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Abstract

Teachers need to modernize themselves and keep pace with changes in order to adapt themselves to the
developing and changing system. At this juncture, the “reflective learning” model becomes an important element
of teachers’ professional development. Since the concept of reflection was first used, it has increased its
importance as an alternative approach to the existing models of learning that still hold sway. Nevertheless, when
the studies that have been conducted over the years were consulted, it was determined that reflective learning is a
difficult concept to define, because reflection is an abstract concept, the question how it is to be distinguished
from one’s other thoughts and ideas assumes importance. For this reason, research with 102 participants has
been undertaken in order to ascertain the awareness of teachers, students and instructors of reflective learning.
The participants are broken down thus: 35 students receiving education in the English Language and Literature
department of Karabiik University; 31 instructors providing in-service English classes in the same university’s
Preparatory unit and other Faculties; and 36 English teachers serving in the secondary level schools in the
Karabiik province in Turkey. The participants have responded to a survey consisting of 33 questions. In the data
analysis, SPSS and nonparametric Mann-Whitney-U, Kruskal-Wallis and Student Newman Kleus tests have
been used. In addition, 2 teachers have been interviewed, the technique of content analysis has been used and the
data has been analyzed by means of NVivo 12 Pro — computer assisted qualitative data analysis programme.
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1. Introduction

The 21st century can be observed and described as fast changes and developments occurring in the areas of our
lives. Meanwhile, teaching has not stayed indifferent to this unexpected speed of advancements and information
technology. All teachers need to keep up with the subjects of curriculum tendencies, foreign or second language
teaching and learning studies; and testing-assessments (Richards & Farrell, 2005) have knowledge that
educational methods and practices are constantly developing. Evaluation of student profiles and needs must be
more extensive (Biiylikyavuz, 2016). Besides this, one of the aims of teaching is to teach thinking performance
to students (Semerci, 1999). Therefore, in order for teachers to be equipped with the professional capabilities and
skills that will support them in teaching more and more actively, they need to constantly keep learning within
their fields in compliance with the changing world conditions.

At the same time, teachers need to have recourse to different ways oriented towards improving themselves in
order to meet the demands their profession expects from them. As expected, the argument putt forth that
professional development should be “intensified, continuous and linked with practical application”
(Darling-Hammond et al., 2009) and the reflective learning model, which is in the same vein, are increasingly
becoming popular. At this juncture, “reflective learning” becomes an important factor in teachers’ professional
development.

Since reflective learning has become popular, confusion has arisen with regard to what it entails in actuality and
it began to be criticized for becoming a slogan expression that lost its necessity (Burton, 2009). Nowadays,
research on language teaching has shifted to the contributions of the students, teachers and the larger
socio-political context. According to Kumaravadivelu (2006) and Ryder (2012), this change played a role in
research on reflective teaching in language teaching.
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When the studies that have been conducted over the years were consulted, reflection was found to be a difficult
concept to define. Since reflection is an abstract concept, the question how it is to be distinguished from one’s
other thoughts and ideas assumes importance. If the teacher is to make an evaluation in order to get feedback
concerning her own teaching, what, how and how much will she think and evaluate? In order for her to make
such an evaluation, there needs to be a clear definition of reflection and there also needs to be assessment criteria.
Since there is no such definition, some use the concept of reflection, some use the concept of critical thinking
and some use the concept of assessment (Ugiiten & Ekizer, 2017).

On the other hand, Zeichner and Liston (1996) warned that if a teacher does not question the objectives and
values guiding their practice, setting and context in which they provide teaching, or does not examine their own
assumptions, their way of thinking cannot be characterized as reflective.

Reflective practice also allows teachers to be free from either impulsive or standard behaviors. As for reflective
thinking; it is necessary for teachers to control teaching processes and be effective decision makers (Osterman &
Kottkamp, 2004). Also, some of the researchers think that it is only by means of the teachers’ reflections of their
teaching activities that they become more and more well-qualified practitioners who can define their role in the
context of educational aims (Zeichner & Liston, 1996). In this vein, what it is meant by the notion of ‘reflective
practitioner’ can be clarified. Generally, in this study, reflective learning and related concepts and issues will be
scrutinized, and the findings of scientific studies will be evaluated in detail.

2. A Reflective Practitioner

Schon (1983, 1991), Kinsella (2001), Kemmis (2011) are among the scientists who rendered the concept of
“reflective practitioner” to be most popular. Kumaravadivelu (2003) brings a detailed classification to the roles
of teacher as touched upon in the related literature such as: teachers as a passive technique practitioner; teachers
as a reflective practitioner; teachers as a transformative intellectual. In the literature, despite these teacher roles
being available before Kumaravadivelu’s classification, the contribution that he made is important as it enables
the reader to denote the roles of teachers holistically. Kumaravadivelu’s (2003) classification is of particular
importance in this study as it is the primary source that this paper draws on.

According to Dewey (1993, 1997) on the other hand, a reflective teacher has 3 distinctive qualities:
open-mindedness, responsibility and sincerity. Open-mindedness entails being tolerant of various kinds of ideas
and not viewing these ideas as drawbacks. Open-minded individuals assess their immediate convictions when
they face new info; in this situation they are open to agree with the chances of making mistakes. These
individuals agree with the reality that they may likely not be right, and they are not competing to get the upper
hand in a discussion (Larrivee, 2008). They are able to criticize themselves. An open-minded reflective teacher is
ready to hear the different opinions of their learners’ and colleagues’ and they have the ability to direct their
beliefs and teaching styles and techniques according to various conditions. Borg (2011) expresses the view that
reflective teachers systematically examine their teaching practices and thus acquire new discernments and
elevate their teaching quality.

In other respects, teaching can be generally defined as an interactive process, because teachers consciously or
unconsciously shape their teaching according to various factors such as students’ profiles, ages and past
experiences. When they undertake a teaching activity, most of the time teachers get involved in a thinking
process in order to evaluate the results and outcomes of these activities. This process can be defined as reflection
or reflective practice. Further, during this process, teachers employ various strategies to update their teaching
styles; for example, correction strategies used by the teachers in the classrooms, how to improve students’ positive
attitudes toward learning EFL, and how to improve their own motivations (Han & Mahzoun, 2017; Han, Tanri6ver,
& Sahan, 2016).

In this context, Schon (1983) distinguished reflective practices into 2 categories: reflection-on-action, which
equates to the evaluation of past experiences; and reflection-in-action which occurs simultaneously at the time of
teaching. As this classification still receives recognition from many researchers, Van Manen made a contribution
to the field in 1991 by adding another category called reflection-for-action. Van Manen developed this category
which is based on evaluating the existing experience and making inferences about future situations and problems
— thinking that Schon’s reflection does not take the future actions into consideration.

3. Reflective Learning

Reflective learning can be applied by means of various approaches like action research, teaching logs, concept
mapping, groups of discussions, critical friendship, self-observation and peer class observation, attentive
checking of lesson plans and analyses of class videos (Farrell, 2008).
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While several of the approaches above can be applied easily while teachers are conducting a lesson in the class,
some others can be applied only afterwards. Schon (1991) prefers the expressions “reflection-in-action” and
“reflection-on-action” in order to describe these 2 conditions respectively. A third situation put forth by Farrell
(2016) refers to being in the state of reflection before conducting a class (reflection-for-action). Checking a
lesson plan before applying it in the class is a relevant example of this kind of reflection.

The frameworks suggested for the classification of reflection types define the concept of reflective practice as a
combination of theoretical knowledge and the experience of a purposeful thinking process. In order to run this
process, different tools were used such as reflective journals (Boud, 2001; Lee, 2007) and portfolios (Whitton,
Sinclair, Barker, Nanlohy, & Nosworthy, 2004) in various studies. Other than this, in the last 40 years, various
researchers have developed theoretical frameworks with the purpose of analyzing the functions and contributions
of teachers in reflective practice, in order to be able to observe the role of reflection on the professional
development of teachers. Kolb’s model of experimental learning, Boud, Keogh & Walker’s reflection model,
Brookfield’s model of critical thinking and Gibbs’ model of reflective cycle are some samples reported by Rivers,
Richardson and Price (2014).

4. Learning Strategies and Reflection

There are certain psychological dimensions of the differences between students in terms of learning strategies.
These dimensions are multiplexed and manifold. Just like students’ personalities, affective factors may also
affect the degree of their concern and their readiness to take risks while learning a second language. Students’
styles of learning may affect their holistic adaptation to the learning task and be effective on the input type that
they find it the easiest to study with (Ellis, 2003).

People think, act and learn in different ways from each other. When we examine the root of students’ learning
styles, Asbury et al. (2014) and Dunn and Griggs (1998, cited in Coffield et al., 2004) put forth that at the basis,
learning styles are correlated with students who have the same potential, biological characteristics and series of
developmental properties; and in addition, while certain teaching methods prove ideal for some students they can
prove inadequate for others. Therefore, learning styles can be impacted by students’ genes and genetic makeup,
their experiences regarding learning activities, their cultural accumulations and the societies in which they
reside.

For this reason, a teacher has a serious responsibility in improving their own teaching style in order to support
the possibilities of extending the students’ learning styles. According to Friedman and Alley (1984), the
situations in which teachers prove most beneficial are those in which they help the students determine their own
learning styles and learn through their style of preference. For this reason, the teacher has a difficult job in
determining their own teaching role.

Differences in the ways of behaving and thinking are apparent in the area of teaching as in most other areas.
Reflection is an important part of learning and teaching experiences (Tok, 2008). Reflection is currently one of
the most important concepts in education. Fundamentally, the concept of reflection was explained by Dewey in
1933 in order to explicate the subject of education deeply and steer it, dealing with its practitioners’ practical
problems and striving to produce realistic solutions suitable for them while referring to the active, purposeful and
consistent process of thinking.

Since the concept of reflection was first used by John Dewey in the years 1910 to 1933, it has increased its
significance as an alternative approach to the existing teacher training models that still hold sway. Because it
helps teachers in transferring their pedagogical knowledge into their teaching experience, it is being used as a
tool in practice-based professional learning. Richards (1998) considers reflectivity as an important part of teacher
development. Richards and Farrell (2005) put forth in the same vein that reflectivity is the process of critically
evaluating experiences and that it is a process that leads to a better understanding of teaching.

5. Reflective Thinking

Reflective thinking is a philosophical concept that is constantly evolving and that is quite frequently used in
teacher training. Dewey (1933) defines the concept of reflective thinking as “active, persistent, conscious,
systematic, constant and careful thinking in the light of any thought or presupposed type of knowledge and the
results it is oriented towards.” Vygotsky (1978) does not make a direct definition of the concept of reflective
thinking. Nonetheless, Vygotsky makes a distinction between lower and higher mental functions. As he explains
this, he states that higher mental functions do not automatically emerge as children mature. The formation of
these skills is based on the societal conditions in which children and adolescents find themselves. The origin of
higher mental functions does not reside in individuals but in social relations and practices such as (1)
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collaboration with more capable adults and peers, (2) school education and (3) the formation of scientific
concepts.

In the 21st century, one of the skills that has fundamental importance and appeal for young people is reflective
thinking (Hanushek & Woessmann, 2008; Lantolf & Poehner, 2014; Zukerman, 2016). Reflective thinking refers
to the “criticism of the problem-solving process and content” in order to test the validity of pre-existing
knowledge. Therefore, reflective thinking generally leads to a change in the individual’s way of perception, sense
and behavior (Mezirow, 1991, p. 105). Reflective thinking has a deeper level that is called critical reflection
(Kember, et al., 2000). Critical reflective thinking is expressed as “the evaluation of how and why we perceive,
think or take action in certain ways.” Thus, it requires an awareness regarding that a person’s perspectives,
beliefs, knowledge and expectations are “acquired in childhood away from criticism through the process of
socialization” (Mezirow, 1990, p. 1).

In cultural-historical psychology, the content of scientific disciplines and collaboration with peers are both very
important in terms of developing reflection as a thinking skill. Davydov (1990) and Zuckerman (2003) suggest
that collaboration with peers is “the necessary condition for the development of reflective skills”. In teaching
types where the relevant learning objectives (skills, concepts) are acquired through the imitation of a model
provided by the teacher, the control and monitoring of concordance between performance and the model
presented is generally carried out by the teacher.

Besides, it is clear that imitation does not involve hypotheses and questions concerning unknown or
contradictory realities. As a consequence, the responsibility of reflection crosses over onto the adult. Teachers
need to design learning tasks that can encourage different perspectives or different methods of problem solving.
During these types of tasks, students resolve the contradictions in their thoughts or perspectives without the
intervention of the teacher. In the process of bringing different perspectives into consonance and scrutinizing
them, students may view the subject in discussion from different angles and develop a more versatile approach
by distancing themselves from their primary perspectives (Zuckerman, 2003, p. 193).

6. Aim of the Research

As mentioned earlier, since the concept of reflective learning was first used, it has increased its importance as an
alternative approach to the existing models of learning that still hold sway and it was determined that it is a
difficult concept to define. For this reason, a survey study has been implemented in order to ascertain the
awareness of teachers, students and instructors of reflective learning

7. Method
7.1 The Nature of the Research

This research basically has both quantitative and qualitative characteristics. The research includes quantitative
research, for which a survey model was used. And, qualitative researchers use basically 3 types of techniques:
observing the people as they go about their routine common activities; realizing deep interviews with people
about their ideas, etc.; and analysis of documents or other kinds of communication (content analysis). Content
analysis developed in the field of communication but is now widely used across the disciplines. Some refer to
content analysis as a way of studying documented human communications (Adler & Clark, 2011; Babbie, 2013).

7.2 Participants

The survey was carried out in 2018-2019 academic year. In total there were 102 participants: 35 students
receiving education in the English Language and Literature department of Karabiik University; 31 instructors
providing in-service English classes in the same university’s Preparatory unit and other Faculties; and 36 English
teachers serving in the secondary level schools in the Karabiik province. There were 36 male and 66 female
participants who all took part in the survey voluntarily. In addition to this, 2 teachers from the secondary schools
were interviewed. Since the foundations of the language teaching process are initially laid in secondary
education, 2 one-to-one interviews with 2 English teachers who serve in secondary schools were preferred.

7.3 Instrumentation and Data Collection

In the data analysis, SPSS and nonparametric Mann-Whitney-U and Kruskal-Wallis test have been used. Besides
this a multiple comparison test called “SNK (Student Newman Kleus test or Post Hoc test)” was also used for
multiple comparisons.

The participants responded to a survey consisting of 33 questions (questionnaire) adapted from Xu et al. (2015),
its validity was confirmed. These 33 closed-end statements were designed on a 5-point Likert scale: 1 (strongly
disagree), 2 (disagree), 3 (undecided), 4 (agree), 5 (strongly agree). There were sub dimensions adapted from
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Akbari (2010) et al.’s tentative model in the survey; Practical (pract), Cognitive (cog), Meta-cognitive (meta),
Critical thinking (crit), Affective learning (affect), Moral (moral), Classroom management (classman).

In addition, as mentioned before, 2 teachers of English were interviewed and the technique of content analysis
was used by the help of NVivo 12 Pro programme in the evaluation of the data obtained. NVivo 12 Pro is a
computer assisted qualitative data analysis programme, it is used in the evaluation of the qualitative data.

The foundations of the language teaching process are initially laid in secondary education, namely secondary
school and high school, 2 one-to-one interviews in person were done on a volunteer basis with 2 English teachers
who serve in secondary schools in order to ascertain the perception of teachers on the subject of reflective
learning. The responses of the teachers were audio-recorded.

7.4 Participant Distribution and Findings

Survey results of 102 subjects were analyzed of which are 36 (%35.3) were males and 66 (64.7) were females.

Tablel. Distribution of profession and experience

profession
student teacher instructor Total
experience 0-5 Count 6 18 3 27
% of Total 5.9% 17.6% 2.9% 26.5%
6-11 Count 0 4 12 16
% of Total 0.0% 3.9% 11,8% 15.7%
12-17 Count 0 3 6 9
% of Total 0.0% 2.9% 5.9% 8.8%
18-23 Count 0 2 2 4
% of Total 0.0% 2.0% 2.0% 3.9%
24 over Count 1 8 8 17
% of Total 1.0% 7.8% 7.8% 16.7%
missing Count 28 1 0 29
% of Total 27.5% 1.0% 0.0% 28.4%
Total Count 35 36 31 102
% of Total 34.3% 35.3% 30.4% 100.0%

Approximately 28% of the attendees didn’t answer the question related to experience. For experience, a total of
73 answers were provided out of 102.

The difference of mean attendance level between male and female was analyzed by nonparametric
Mann-Whitney-U test. The descriptive statistics and test results are given in Table 2 for 7 sub-dimensions.

Table 2. The descriptive statistics and test results in terms of gender

gender N Mean Std. Deviation Std. Error Mean Asymp. p (2-tailed)
pract male 36 3.1574 81838 13640 0.129
female 66 3.4141 .69935 .08608
cog male 36 3.7500 .76997 12833 0.915
female 66 3.8232  .62763 07726
meta male 36 39611 70398 11733 0.846
female 66 3.9818 .58570 .07210
crit male 36 3.7994 71112 11852 0.616
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female 66 3.8906 .55624 .06847
affec male 36 3.9611 .71365 .11894

female 66 3.9636 .57208 .07042 0871
moral male 36 3.7778  .69902 11650

female 66 3.9424 .66171 .08145 0248
classman male 36 42222  .80079 13347

female 66 4.2475 56178 06915 0824

According to the non-significant p-values (p>0=0.05), there is no statistically significant difference detected
between male and female by mean attendance level in any of the 7 sub-dimensions.
In general, both male and female are indecisive about the items of “practical (pract)” subgroup whereas they

EERNNY3 EE NS EERN3

both agree on the items of “cognitive (cog)”, “meta-cognitive (meta)”, “critical thinking(crit)”, “affective

9

learning (affec)”, “moral (moral)” and “classroom management (classman)” subgroups.

The difference of mean attendance level between student, teacher and instructor was analyzed by nonparametric
Kruskal-Wallis test. The descriptive statistics and test results are given in Table 3 for 7 sub-dimensions.

Table 3. The descriptive statistics and test results in terms of student, teacher and instructor

N Mean  Std. Deviation Std. Error Mean Asymp. p (2-tailed)
pract student 35 3.2667 .70386 11897
teacher 36  3.4444 78072 13012 0.527
instructor 31  3.2473 76965 13823
Total 102 3.3235 .74971 .07423
cog student 35 3.5619 75308 12729
teacher 36 3.9444 59362 .09894
instructor 31 3.8925 .62886 11295 0.120
Total 102 3.7974 .67837 06717
meta student 35 3.7714 73907 12492
teacher 36 4.0833 .55214 .09202 0.155
instructor 31  4.0774 52327 .09398
Total 102 3.9745 .62659 .06204
crit student 35 3.5968 .73953 .12500
teacher 36 3.9043 .50336 .08389
instructor 31 4.1004 .45664 .08202 0.013*
Total 102 3.8584 .61341 .06074
affec student 35 3.7257 73258 12383
teacher 36 41111  .52251 .08708
instructor 31 4.0581 .52458 .09422 0.035*
Total 102 3.9627 .62218 .06161
moral student 35 3.7886 .77299 .13066
teacher 36 3.8500 .64209 .10702
instructor 31 4.0323  .58900 .10579 0.508
Total 102 3.8843 .67630 .06696
classman  student 35 39048 .76940 .13005
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teacher 36 43704 53912 .08985
instructor 31 4.4624 46886 .08421 0.002*
Total 102 4.2386 .65228 .06459

Note. *: significant at a=0.05

Depending on the test results, it can be said that, there are statistically significant differences between 3

profession levels by the mean attendance level of “critical thinking (crit)”, “affective learning (affec)” and
“classroom management (classman)” (p<a=0.05).

For the items of “critical thinking (crit)”, the mean attendance level of student is lower than teacher and
instructor (£sppqen: = 3-5968).

For Multiple comparisons of the sub dimensions Student Newman Kleus test was implemented.

Critical thinking (crit)

Student-Newman-Keuls*®

Subset for alpha = 0.05

profession N 1 2
student 35 3.5968

teacher 36 3.9043
instructor 31 4.1004
Sig. 1.000 170

Similarly, for the items of “affective learning (affec)”, the mean attendance level of student is lower than teacher
and instructor (Ezpyaene = 3.7257).

Affective learning (affec)

Student-Newman-Keuls*®

Subset for alpha = 0.05

profession N 1 2
student 35 3.7257

instructor 31 4.0581
teacher 36 4.1111
Sig. 1.000 718

For the items of “classroom management (classman)”, the mean attendance level of student is lower than teacher
and instructor (Ezpyaene = 3.9048).

Classroom management (classman)

Student-Newman-Keuls*®

Subset for alpha = 0.05

profession N 1 2
student 35 3.9048

teacher 36 4.3704
instructor 31 4.4624
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Sig. 1.000 537

For the 3 sub-dimensions mentioned above, no statistically significant differences are detected between teacher
and instructor.

The difference of mean attendance level between 5 experience levels was analyzed by nonparametric
Kruskal-Wallis test. The descriptive statistics and test results were given in Table 4 for 7 sub-dimensions.

Table 4. The descriptive statistics and test results in terms of experience

N Mean Std. Deviation Std. Error Mean Asymp. p (2-tailed)
pract 0-5 27 3.5802 .54375 .10464 0.188
6-11 16 3.0208 .85608 21402
12-17 9 3.3333 89753 29918
18-23 4 3.2500 .50000 .25000
24 over 17 3.4510 .86555 20993
Total 73 33790 75628 .08852
cog 0-5 27 3.9753 56179 .10812 0.481
6-11 16 3,9375 .62324 15581
12-17 9 3.7778 70711 .23570
18-23 4 42500 .50000 .25000
24 over 17 3.7255 .56808 13778
Total 73 3.8995 .59235 .06933
meta 0-5 27 3.9704 .61445 11825 0.732
6-11 16 4.0250 .56036 .14009
12-17 9 42000 .48990 .16330
18-23 4 4.0500 .52599 .26300
24 over 17 4.2000 .44159 .10710
Total 73 4.0685 .54183 .06342
crit 0-5 27 3.8807 .54514 .10491 0.789
6-11 16 3.9931 .44160 .11040
12-17 9 41358 .52932 .17644
18-23 4 4.0833 .55463 27731
24 over 17 4.0196 .40869 .09912
Total 73 3.9802 .48656 .05695
affec 0-5 27 3.9556 .58791 11314 0.355
6-11 16 3.9125 .50050 12512
12-17 9 42000 .52915 .17638
18-23 4 42000 .63246 31623
24 over 17 4.2118 .40293 09772
Total 73 4.0493 52787 .06178
moral 0-5 27 3.7704 70319 13533 0.295
6-11 16 3.8375 .58977 .14744
12-17 9 42667 54772 18257
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18-23 4 4.1000 .52915 26458
24 over 17 3.9765 .51905 12589
Total 73 39123 .61913 .07246
classman 0-5 27 42469 .62424 12014 0.877
6-11 16 4.4375 43408 .10852
12-17 9 45185 .50308 16769
18-23 4 43333 81650 40825
24 over 17 43529 46354 11242
Total 73 43516 .54118 .06334

Depending on the test results, it can be said that, there isn’t any statistically significant effect of the experience
on the mean attendance level of none of the 7 sub-groups (p>0=0.05).

7.5 Interview

As mentioned before, since the foundations of the language teaching process are initially laid in secondary
education, namely secondary school and high school, 2 one-to-one interviews in person were done on a
volunteer basis with 2 English teachers who serve in secondary schools in order to ascertain the perception of
teachers on the subject of reflective learning. The responses of the teachers were audio-recorded. While the first
English teacher (Teacher 1) has 20 years of experience, the second teacher (Teacher 2) has 8 years of experience.
In addition to these 2 teachers being interviewed, the technique of content analysis was used in the evaluation of
the data obtained.

1) How do you understand reflective teaching? Do you think it helps improve your teaching?

Teacher 1. As far as I know, it refers to placing importance on somebody else’s opinion. I think it is definitely
beneficial. And I think it facilitates learning.

Teacher 2. Reflective learning is valid for both sides, namely both the teacher and the student. I know that this is
already the approach that was put forth by John Dewey.

Teachers in practicality know how to be a reflective teacher.
2)  Are you a reflective teacher? What do you usually reflect on?

Teacher 1. I can consider myself to be a reflective teacher, I can question where I made mistakes. I frequently ask
these questions. I also want students to question themselves. In this sense, I can understand how they learn better
since I steer them towards questioning themselves.

Teacher 2. I am a reflective teacher, instead of providing them with the subject, [ would prefer to provide them with
the grammar via exercises and then provide them with the rules.

Teachers consider themselves as reflective teachers.
3) How do you reflect in and out of the classroom?

Teacher 1. I would like my students to evaluate how they see each other in the class and out of class. They can draw
advantages from each other by observing how each other learns.

Teacher 2. I understand this from the feedback I receive. For instance, I enter the classroom with surprising or
attention-grabbing material. The students try to understand what it is. If I am going to talk about organs, I would
bring relevant materials. If I see any student outside the class, I address them in English.

Teacher 1 considers individual evaluation and Teacher 2 gives importance to the authentic materials
4) Do you provide equal opportunities for all your students in the class?

Teacher 1. I believe that I provide equal opportunities for everyone. If they are enthusiastic, they can take
advantage of these opportunities. However, sometimes the classroom hours are not sufficient.

Teacher 2. Of course; if the student number is high, I would organize group work. If our time is also limited, I
would create an environment in which everyone can speak.

Teachers give equal opportunities for each student.
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5) Do you think affective factors play a role in reflective practice?

Teacher 1. Since reflective teaching appeals to common sense, creativity comes to the fore and the student puts
forth certain things.

Teacher 2. Of course, it helps and they learn through induction.
They agree with the idea of affective factors play a role in reflective thinking.
6) What do you think of moral aspects?

Teacher 1. Education needs to be carried out within the framework of mutual respect and love; if there are times in
which the student is having trouble and the student is morally weak, it can affect others.

Teacher 2. The first goal of education needs to emphasize the moral aspect; the moral aspect varies according to
age. If the lower classes are brought up well, the teachers get comfortable in higher classes. The moral state of the
students can change from school to school.

Respect should be the primary aim.

Teacher 1 considers mutual respect is important among students. Teacher 2 thinks moral aspects should be given
from the elementary classes (young ages).

7) Do you have the habit of keeping a reflection journal? Why or why not?

Teacher 1. There are no journals that I strictly follow but I follow them on the internet from time to time. I cannot
find the time for that.

Teacher 2. There are no journals or journal subscription that I have. I usually keep up with culture and literature.
Neither of the teachers keeps a reflection journal.
8) Do you try to observe some of your colleague’s lessons? Why or why not?

Teacher 1. There have been teacher colleagues the lessons of whom I have observed. But I cannot do this with any
colleagues since some of them may be disturbed by another teacher being present in their class. I have always done
this - I observe the students and relations outside as well as the classes of teachers who are good at their jobs. The
large majority of my other colleagues/friends do not enter the classrooms of other teachers and make observations.

Teacher 2. I have not tried it, but I am in contact with my other colleagues. Actually, I am curious about it, too. But
I have also never felt the need. We talk among each other from time to time. We ask each other questions when it
becomes necessary.

It can be said that Teacher 1 rarely observed the other lessons, Teacher 2 never observed the other classes
9) Do you sometimes provide social topics for discussion in class?

Teacher 1. I do but this does not occur much in primary and secondary education. Children do not yield many ideas.
I had worked in an Anatolian Teacher High School for a period of time and quite good social issues had been
discussed there. I have not observed that other teachers do this much. I have given lessons in crowded classes with
40-45 students, there is not much room for discussion in crowded classrooms, yet still the students’ level of
knowledge and age are the most mercurial variable. And also, students ask us why they have to learn English and
cannot get motivated since they are all too focused on securing jobs.

Teacher 2. I would bring it up, for instance environmental topics and national holidays. For instance, yesterday
was New Year’s Eve, it can be about a day like that, our culture and other cultures can be compared, students can
be given such an opportunity. I say that reflective learning is beneficial both for the teacher and the student. Both
of the teachers provide social topics with the students to discuss.

Both teachers provide different social topics for discussions
8. Conclusion and Discussion

Teachers are loaded with a charge of teaching each and every student in the most active way possible in order to
reach the desired outcomes and goals in the dimension of education. Since societal and institutional factors
require teachers to acquire more skills and carry out more tasks in professional terms, expectations from teachers
have increased in recent years. Especially, teachers need to modernize themselves and keep up with the changes
in order to adapt themselves to the changing system. So, how can teachers continue learning and improve
themselves? While we are searching for the answers of these questions, theory and practice can be different from
one another. Whereas some teachers behave reluctantly in improving themselves, some others are determined in
terms of improving themselves. Teachers need to modernize themselves and keep up with the changes in order to
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adapt themselves to the changing system. At this juncture, “reflective learning” becomes an important factor in
teachers’ professional development.
When we analyze both male and female, they are indecisive about the items of “practical (pract)” subgroup

EEINT3

whereas they both agree the items of “cognitive (cog)”, “meta-cognitive (meta)”, “critical thinking (crit)”,

CEINT3

“affective learning (affec)”, “moral (moral)” and “classroom management (classman)” subgroups.

Depending on the test results, it can be said that, there are statistically significant differences between 3
profession levels by the mean attendance level of “critical thinking (crit)”, “affective learning (affec)” and
“classroom management (classman)”. For the items of “critical thinking (crit)”, the mean attendance level of
student is lower than teacher and instructor. So, the students should be provided with exercises, additional

materials and activities to some extent in order to develop their abilities in critical thinking.

Similarly, for the items of “affective learning (affec)”, the mean attendance level of student is lower than teacher
and instructor. Zeichner and Liston (1996), state that affective learning refers reflection about students, their
linguistic and cultural backgrounds, their interests, and their readiness for assignments. For the items of
“classroom management (classman)”, the mean attendance level of student is lower than teacher and instructor.
These results should be taken into consideration by the related authorities.

And as for the interview results with 2 teachers from secondary schools: both teachers in practicality know how
to be a reflective teacher and they consider themselves to be reflective teachers; both of the teachers give equal
opportunities for each student; they agree with the idea of affective factors playing a role in reflective thinking.
Teacher 1 considers mutual respect is important among students. Teacher 2 thinks moral aspects should be given
from the elementary classes; neither of the teachers keeps a reflection journal. These answers of the teachers are in
line with the ‘relational approach . It underlines the moral philosophy which puts into consideration the moral life
around issues of personal character and how to treat other individuals (Hansen, 1998).

And lastly Teacher 1 rarely observed other lessons, whereas Teacher 2 never observed other classes. However,
peer observation can be proposed to enhance activities among teachers; in addition to this, as was shown in a
study by Karaaslan’s (2003), the teacher can for the most part show opposition to being observed by a peer.
One-off or repetitive activities such as a conference or a workshop are usually seen by teachers as away from
reality and relevant classroom environments, hence impracticable and ineligible to the dimension of professional
development being a continuous process (Biiylikyavuz, 2016; Yilmaz, 2015). For this reason, in preparing,
presenting and contemplating on a class that is taught as a team, there is an obvious necessity for them to
research the ways to collaborate with a colleague. This collaboration can help foreign language teachers’ in
reflective practices and prove a factor in establishing a more efficient and active environment for professional
development.

Reflective learning is a way of thinking that consists of questions oriented towards themselves such as “what
have I done, what am I doing, which feedbacks have I received, which presumable feedbacks will I receive?” As
to be understood from this definition, reflective learning is necessary for teachers and learners in education in
order for them to monitor themselves and make self-judgements. To this end the teachers’ embrace of a
reflective model is going to prove to be an example for their students and hence the students will embrace this
model from early ages and acknowledge that evaluating their own processes is a part of learning.

9. Suggestions

This research includes 102 participants- instructors, teachers and students, in addition there are interviews with
two school teachers. The aforementioned findings demonstrated there are some differences in perceptions of the
participants towards reflective learning. It can be said that this study limited by 102 participants and 2 teacher
interviews in Karabiik Province, Turkey. So, the present study can provide suggestions and guidance for future
research. The studies in order to get a more common conclusion and to develop some generalisations many more
participants in various provinces of Turkey should be included for further studies. These studies will help
teachers in teaching activities and this situation will lead to enhanced and increased student learning.
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