategy? I may wish to know what ways are the best for them to learn. Do they 
prefer a non-stop lecture instead of having any classroom activities?” (Example 2, Set 2) 
 
In Example 2, the teacher contemplated on what instructional act is best for the students. Her 

awareness of what students enjoy or do not enjoy in class made her reflect on her teaching strategy. In addition, 
in Example 3, the teacher noted that students enjoyed discussing, so she decided to utilize discussion in her 
next class.  
 

“I think the students enjoyed discussing their own writing as they could know what exactly the 
mistakes they made when writing. I really should try doing this kind of exercise and discussion 
again.” (Example 3, Set 3) 
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Table 1. Descriptive codes and parameters 
General 

focus Specific focus Parameters 

Focus on 
teaching 

(1) CI Class 
information 

This code was assigned to the descriptions of the class (e.g., schedule), lesson (e.g., topic), 
assessment (e.g., assignment), and teacher’s arrangement. For example, “I taught 2 sections today 
– morning section and afternoon section” (Set 1). 

 (2) IA 
Instructional act 

This code was assigned to the descriptions of the teacher’s lesson preparations, teaching techniques, 
methods, strategies, and activities given to students. For example, “I then gave them different 
versions of the results for our class survey.” (Set 3). 

 (3) LE Learning 
environment 

This code was assigned to descriptions of the learning environment or atmosphere. For example, “I 
think I started the class for section 1(morning section) with a good rapport.” (Set 1) 

 (4) GE General 
issues 

This code was assigned to the descriptions of issues that are not related to teaching and learning in 
this course. For example, “Today when I arrived, they were playing a football match.” (Set 2) 

Focus on 
students 

(5) SK Student’s 
knowledge 

This code was assigned to descriptions of the teacher’s perceived knowledge of the students 
concerning the topic at hand. For example, “One thing the students found really hard was the use of 
relative pronouns.” (Set 3) 

 (6) SB-Negative 
student behaviour 

This code was assigned to the descriptions of the teacher’s perceived and observable negative 
student behavior or feeling in class. For example, “They just kept doing their own things, sleeping, 
playing with their cell phone.” (Set 2) 

 (7) SB+Positive 
student behaviour 

This code was assigned to the descriptions of the teacher’s perceived and observable positive student 
behavior or feeling in class. For example, “Moreover, they can take and order foods.” (Set 1) 

 (8) SO-Negative 
student’s output 

This code was assigned to the descriptions of the teacher’s perceived and observable negative 
language or learning ability or performance of the students. For example, “What I mean is the story 
the students created was not quite connected.” (Set 3) 

 (9) SO+Positive 
student’s output 

This code was assigned to the descriptions of the teacher’s perceived and observable positive 
language or learning ability or performance of the students. For example, “We did have good 
discussions after all the practices.” (Set 3) 

Focus on 
self 

(10) TB Teacher’s 
background 

This code was assigned to the descriptions of the teacher’s personal information, personality, and 
behaviors. For example, “I was really not in a good shape.” (Set 3) 

 (11) TF-Negative 
teacher’s feeling 

This code was assigned to the descriptions of the teacher’s negative feelings in class. For example, 
“It’s indeed very frustrating to see they act like that, so frustrating!” (Set 2) 

 (12) TF+Positive 
teacher’s feeling 

This code was assigned to the descriptions of the teacher’s positive feelings in class. For example, 
“I was impressed.” (Set 2) 

 (13) TO-Negative 
teacher’s output 

This code was assigned to the descriptions of the teacher’s perceived negative teaching performance 
in class. For example, “The lecture went well as usual, but I didn’t know what happened my tongue 
twisted the whole night!” (Set 3) 

 (14) TO+Positive 
teacher’s output 

This code was assigned to the descriptions of the teacher’s perceived positive teaching performance 
in class. For example, “We did have good discussions after all the practices.” (Set 3) 

 
 

Table 2. Reflective codes and parameters 
General 

focus Specific focus Parameters 

Focus on 
teaching 

(1) CIA Class 
information awareness 
act 

This code was assigned to the teacher’s ability to consider and reflect on class information. 
For example, “I hope they found the whole arrangement useful.” (Set 2). 

 (2) IAA Instructional 
awareness act 

This code was assigned to the teacher’s ability to consider and reflect on instructional 
options. For example, ‘To be honest, I think I didn’t give enough time for them to practice” 
(Set 1). 

 (3) LEA Learning 
environment awareness 
act 

This code was assigned to the teacher’s ability to consider and reflect on the learning 
environment or atmosphere. For example, “The learning atmosphere was good.” (Set 3) 

Focus on 
students 

(4) SBA Student’s 
behaviour or feeling 
awareness act 

This code was assigned to the teacher’s ability to consider and reflect on the perceived 
and observable student behavior or feeling in class. For example, “The quiet group was 
still quiet, but it’s fine, as long as they enjoyed it.” (Set 3) 

 (5) SKA Student’s 
knowledge awareness act 

This code was assigned to the teacher’s ability to consider and reflect on what the students 
know about the topic. For example, “I don’t see they write well, but it seems that they 
don’t need to ask anything.” (Set 2) 

 (6) SFA Student’s feeling 
awareness act 

This code was assigned to the teacher’s ability to consider and reflect on the student’s 
feelings toward the lesson. For example, “Students seemed to enjoy the game and were 
able to make many sentences.” (Set 2) 

 (7) SOA Student’s output 
awareness act 

This code was assigned to the teacher’s ability to consider and reflect on the students' 
perceived and observable language or learning ability or performance in the class. For 
example, “I personally like this game, but it seems to me that they were not able to do it 
well.” (Set 3) 

Focus on 
self 

(8) TBA Teacher’s 
background awareness 
act 

This code was assigned to the teacher’s ability to consider and reflect on the teacher’s 
personal information, personality, and behavior. For example, “Am I too kind to them?” 
(Set 2) 

 (9) TFA Teacher’s 
feeling awareness act 

This code was assigned to the teacher’s ability to consider and reflect on his/her feeling 
in class. For example, “It was a bit strange, but I didn’t say anything.” (Set 2) 

 (10) TOA Teacher’s 
output awareness act 

This code was assigned to the teacher’s ability to consider and reflect on his/her teaching 
performance in class. For example, “Students seem not to enjoy my teaching, which might 
be quite boring.” (Set 2) 
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Table 3 provides notable findings with regard to reflective acts novice teachers wrote in their writings. 
Set 1 shows that the teacher frequently reflects on the instructional awareness act. This means that the novice 
teacher focused on considering options on her lesson preparations, teaching techniques, methods, strategies, 
and activities given to students. In Set 2, the novice teacher is fixated on student’s behaviours in class. It seemed 
that the teacher perceived and observed several events where students have behavior or feeling in class. Unlike 
in Set 2, the teacher in Set 3 provided descriptions of her lesson preparations, teaching techniques, methods, 
strategies, and activities given to her students. 

Based on percentage across data sets, the highest reflective code is the Instructional awareness act in 
data set 1. Other notable reflective codes which have at least 15 percent include Instructional act (data sets 1, 
2, and 3), Negative student behaviour (data set 2), Class information (data set 3), and Student behaviour 
awareness act (data set 2).  

 
 

Table 3. Frequency and percentage of occurrences in all data sets 
General codes Specific codes Set 1 Set 2 Set 3 

Frequency Percentage Frequency Percentage Frequency Percentage 
Focus on teaching CI 26 13.0 47 13.0 110 18.00 

CIA 1 0.50 5 1.40 23 3.00 
IA 57 28.0 57 16.05 145 23.00 

IAA 74 36.0 13 3.66 57 9.00 
LE 1 0.50 - - 2 0.33 

LEA - - - - 2 0.33 
GE - - 20 5.63 29 4.74 

Focus on students SK - - 1 0.28 1 0.16 
SKA - - 2 0.56 - - 
SB- 2 1.00 72 20.28 18 2.95 
SB+ - - - - 59 9.65 
SBA 6 2.96 53 15.00 24 3.93 
SO- 5 2.46 - - 4 0.65 
SO+ 7 3.45 8 2.25 39 6.38 
SOA - - 7 1.97 5 0.82 

Focus on self TB - - 15 4.23 11 1.80 
TBA - - - - 4 0.65 
TF- 3 1.48 7 1.97 15 2.45 
TF+ 2 1.00 13 3.66 32 5.24 
TFA - - 7 1.97 8 1.30 
TO- 5 2.46 - - 5 0.82 
TO+ 9 4.43 1 0.28 1 0.16 
TOA - - - - 7 1.10 

TOTAL 203 100.00 355 100.00 611 100.00 
 

 
5. DISCUSSION  

It is important to highlight the typology revealed in this study to understand novice teachers' reflective 
practices in the EFL context. Findings reveal interesting codes on what novice teachers in Thailand reflect on 
their classes, such as class information, learning environment, student’s behavior, knowledge, feelings, and 
output as well teacher’s background, feelings, and output. Similar to previous studies [5], [24], [26]-[29], levels 
of reflective writings do exist among novice teachers in the Thai university context [20], [21]. In this study, a 
more comprehensive typology was deduced, two general codes-descriptive codes, which refer to the 
description of a specific event in the classroom, and reflective codes, which are acts in the classroom where 
the teacher considered an option and reflected on it. These codes elicited may have been the result of free 
reflective writing. The volunteer participants were asked to write on their own without any structure given. 
Also, we deduced three sub-codes, including focus on teaching, students, and self. 

With regard to the specific focus of their reflective writings, in data set 1, the Instructional awareness 
act gained the highest percentage among all codes. Data set 2 highlighted Negative student’s behavior. In data 
set 3, the Instructional act had the frequency of all the codes. Across data sets, the Instructional act gained the 
highest percentage. 

In all three data sets, the instructional act generally gained the highest percentages, indicating that the 
two novice teachers focused more on their teaching regardless of their backgrounds. How they delivered the 
lesson as well as what worked and what did not in the classroom were some of their main concerns. This is 
especially obvious in data set 1, where Bee frequently reflected on her lesson preparations and teaching 
techniques or activities used during the class, comprising more than 60% of her journals. For example, Bee 
detailed what she did in her diary: “After that, I decided to teach students how to ask and answer about food 
experiences: focusing on present perfect (Have/has+V3) to talk about experiences.” and evaluated her 
teaching: “I think my teaching was okay, but not perfect; still have rooms to be improved.” In the first few 
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years of teaching, novice teachers might have many trials and errors when planning the lessons, trying to look 
for the most suitable strategies or methods to facilitate their teaching. Reflections on such instructional acts 
may help them improve and refine their lessons in the future, enhancing their personal development as a 
teacher. 

Comparatively, Fern showed more concern for students in her reflections, particularly noticeable in 
her undergraduate course (data set 2). In that data set, Fern described and reflected on many of her students’ 
negative behaviors or feelings, comprising about 35% of her diary records. For example, she shared in her 
second day of teaching that “The only things they like were to sleep, to use their cell phone, and to leave as 
soon as possible.” Instead of negative behaviors, she highlighted more of her students’ positive sides, including 
both behaviors and outputs, in her graduate course (data set 3). She mentioned quite a number of times talking 
about how cooperative her students were and said that “They were all very positive and seemed to be very 
happy with everything.” She also appreciated the effort of her students a lot, e.g., “They were able to give good 
comments, which made me happy.” This may suggest that Fern enjoyed more the relationship and rapport she 
built with students in her graduate class than in the undergraduate course. Bee, however, recorded a lot less 
about her students in her journals. Such an obvious difference may indicate that with the same cultural 
background, local novice teachers may be more used to their students’ behaviors, making it easier for them to 
accept how their students respond. On the contrary, Fern might take students’ behaviors and reactions more 
personally as a foreign teacher. Being an alien in a country, foreign novice teachers may be relatively more 
affected by their learners’ behaviors or responses due to their cultural differences.  

As regards the focus on self, Fern again reflected relatively more than Bee. As a foreigner, Fern might 
easily relate her teaching with her background and feelings. When reflecting on her students’ negative 
behaviors in the undergraduate class (data set 2), Fern wondered if there would be something related to her 
personality, e.g., “I don’t understand why… am I really so scary?” While she also showed high awareness of 
what she did in teaching (i.e., instructional acts), her being a foreign teacher (i.e., teacher’s background) seemed 
to play a role in her reflections. On the other hand, Fern talked more about her feelings in her diaries, which 
might induce some affective influence in her teaching experience. For instance, Fern mentioned in her journals 
(data set 3) near the end of the semester that “I’m content as I really have done very best to improve my 
teaching.” and “We had good sharing and discussion and at the end, I thanked them all.” The current study 
shows that considering such reflections for personal development is more recognizable in foreign novice 
teachers. That said, however, Bee mentioned a bit more about her positive outputs that Fern in her reflections, 
e.g., “As for my strengths, I think I can cover all contents and managed time well” and “Eventually, all 
progresses of teaching passed smoothly and flowing.” The results suggest that while some novice teachers may 
show more concern for their performance during the class, others may associate their personality, behaviors, 
and feelings more with their teaching.  
 
 
6. CONCLUSION  

This article reported a comprehensive list of reflective themes from qualitative analysis of three data 
sets as part of the novice teachers’  aim to improve their teaching.  Findings reveal two codes-descriptive and 
specific.  There are three general focuses, including teaching, students, and self.  At least 14 and 10 specific 
focuses were elicited, such as class information, instructional act, learning environment, general issues, 
students’ knowledge, negative student behavior, positive student behavior, negative student’s output, positive 
student’s output, teacher’s background, negative teacher’s feeling, positive teacher's feeling, negative teacher’s 
output, positive teacher’ s output, class information awareness act, instructional awareness act, learning 
environment awareness act, student’ s behavior or feeling awareness act, student’ s knowledge awareness act, 
student’s feeling awareness act, student’s output awareness act, teacher’s background awareness act, teacher’s 
feeling awareness act, teacher’s output awareness act.  

In the present study, a number of limitations are noted. First, there were only three data sets from two 
teachers, and the context was limited to one university.  Further studies may need to consider a larger number 
of participants from varied contexts to explore if differences or similarities occur. The analysis was also limited 
to the emerging codes of the data. Analyzing codes based on time frames may show a more complex reflection 
of teaching events in the classroom. 
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