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Abstract

Reflective practice plays an important role in teacher education. Recently, studies on the
role of dialogic reflection and video-viewing in self-awareness have drawn attention to its
use in pre-service English teacher education. Previous reflective practice studies have
mainly addressed teachers' individual, written, and recollection-based reflections. This
study aims to examine the impact of video-based dialogic reflection in developing pre-
service English teachers' self-awareness along with their emotional engagements in their
reflective practice experiences. The research is a qualitative case study. The findings
revealed that video-based dialogic reflection sessions raised pre-service English teachers’
self-awareness of their teaching practices and their emotions influenced their
engagements in these sessions. These findings support the idea that video-based dialogic
reflection should be integrated into teacher education by considering cognitive and

affective dimensions. Accordingly, certain suggestions were made for future research.

Keywords: pre-service english teachers, reflective practice, dialogic reflection, affective

involvement, self-awareness



Oz
Yansiticl uygulama, égretmen egitiminde énemli bir rol oynamaktadir. Son zamanlarda, 6z
farkindalikta diyalojik yansitma ve video izlemenin roli Uzerine yapilan c¢alismalar,
ingilizce 6gretmen adaylarinin egitiminde kullanimina dikkat ¢ekmistir. Onceki yansitici
uygulama calismalari esas olarak dgretmenlerin bireysel, yazili ve hatirlamaya dayal
yansimalariyla ilgilenmistir. Bu calisma, ingiizce 6gretmen adaylarnn 6z
farkindaliklarinin gelistirimesinde video tabanli diyalojik yanstmanin etkisini ve yansitici
uygulama deneyimlerindeki duygusal katlimlarini incelemeyi amacglamaktadir. incelemeyi
amagclamaktadir. Arastirma nitel bir vaka c¢alismasidir. Bulgular, video tabanh diyalojik
yansitmanin, Ingilizce &gretmen adaylarinin  dgretmenlik uygulamalarina iliskin 6z
farkindaliklarini artirdigini ve duygularinin bu yansitmalara katlimlarini etkiledigini ortaya
koydu. Bu bulgular, hem bilissel hem de duygusal boyutlari gbézetilerek video tabanli
diyalojik yansitmanin égretmen egitimine entegre edilmesi gerektigini desteklemektedir.

Buna gore, gelecekteki arastirmalar icin bazi 6nerilerde bulunulmusgtur.

Anahtar soézciikler: ingilizce 6gretmeni adaylari, yansitici uygulama, diyalojik yansitma,

duygusal katlim, 6z farkindalik
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Chapter 1

Introduction

Reflective practice (RP) is a widely used tool for professional development in different
fields (e.g., nursery, sports coaching, and teacher education). Schon (1983) introduced the
concepts “reflection-in-action” and “reflection-on-action” by emphasizing that reflection can
be done on both the ongoing action and the completed action. RP in teacher education
encompasses both in-service and pre-service teachers. Dewey’s (1933) study on teachers’
reflective thinking and its use in teaching practices has become a cornerstone in teacher
education. He defined RP as an “active, persistent, and careful consideration of any belief or
supposed form of knowledge in the light of the grounds that support it and the further
conclusions to which it tends”. Then, he explains the stages of reflective thinking: 1)
Suggestion: Noticing the problem related to the action., 2) Intellectualization: Defining the
problem. 3) Hypothesis: Generating possible solutions (hypotheses) that might work. 4)
Reasoning: Considering the possible results of the hypotheses. 5) Testing the hypothesis:
Putting the hypotheses into practice. If the problem is not solved, new hypotheses can be

produced following the same steps.

Early RP studies on teacher education have begun with reflective journals based on
recollections of past practices (e.g., Bain et al., 1999; Francis, 1995; Yinger & Clark, 1981).
They have shown that pre-service teachers’ regular reflection journal writing experiences and
reviewing their journals provide insight into their teaching practices. Reflective questions are
usually included to assist the practitioners. Although reflective writing guided by questions
has contributed to pre-service teacher education, it has a limitation for being memory-based
due to the uncommon use of video in teacher education. On the other hand, these studies
suggested that writing reflective journals should be supported by reflective discussions with a

partner.

Recently, RP in teacher education has been equipped with some developments to

overcome the limitations of the previous studies. Firstly, video viewing was integrated with



the advancement of technology and many studies have investigated its impact on the quality
of teachers’ RP (e.g., Kpanja, 2001; Setyaningrahayu et al., 2019; Gamoran Sherin & Van
Es, 2009). These studies concluded that video-based RP is better than memory-based RP
because it serves as evidence of the actions. Additionally, RP in teacher education, guided
by individual and written reflection for many years, has begun to be adapted to interactive
and collaborative reflection (e.g., Chung, 2023; Hofmann et al., 2021; Mann & Walsh, 2017).
These studies have emphasized the social aspect of learning and proven the role of learning

through social interaction in knowledge construction.

There is a type of RP called dialogic reflection (DR) that aims to bring together all
these aspects mentioned above. DR is a reflection that is based on the critical analysis of
actions in collaboration with others such as peers and mentors by engaging in dialogues and
discussions, enabling practitioners to learn from each other (Mann & Walsh, 2013; 2017). To
particularize it for teachers, it is an interactive and collaborative process in which teachers
discuss their teaching practices with peers or teacher educators. Research suggests that
(e.g., Ab Rashid, 2018; Chung, 2022) DR can enable teachers to raise their self-awareness
of the unnoticed aspects of their practices and co-construct knowledge by discussing with
each other in a supportive environment. The current study focuses on pre-service English
teachers’ (PSETs’) dialogic reflections by examining their affective involvements and their
construction of self-awareness through mediational tools. The present research is a case
study. Data were gathered from the PSETs enrolled in the course “Teaching English to
Young Learners 1”. Video-based dialogic reflection sessions guided by reflective questions
and semi-structured interviews are the instruments. It is hoped that this study will provide

deeper insight into the role of dialogic reflection in teacher education.

Statement of the Problem

Micro-teaching practices have an important place in training PSETs especially in the

Teaching English to Young Learners (TEYL) course. These practices provide PSETs with the



opportunity to test and develop their teaching skills before they start teaching in real
classrooms. It is also very important for PSETs to reflect after these micro-teachings. To
ensure their professional development, they need to realize the strengths, weaknesses, and
areas for improvement in their practices. Reflective writing is widely used in teacher training
to encourage this. Its contribution is undeniable, but many things that PSETs do not realize
about their practices may remain unnoticed. Therefore, this technique does not offer PSETs
a collaborative and interactive environment that can provide PSETs with wider perspectives
(Mann & Walsh, 2017). Although in recent years, with the advancement of technology, the
use of videos has been integrated into RP to provide evidence-based learning, RP studies in
which videos are viewed with peers and evaluated using reflective questions are quite limited
(e.g., Karakas & Yukselir, 2021). Moreover, the impact of these videos on peer reflection is
often overlooked. Besides to these cognitive aspects that influence PSETs’ learning, most of
the RP studies tend to ignore PSETs’ affective involvements, which may impact their
perceptions and attitudes, in the process of reflection. Therefore, there is a need for a study
that addresses these gaps in the literature. With a specific focus on both cognitive and
affective dimensions of RP, PSETs’ video-based DR experiences guided by reflective

guestions will be studied.

Aim and Significance of the Study

Considering the gaps in the literature, this study addresses the use of reflective
practice in pre-service teacher education, with a specific focus on the context of Teaching

English to Young Learners | (TEYL [) course. Accordingly, the study has three aims:

1. To investigate the role of mediational tools in enhancing pre-service English
teachers' (PSETs’) self-awareness through dialogic reflection: This aim
focuses on how mediational tools (video recordings, peer interactions, and
reflective questions) strengthen PSETs’ understanding of their teaching practices

and foster their self-awareness during dialogic reflection (DR) sessions.



Specifically, it will examine how PSETs are engaged in more critical reflection on
their teaching practices with the help of these tools. Thus, this aim will reveal how

each of these contributes to practitioners in various ways.

2. To identify PSETs’ affective involvement in the reflection process: While the
existing body of research mainly deals with the cognitive dimensions of reflection,
affective dimensions remain unnoticed. This aim underlines the importance of
PSETs' affective involvement such as emotional responses (e.g., motivation,
anxiety, and self-confidence) and attitudes in DR sessions. Investigating PSETs’
affective involvements will reveal how emotional factors impact their reflections.
Thereby, this will provide a comprehensive understanding of PSETs’ DR

experiences through including affective components as well.

3. To increase awareness of integrating RP into teacher education: By
achieving the first two aims, it is expected to increase the awareness of teacher
educators about RP and to encourage them to integrate it into teacher education.
Thus, they will adopt it in a way that will contribute to their professional
development at the maximum level and they will also prepare a suitable

environment by considering pre-service teachers’ emotional states.

Since the aims of the study address the gaps in the literature on RP in teacher
education, the research has considerable significance. First of all, it focuses on the
combination of several mediational tools that foster the practitioners’ self-awareness. It will
encourage teacher educators to adopt these tools in pre-service teachers’ RP. This will add
variety to teacher training and teacher educators will be aware that RP can be done in
multiple ways. Also, the study provides a more holistic perspective because it includes both
cognitive learning and affective involvement. In this way, the study offers a more
comprehensive understanding of teachers’ RP experiences, which impact their professional

development. This will help teacher educators to consider the reflection process in a more



holistic way. They will pay attention to pre-service teachers’ emotional state in the process as

well as their learning outcomes as an output of RP.

Research Questions

The research has two main questions in line with its aims.

1. How do pre-service English teachers emotionally engage with video-based

dialogic reflection sessions?

2. In what ways do the mediational tools used in video-based dialogic reflection

sessions affect pre-service English teachers' self-awareness?

Assumptions

There are two assumptions of the study which will provide more valid and reliable
results. PSETs’ attention to the points will affect the results of the research. These

assumptions are as follows:

Assumption 1: This research assumes that PSETs will strike a caring attitude towards
dialogic reflection sessions and they will do their reflections meticulously. They are supposed
to analyze their and peers’ practices in a critical, detailed and honest manner, and to be

willing to learn their strengths, weaknesses, and areas for improvement.

Assumption 2: This research assumes that PSETs will provide frank and genuine

responses to the interview questions. They are expected that they will not intentionally
mislead the researcher by giving incorrect or incomplete information. They are required to be

truthful about their feelings and thoughts on their dialogic reflection experiences.

Limitations

Readers should keep in mind the limitations of this study. The research was
conducted at a state university in Turkiye, which limits the generalizability of the findings to

other contexts or educational settings. The study utilized a convenience sampling technique,



with participation limited to third-year undergraduate students in a TEYL (Teaching English to
Young Learners) course. As a result, the sample may not be representative of all PSETSs,

particularly those in different stages of their teacher education programs.

Moreover, the study focuses on a specific course in PSET education, the findings
may not fully represent other pre-service teachers regardless of other teaching disciplines or
other courses in the same discipline. The RP tools used in this study may yield different
results in a study conducted in other teacher training courses, and participants' perceptions

and attitudes towards their experiences may vary.

Another possible limitation is that since the data were self-reported due to the
inclusion of interviews and DR sessions, they may not have fully expressed their true
feelings, thoughts, and ideas. Although this was mentioned in the assumptions, this issue is
a natural limitation of the study since there is always the possibility that participants can keep

their opinions secret and only mention the points that satisfy the researcher.

Lastly, the study focused on a particular group of PSETs at a single university and it
did not take into account the differences in teacher educators’ approaches to RP. It should
be noted that RP in teacher education, a quite broad field of study, is not limited to the
findings of the current study. This research is only a part of RP studies. Therefore, the

findings should be interpreted with caution.

Definitions

The concepts that form the basis of this study are defined below.

Reflective Practice: From a broad perspective, it is a systematic process in
professional development that practitioners are engaged with critical analysis of their actions
and they enhance their understanding by identifying their strengths, weaknesses and areas
that need improvement. As a result, they learn from their actions and shape future practices

(Schoén, 1983). Specific to teaching contexts, it is the examination and reconstruction of



teaching through analyzing teaching beliefs and practices (Butke, 2006; Farrell, 2015; 2018;

2019).

Dialogic Reflection: This is a type of reflective practice that promotes critical
analysis of actions through collaboration with others such as peers and mentors. According
to Mann and Walsh (2013), dialogic reflection is mediated by interactions in written/spoken
discourses that enable practitioners to learn from others’ ideas and perspectives by engaging
in dialogues and discussions with each other. Practitioners can realize the unnoticed points
with the help of others and this deepens their understanding. To particularize it for teachers,
it is an interactive and collaborative process in which teachers discuss their teaching

practices with peers or teacher educators.

Micro-Teaching: It is a teacher training technique created by Allen and his
colleagues in 1963 for the development of teaching practices (Allen & Ryan, 1969). The
student teacher conducts a 20-minute (approximately) lesson in a classroom where other
pre-service teachers act as learners. Micro-teaching is usually followed by a feedback
session (e.g., peer feedback and mentor feedback). Micro-teaching practices can be video-

recorded as well for further detailed feedback sessions (Ping, 2013).

Socio-Cultural Theory (SCT): Developed by Vygotsky (1978), it is a theory that
emphasizes cognitive development takes place in cultural contexts which refer to the social
and cultural aspects such as interactions and cultural tools created by human beings and
transmitted through generations (e.g, language and technology). It is based on the idea that
learning occurs when individuals interact with each other through the mediation of cultural

tools and internalize this process.



Chapter 2

Theoretical Basis of Research and Literature Review

This chapter establishes the theoretical framework for the study and reviews relevant
literature on reflective practice, dialogic reflection, and related concepts. To provide a
comprehensive understanding, the chapter begins by offering an in-depth exploration of
reflective practice, a broad and foundational concept in teacher education. Following this,
dialogic reflection is examined in the specific context of teacher development. The chapter
concludes with a discussion of the socio-cultural theory, which serves as the theoretical

underpinning of this study.

Reflective Practice

Reflective practice (RP) is the critical reconsideration of actions for professional
development. It is based on the term reflection, which has ancient roots. It was derived from
the Latin word reflectere: to bend back (Butke, 2006). Accordingly, reflection is to think about
past experiences, learn from them, and shape future actions. A specific definition of RP is
adopted considering the context of the current study: the examination and reconstruction of
teaching practices through analyzing beliefs and actions (Butke, 2006; Farrell, 2015; 2018;

2019).

RP gained its actual prominence in professional development when Donald Schon,
an urban planning professor, published his comprehensive book “The Reflective Practitioner:
How Professionals Think in Action” in 1983. According to him, learning involves not only
knowledge acquisition, but it also comprises practice and reflection on the experience to
become more conscious of actions and improve them. He categorized reflection into two:
reflection-in-action and reflection-on-action. While the former refers to reflecting on the
ongoing action and making immediate adjustments, the latter indicates the reflection on the
completed action and identifying strengths, weaknesses, and areas for improvement. Plus,

Kolb’s (1984) Experiential Learning Cycle underlines the importance of deliberative reflection



on actions. Experiential learning starts with practitioners’ engagement with a concrete
experience. Then, it is followed by reflective observation where practitioners review their
experiences by assessing how it went. Since reflective observation is not enough for
learning, they need to draw conclusions from their experiences through abstract
conceptualization. Finally, they create an action plan which includes new strategies or
techniques developed based on their conclusions. In this way, they build new knowledge and

apply it to future actions.

To provide practitioners with guided and structured reflections, researchers have
developed some reflective frameworks (e.g. Bain et al., 2002; Bassot, 2013; Boud et al.,
1985; Kolb, 1984). These frameworks aim at taking practitioners from descriptive to deep

reflection (Mann et al, 2009). A typical reflective framework (Figure 1) has the following cycle:

Figure 1: Stages of a Reflective Framework

Reaching _
conclusions for Action

future achons
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{

Reflecting on Describing the
the action action

Practitioners describe the action and the context. They analyze their actions and the
beliefs that shape them and discuss how to improve these actions. They also make
connections between present, past experiences, and theoretical knowledge. Then, they
reach conclusions for future actions. This structure of reflective practice frameworks provides

a safe environment. Practitioners become aware of what to focus on without any confusion
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(Boud & Walker, 1998; Sumsion, 2000). The current study adopts Bain et al.’s (2002) 5R

Framework for Reflection (Figure 2), whichis also a well-known framework.

Figure 2: Bain et al.’s (2002) 5R Framework for Reflection
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As the name suggests, there are five components that start with the letter R:

reporting, responding, relating, reasoning, and reconstructing, respectively. Each one refers

to one aspect of reflection:

¢ Reporting: describing the action, its context, and agents

e Responding: explaining feelings and thoughts about the action

e Relating: connecting current experiences to previous ones

e Reasoning: exploring the rationale behind the action from theoretical

perspectives

e Reconstructing: drawing lessons for future

actions
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The 5R Framework for Reflection was chosen because its stages are clearly defined
and separated. The name of each stage implies its objective. For instance, the reporting
stage is about the description of the event. When practitioners see the name “reporting”, they
know that they are going to report on the event. Further, this framework provides cumulative
reflection like a chain. Although stages have their own function, they are connected to one
another. Each one is built upon the previous and leads to the next one. Also, it has been
adapted in RP studies due to these features (e.g., Carrington & Selva, 2010; Rusov, 2023).
These studies noted that practitioners gained insight in depth using this framework which

encouraged them to do introspection in a critical manner.

Considering all these points stated above, RP has some strengths and limitations
identified by researchers. It helps practitioners to identify their strengths and the areas for
improvement by increasing their self-awareness and decision-making skills through critical
thinking. Farrell's (2013) case study on an ESL teacher's regular reflective journal
demonstrated that writing facilitates reflection. The teacher explained that she needed time to
think of her actions before writing her reflections. This is the process of critical thinking. In
this way, she reviewed her practices and became aware of them. Then, she organized her
analyses and wrote them down systematically in her reflective journal. Based on her
reflections, she made evidence-based decisions for her actions in the classroom and she
became less affected by classroom incidents. In the same vein, Soodmand Afshar and
Donyaie’s (2024) research on Iraninan EFL teachers’ reflective journals revealed that both
individual and collective reflection contributes to their self-awareness and future practices.
Individual reflective journals helped the participants to notice their strengths and
weaknesses, while collective journals provided an environment of collaborative meaning-
making and critical thinking for professional development. Participants said that this
awareness will affect their future practices and they will display their strengths more in the
classroom. On the other hand, there are also criticisms against RP for being time-consuming.

Kharlay et al.’s (2022) research on in-service English teachers’ RP revealed that participants
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appreciated RP but found it time-consuming because they had a busy schedule. Thus, they
requested a decrease in their workload to keep doing reflection in a regular way along with a
fund. This is similar for novice teachers. Moore and Ash’s (2002) literature review showed

that they have a tendency to rely on the preconceptions of teaching and they avoid doing RP.
Reflective Practice in Teacher Education

RP in teacher education was introduced when John Dewey (1933) emphasized its
role in teachers’ professional development. Dewey (ibid.) defines reflection as an inquiry
which consists of “active, persistent and careful” thoughts of actions. These thoughts are
called reflective thoughts and they enable teachers to learn from their teaching practices.
According to Dewey (1933), reflective thoughts help teachers break free from the routines
and habits which may cause problems in the classroom. Considering all the factors and
conditions involved, teachers find a tentative solution (working hypothesis). They are
expected to test these hypotheses in their minds before they do the action in the classroom.
They can reformulate their hypotheses if necessary. The actual hypothesis testing occurs in
practice. Teachers’ solutions either resolve the problem or become a resource in future

problems (Miettinen, 2000).

Researchers have shown many examples of RP in teacher education since Dewey’s
(ibid.) study. Especially, use of reflective journals is highly common in RP studies on teacher
education. Yinger and Clark’s (1981) study revealed that reflective writing enables teachers
to be record their critical self-assessments in an organized way. Francis (1995) underlined
the importance of adapting reflective writing as a routine so that pre-service teachers’ can
develop their reflection skills. Similarly, Bain et al.’s (1999) research showed that teachers’
attitudes towards reflective writing and their engagements in it may vary. While some
reflections were at surface-level, some of them were deep and critical including reasoning
skills. These studies have two common aspects that RP should be accompanied by reflective
guestions to guide practitioners’ and it should be supported by reflective dialogues with other

teachers to enhance the efficiency of RP by learning from others’ perspectives.
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On the other hand, taking into account the period when these studies were
conducted, it is clear that the use of video had not yet been fully integrated into teacher
education. Therefore, this body of research is limited to memory-based reflection. Recently,
researchers have begun to focus on video-based reflection with the improvement of
technology. To understand the logic of video-based RP, it is necessary to first examine why
videos are used in the reflection. Videos provide a center for practitioners to concentrate on
along with realistic and rich data (Borko et al., 2011; Leijen et al, 2009). Recollections may
not be as beneficial and reliable as videos are. Practitioners notice the things that they do not
remember through videos. Noticing helps teachers identify their practices and make
connections between theory and practice, which vyield productive reflection (Bayat, 2010;
Cekic & Korkmazgil, 2022; Kleinknecht & Schneider, 2013; Van Es & Sherin, 2002). There
are studies in the literature concluding that video-based RP vyield better reflections. Gamoran
Sherin and Van Es (2009) formed video clubs to observe teacher learning. Teachers viewed
each other’s teaching videos and discussed their practices. This helped teachers improve
their instructional practices. Especially, certain studies compared the impacts of video
viewing to recollections. Kpanja (2001) compared the micro-teaching practices of two groups.
One group video-recorded their practices while the other not. The study found out that pre-
service teachers can analyze, discuss, and improve their practices better when they reflect
on videos. Rosaen et al.’s (2008) comparison specified some "dissonances" between
recollections and videos. Pre-service teachers who reflected on recollections felt uncertain.
Video viewing was perceived as more reliable due to visualization of practices.
Setyaningrahayu et al. (2019) conducted a similar study on pre-service English teachers
(PSETSs). Results showed that video-based RP facilitates more critical and objective self-
reflection than memory-based reflection does. There are also criticisms against video-use in
RP. Certain researchers have underlined the risk that video-based reflection may cause
practitioners to feel anxious, nervous, vulnerable, powerless, and uncomfortable. They may
feel disturbed by being video-recorded and viewing videos with peers. They may doubt that

their mistakes will not be welcome (Hockly, 2018; Mercado & Baecher, 2014; Savas, 2012;
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Serdar Tllice & Cegen, 2018). Thus, practitioners should be provided with a safe and

supportive environment to overcome these problems.

Researchers (e.g., Mann & Walsh, 2013) have proposed a new type of RP that
includes both video use, reflective questions, and interaction in a safe environment. This

integrated model of RP is called dialogic reflection.

Dialogic Reflection

Mann and Walsh (2013) stated that RP should be repositioned. An effective reflection
requires teachers to discuss their practices with colleagues to learn different points of view
(York-Barr et al., 2001; Zeichner & Liston, 1996). Collaborative reflections allow practitioners
to explore different perspectives “with the help of language” (Temir & Ergul, 2022). Reflection
which is mediated by interactions in written/spoken discourses is called dialogic reflection
(Mann & Walsh, 2013). The discourse of the current study refers to pre-service English
teachers’ (PSETS’) interactive speeches on their micro-teaching practices. Dialogue is the
conversations between PSETs that started and continued during reflection sessions. One
should remind that practitioners involved in dialogic reflection can benefit from the RP
frameworks as well. It starts with the description of the action. The difference is the
interaction and collaboration involved in the process. Teachers can ask questions to each
other, exchange and discuss their ideas. As a result, they become aware of their strengths

and weaknesses and draw lessons for the future.

Teachers’ dialogic reflection is a developing field of research. The focus is heavily on
teachers’ written and individual reflections. Most of the research on dialogic reflection has
highlighted that collaboration and interaction help teachers notice different perspectives.
They can review and reconstruct their teaching beliefs and practices through this awareness.
In Hofmann et al.’s (2021) study, the teachers from the UK and Cyprus did transnational
dialogic reflections together. Teachers of both countries do not only appreciated the

opportunity to collaborate and share experiences, but they were also satisfied with the
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discussions of the challenges they faced. They requested to do more dialogic reflections
throughout the year. Similarly, the research conducted by Ab Rashid (2018) on in-service
EFL teachers’ dialogic reflections showed that teachers were able to elaborate on the
challenges and problems they had. This reduced their perceived threat of teaching practices.
Further, the research proved that dialogic reflection enables teachers to be aware of their
own teaching skills. Chung’s (2023) research revealed that EFL teachers were able to
identify the strengths and weaknesses of their teaching skills because they were engaged in
discussions and developed new understandings. Therefore, they found dialogic reflection
supporting. Plus, Swanson et al. (2020) found out that the mediational role of dialogic
reflection had an observable impact on teacher beliefs. This study on bilingual science
teachers reshaped their thoughts and beliefs. Researchers can trace the transformations in
teachers' thoughts and beliefs. Similarly, Chung (2022) investigated the relationship between
dialogic reflection and teacher beliefs. The findings showed that EFL teachers reshaped their
beliefs of teaching engaging in dialogic reflections with colleagues. Research has also
demonstrated the relationship between teacher autonomy and dialogic reflection. Gulsen and
Atay (2022) measured EFL teachers' perceived autonomy before and after dialogic reflection
sessions. They compared the perceptions and found that their perceived autonomy
increased after dialogic reflection. Participants attributed this to collaboration and support
among colleagues. On the other hand, Hofmann et al. (2021) stated that dialogic reflection
may not yield effective learning without guidance. Teachers may avoid discussions and do
superficial reflections. Guidelines help teachers systematically reflect on their practices. In
Dudley and Vrikki's (2019) research, mathematic teachers did dialogic reflections using
Lesson Study Workbooks. Findings of the study indicated that this tool enabled teachers to
discuss and evaluate their practices in depth. It guided the teachers on what aspects to focus

on in their teaching practices during reflection.

The current literature on PSETs’ dialogic reflections has emphasized the factor

collaboration the most. Especially, researchers have emphasized the role of peer
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collaboration in PSETs’ dialogic reflections. These studies have shown that collaboration with
in dialogic reflection contributes to PSETs’ professional development and they have positive
perceptions of it. Hepple (2012) examined the dialogic reflection of PSETs from Hong Kong
on transnational teaching experiences in Australia. The study showed that dialogic reflection
helped PSETs understand their teaching experiences, redefining their understanding of
teaching. Erginel’s (2006) study on PSETs underlined the impact of collaboration in dialogic
reflection. It encouraged them to share ideas, notice themselves, and learn about peers.
There was a “team spirit”. PSETs stated that they both enjoyed and learned. Similarly, Dzay-
Chulim and Mann (2017) emphasized the importance of collaboration in learning. They
investigated collaboration in PSETs’ group dialogic reflections and writing reflective journals.
PSETs appreciated dialogic reflections in groups a lot. They felt a sense of cooperation
among peers in a supportive environment. Some participants revealed that this feeling
enabled them to share their ideas and concerns without hesitation. Thus, they were able to
give and receive immediate feedback on their teaching practices in a comfortable way. Also,
the study revealed that all these interactions initiated PSETSs’ self-reflection. They associated
peers' reflections with their practices. These dialogic reflections led them to create reflective
journals that are beneficial for their professional development. Additionally, Gutiérrez et al.’s
(2019) research pointed out that PSETs can improve their problem-solving skills through
collaborative dialogic reflections. Participants did dialogic reflections on their classroom
practicum. They found collaborative dialogues helpful in reaching immediate conclusions due
to the exchange of ideas. They defined the problem and got to the bottom of it. They co-
constructed understandings of the problems they faced in the classroom and came up with
solutions. They felt more confident after finding solutions to their problems. There were no
leaders in these sessions and everyone contributed equally and comfortably. Besides, they
became more comfortable in reflection when they realized that peers had similar experiences
and they were suffering from similar problems. As a result, they learned to be open to
criticism and ready to change. In a similar vein, Arefian (2022) investigated the impact of

collaborative dialogic reflection on PSETs’ development. Collaboration with peers created a
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sense of belonging. They found the support they received from peers useful for their self-
development and self-efficacy. Learnings during these sessions paved the way for becoming
independent problem-solvers. Furthermore, several studies have benefitted from the use of
reflective questions to guide the process. Guiding questions ensure the flow of dialogues.
The research has revealed that PSETs appreciate guiding questions for dialogic reflection. In
the literature, PSETs were either provided with the questions before reflection sessions or
researchers intervened in the sessions and asked questions. Both can be done in the same
study such as in Dzay-Chulim and Mann’s (2017) research. Teacher educators asked PSETs
guiding questions during group reflection sessions. However, PSETs were provided with
questions when writing dialogic reflection journals (reflective writings created based on
dialogic reflections). These questions helped them notice what is worth reflecting on.
Karakas and Yukselir's (2021) study specifically focuses on guided dialogic reflections.
PSETs did dialogic reflections on their and peers’ micro-teaching practices in groups. These
sessions were supported by the teacher educator’s guiding questions. The questions aimed
to see if they noticed the aspects of their practices that they had not before. Results revealed
that guiding questions directed their attention to specific points to be reflected on and to
planning for future actions. All in all, this body of research has pointed out the impact of peer
collaboration on PSETs’ professional development in terms of both teaching skills and

professional attitudes.

Overall, this evidence outlines two points: 1) dialogic reflection contributes to
teachers' professional development by providing them with different perspectives and self-
awareness 2) guidance during the reflection process increases the efficiency of reflection.
Dialogic reflection is based on socio-cultural theory which asserts that knowledge is co-
constructed through social activities. Teachers participate in interactions and build collective
knowledge through scaffolding. They jointly reflect on their teaching practices discussing
reasons and solutions (Mann & Walsh, 2017; Smith et al., 2017; Wegerif, 2013; Wenger,

2010).
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Socio-Cultural Theory

Socio-cultural theory (SCT) was originated by Vygotsky (1978). It is based on the idea
that cognitive development is affected by both biological and sociocultural processes. Innate
capacities of human beings transform and develop their higher mental functions such as
problem-solving, language learning, and voluntary attention through interaction with their
social environment. SCT focuses on the socio-cultural process of cognitive development.
This process functions at both social and psychological levels. People interact with each
other (social level) first and internalize (psychological level) these interactions (Cole, 1996;
De Valenzula, 2006; Lantolf & Pavlenko, 1995; Vygotsky, 1978; 1997). There are three key
elements that explain this process: the zone of proximal development, scaffolding, and

mediation.
Learning and the Zone of Proximal Development

Vlygotsky (1978, p.86) defined the zone of proximal development (ZPD) as “the
distance between the actual developmental level as determined by independent problem
solving and the level of potential development as determined under adult guidance or in
collaboration with more capable peers”. Researchers (e.g. Lantolf & Pavlenko, 1995) stated
that expertise is not compulsory. Novices can collaborate with each other and learn together.

Figure 3 shows the ZPD of a learner.

Figure 3: The Zone of Proximal Development of a Learner (Campbell, 2008)

what | cannot do
even with help

what | can do
by myself
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The aim is to keep learners in their ZPD by giving them meaningful and lightly more
challenging tasks (e.g. problem-solving tasks) than what they achieve on their own. When
they face challenges during the task, they will collaborate with others to do it (Roosevelt,
2008). Once the task is completed, learners are expected to be able to do the same alone. If
they can do it, this means that they are learning. Then, the process is repeated with more
challenging tasks (Shabani et al., 2010). Figure 4 shows learners’ ZPD when learning

occurs. This becomes their new ZPD. The same cycle is repeated for new learning.

Figure 4: The Zone of Proximal Development of a Learner After Learning (Campbell, 2008)

what | cannot do
even with help

what | can do
by myself
Teachers' ZPD is the distance between their current teaching knowledge of theory
and practice and skills and their potential level of knowledge and skills to be gained through
collaboration with others (Blanton et al., 2005). They can benefit from a wide range of
sources for the progression of their ZPD as shown in Figures 3 and 4: collaboration with
peers and mentors, practicum, technology, action research, diary writing, etc. (Shabani et al.,
2010). This collaboration is also known as scaffolding, which is the other key element of

SCT.
Scaffolding

Vlygotsky's SCT does not include the concept of scaffolding. It was introduced in 1976
and later integrated into SCT because it reflects Vygotsky’'s view (Hammond & Gibbons,

2001). Today, it is the center of SCT (Verenikina, 2003). It was introduced by Wood et al.
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(1976) to define the support and guidance of tutor to children to do a task (e.g. teacher-
student and parent-child). The assistance during learning in ZPD is called scaffolding.
Aljaafreh and Lantolf (1994) specified three key characteristics of scaffolding. First, it should
be graduated. The assistance should be too high or too low. Next, it should be contingent.
Learners should be assisted when necessary. They are expected to do the things they can
do on their own without assistance. Finally, it should be dialogic. Learners discuss their
ideas, build knowledge, and reach a conclusion through dialoguing with the others. Aligning
with the dialogic nature of scaffolding, there are five stages of knowledge construction: 1)
sharing and comparing information 2) discovery of disagreement 3) meaning negotiation
(knowledge construction) 4) testing the construction 5) application of the knowledge

(Gunawardena et al., 1997).

Wood et al. (1976) underlined the necessity of adult guidance. Similarly, Vygotsky
(1967) mentioned more knowledgeable others (adults or more capable peers). This
perspective represents the idea that learning is one-sided. One party teaches and the other
party learns. Today, researchers (e.g. Lai & Law, 2006; Nguyen, 2013) agree that this is not
the only way of learning. It is not made up of an expert-novice relationship. It can be mutual
which means that all parties can learn (Lantolf, 2000). Research (e.g., Donato, 1994; Ohta,
2000) shows that learners can be experts and novices at the same time (Swain & Watanabe,
2013). While learners can scaffold peers who need assistance, they can also receive scaffold
from other peers to learn. Their learning may vary depending on their needs. Pair or group

work can be used to facilitate peer scaffolding (Karimi & Jalilvand, 2014).

Learning and scaffolding are mediated processes. The role of mediation in these
processes is also the interest of social learning. Therefore, mediation is the other key

element of SCT.
Mediation

Mediation is the regulation of social and mental activities with the help of tools,

artifacts, and cultural practices (Gibbons, 2003; Lantolf & Thorne, 2006). Lantolf and Thorne
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(2006) explained mediation using the metaphor “shovel”. When someone wants to dig a hole,
they use a shovel. Here, the shovel is the mediator between the ground and people who
want to dig. Human beings require mediation in their social activities as well. Mediation help
researchers study learning in social interactions (Appel & Lantolf, 1994; Hall, 1995; Kramsch,
1993; Moll, 1994; Toohey, 2000; Wells & Chang-Wells, 1992). The most extensively used

mediational tool is language.

Language functions as a “conduit” (Reddy, 1979) because it transfers one’s thoughts
and information to another through speaking and writing. Although this metaphor has the
truth, it is insufficient to explain the role of language in mediation. Language in social
interaction is viewed as a social semiotic system by linguists. A semiotic system consists of
signs that enable human beings to express themselves through creating and interpreting
meaning of signs (sounds or writing). Social semiotic systems emphasize the part of social
interaction in semiotic systems. Learning is not made up of transmission where learners only
receive information and stay passive. Meaning, knowledge, and understanding are co-
constructed through active participation of the parties (Hammond, 2001). This is also known
as languaging. As the originator of the term, Swain (2006) defines it as a “process of making
meaning and shaping knowledge and experience through language” (p.98). It can be divided
into two: private speech and collaborative dialogue (Swain & Watanabe, 2013). While the
former represents internalization, the latter is created in social learning. Collaborative
dialogues refer to the dialogues in which speakers co-construct knowledge for problem-

solving (Swain, 2000).

There is a body of research on collaborative dialogues and peer scaffolding which
corroborates that learning can be mutual through the ZPD. Donato’s (1994) research on
collaborative dialogues of three L2 learners of French revealed that they developed mutual
support to help each other and to solve their problems although they were not language
experts. In their experimental study, Jamali Kivi et al. (2021) compared teacher scaffolding

and peer scaffolding in an EFL classroom. The group provided with peer scaffolding
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performed better vocabulary knowledge and reading comprehension than the group with
teacher scaffolding. De Guerrero and Villamil (2000) studied the role of peer scaffolding on
ESL learners’ writing skills. There was one writer and one reader. They observed that the
writer learned became more independent writer in time and the reader learned how to revise
a piece of writing and to provide a strategic support. Learning occurred reciprocally. Also,
participants stated that they get stuck and have difficulties without collaboration. They used
the expression “two heads are better than one”. Hou and Keng’s (2021) research showed
that peer scaffolding activates learners' problem-solving skills. As the students shared and
exchanged ideas with peers, they felt safe. Morcom (2016) examined the impacts of peer
scaffolding on students with antisocial behaviors in the class to promote respect.
Collaborative dialogues with peers created a positive atmosphere and established rapport

between students. They started to respect each other.
Socio-Cultural Theory and Dialogic Reflection

This study involves the combination of video recordings, peer interaction, and
reflective questions in PSETs’ RP. SCT is the theoretical framework that aligns with the
context of this study. It is beneficial to explain how the use of these tools fits into SCT. First
of all, these tools help PSETs to improve their ZPD. By viewing their videos, PSETs can
deeply analyze their practices. They can question their actions and identify the areas for
improvement. Videos enable PSETs to have an understanding of their teaching practices.
However, individual analysis may not always be enough for learning. When video viewing is
coupled with peer interaction, PSETs can collaborate with each other and can be involved in
discussions on their practices. Through the mediation of language, they share and discuss
their opinions. They can scaffold each other by giving feedback. Scaffolding can help them to
widen their perspectives. Thereby, they can co-construct knowledge and create a common
understanding of teaching. Reflective questions encourage PSETs to question their beliefs
and practices using critical thinking. These questions guide them to consider multiple aspects

of their practices and do their reflections accordingly. As a result, SCT is the appropriate
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theoretical framework for this study because these tools mediate the reflection process by

shaping the context of reflection and PSETSs’ interactions.
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Chapter 3

Methodology

This chapter lays out the methodological framework underpinning this study. It starts
with a detailed account of the research design, including the type of research employed, the
characteristics of the participants, and the contextual specifics of the study's setting.
Furthermore, it outlines the instruments used for data collection, the procedures followed to
gather data systematically, and the analytical techniques applied to interpret the findings. By
offering a comprehensive overview of these elements, this chapter aims to ensure rigor in the

research process, as well as to provide a solid foundation for the study.

Type of Research

This study adopts the qualitative approach which is defined by Creswell (1994, pp. 1-
2) as "an inquiry process of understanding a social or human problem based on building a
complex, holistic picture, formed with words, reporting detailed views of informants, and

conducted in a natural setting”.

Qualitative research, as described by Creswell and Creswell (2018), Hatch (2002),
and Marshall and Rossman (2016), encompasses distinct features that make it particularly
suitable for exploring complex social phenomena. One of its key characteristics is the
emphasis on studying phenomena in natural settings. Unlike controlled environments such
as laboratories, qualitative research allows for the observation of participants’ behaviors and
interactions as they occur naturally, without interference by the researcher. This feature
aligns with the focus of this study, which examines pre-service teachers’ dialogic reflection
practices in their authentic learning environments. By investigating pre-service teachers’
reflection sessions within these natural settings, it becomes possible to gain deeper insights

into how these reflective practices unfold in naturally occurring interactions.

Another defining feature of qualitative research is the role of the researcher as the

key instrument in the data collection and analysis processes. By conducting interviews,
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observing participants, and interpreting their actions, researchers immerse themselves in the
study. In this study, dialogic reflection sessions are video-recorded and as such they are
available for close investigation. Such direct engagement with the participants allows a
researcher to capture the depths of complexity in dialogic reflection practices of pre-service

teachers.

Qualitative research also encompasses multiple sources of data to ensure a
comprehensive understanding of the phenomenon under investigation. Instead of relying on
a single data collection tool, it incorporates various instruments such as interviews,
observations, video recordings, etc. Multiple open-ended data collection tools enhance the
reliability and validity of the findings. To provide a holistic understanding of how pre-service
teachers engage in and perceive dialogic reflections, data from different sources were

collected and analyzed systematically for this study.

Furthermore, participants’ meanings are prioritized in qualitative research. That is,
researchers investigate what the studied phenomenon means for the participants. This
feature of qualitative research is particularly important for this study as it aims to uncover

how pre-service teachers interpret and experience dialogic reflection practices.

The process of qualitative data analysis is both inductive and deductive. Researchers
first adopt a bottom-up approach, identifying patterns, codes, and themes. This is followed by
a top-down approach to ensure that no crucial information has been overlooked. In this
study, the iterative process of coding and theme development allowed the researcher to
identify emergent patterns in the dialogic reflections, while subsequent deductive analysis

ensured the findings were robust and comprehensive.

Lastly, qualitative research is characterized by its emergent design, meaning that the
researcher does not pre-determine data collection and analysis processes rigidly. Instead,
these processes are flexible and may change in response to the research context and

questions. The emergent design was crucial in this study, as the exploration of dialogic
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reflection practices necessitated a dynamic approach to investigate the diverse perspectives

of pre-service teachers.

Overall, these features of qualitative research provided a robust framework for this
study. The emphasis on natural settings, the central role of the researcher, the use of
multiple data sources, the focus on participants’ meanings, the iterative data analysis
process, and the emergent design all supported the exploration of pre-service teachers’
dialogic reflections in depth. These characteristics of qualitative research have helped the
researcher ensure that the study is methodologically rigorous, offering valuable insights into

dialogic reflections whichis an area of growing importance in teacher education.

The qualitative research approach adopted in this study is guided by three
interconnected components: philosophical worldviews, research designs, and research
methods (Figure 5). These components collectively provide the foundational framework for

the study and shape the methodological choices.

Figure 5: Research Approaches, Philosophical Worldviews, Designs, and Research

Methods (Creswell & Creswell, 2018)
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Philosophical worldviews represent the underlying perspectives and beliefs that guide
researchers in their investigation of the phenomena under study. Among the worldviews
outlined in Figure 5, this study adopts a social constructivist worldview, which emphasizes

the significance of individuals’ perceptions and interpretations of the social contexts in which
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they live (Creswell & Creswell, 2018). Social constructivism posits that meaning is co-
constructed through interactions with others. It also emphasizes that individuals’ shared

experiences shape how their understanding evolves within specific contexts.

This perspective is particularly relevant to the focus of this study, which investigates
pre-service English teachers’ (PSETs) dialogic reflection practices. Dialogic reflection
inherently involves interaction, negotiation of meaning, and co-construction of understanding
between participants. By adopting a social constructivist worldview, this research explores
how PSETs perceive their dialogic reflection experiences and how these reflections
contribute to their professional learning and development. The use of open-ended interview
questions and close analysis of interactions during video-recorded dialogic reflection
sessions allows for a deeper understanding of the participants’ perspectives and the
meanings they assign to these reflective practices. This study aligns with the belief that
knowledge is co-constructed socially which makes social constructivism the philosophical

foundation of this study.

This study’s choice of a case study design is grounded in its aim to explore the
unique and contextualized nature of dialogic reflection among PSETs. Data was collected
through repeated observations of video-recorded reflection sessions and semi-structured
interviews, allowing for an iterative and holistic analysis of the participants’ experiences. By
focusing on the dialogic reflections of PSETs within a teacher education program, the case
study design provides a robust framework for uncovering patterns and drawing meaningful

conclusions about their reflective practices.

Research Population and Participants

The participants of this study consist of sixty-nine pre-service English teachers
(PSETSs) enrolled in the Department of English Language Teaching at a state university in
Turkiye. These participants were specifically selected from those taking the Teaching English

to Young Learners | (TEYL I) course, which forms part of their teacher education curriculum.
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The TEYL | course focuses on equipping pre-service teachers with the theoretical knowledge
and practical skills necessary for teaching English to young learners, making it an ideal

setting for exploring dialogic reflection practices in the context of teacher education.

The selection of participants did not involve strict inclusion criteria such as age,
gender, academic performance (GPA), or previous teaching experience. Instead,
convenience sampling was employed, a non-probabilistic sampling technique where
participants are chosen based on their accessibility and availability to the researcher
(Creswell & Creswell, 2018). This approach was selected primarily due to the researcher’s
proximity to the course and participants. This accessibility facilitated the efficient collection of

data while maintaining alignment with the study’s objectives.

Twenty-three reflection groups, with each group consisting of three participants were
formed. Among these participants, the majority were local students, while four participants
were international exchange students from Kazakhstan. The inclusion of these exchange
students added an intercultural dimension to the study, offering diverse perspectives on

dialogic reflection practices and enriching the data collected.

The participants represented a diverse range of academic and personal backgrounds,
reflecting the typical demographic composition of the ELT program. While age and gender
were not explicitly considered as selection criteria, it is worth noting that the participants were
predominantly third-year undergraduate students in their early twenties, a stage in their
education when they were transitioning from theoretical coursework to more practice-

oriented experiences in teaching English.

The PSETs selected for this study participated in dialogic reflection sessions as part
of their coursework. These sessions involved discussing, analyzing, and reflecting on their
micro-teaching practices and experiences in small groups, often supported by video
recordings of their micro-teaching performances. The collaborative nature of these reflections
provided a rich context for examining how PSETs co-construct their understanding of

teaching practices, articulate their challenges, and identify areas for growth.
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The choice of convenience sampling, while pragmatic, has its limitations. The lack of
random sampling means the findings of this study may not be generalizable to all PSETSs in
different contexts or institutions. However, this sampling method allowed for an in-depth
exploration of the participants' dialogic reflection practices in a naturalistic and authentic

setting, which is consistent with the qualitative nature of the research.

In summary, the study group of sixty-nine pre-service English teachers provided a
diverse and contextually relevant sample for examining dialogic reflection practices. The
inclusion of both local and international students, along with the focus on a course
specifically designed to prepare teachers for working with young learners, ensured that the

data collected were rich, varied, and directly aligned with the study’s research objectives.

Data Collection

As shown in Figure 6, the data collection process for this study was conducted online
and comprised three distinct stages: (1) the first round of semi-structured interviews, (2)
dialogic reflection sessions, and (3) the second round of semi-structured interviews. Each
stage was designed to gather rich and comprehensive data to explore pre-service English

teachers' (PSETSs’) dialogic reflection practices and their perceptions of these experiences.

Figure 6: Data Collection Process

First set of Dialogic Second set of

semi-structured reflection semi-structured
interviews sessions ERYES

Stage 1: First Semi-Structured Interviews

The first stage of data collection was individual semi-structured interviews with
volunteer participants. Interviews were conducted via video conferencing platforms to ensure

accessibility and convenience for the participants. Each interview lasted approximately 30—
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45 minutes. Ten PSETs expressed interest in participating in these interviews initially.
However, one participant withdrew due to her workload, leaving nine participants for the first
interview stage. The interviews were conducted before the dialogic reflection sessions to
explore the participants’ preliminary perceptions of dialogic reflection, their understanding of
reflective practices, and their prior experiences (if any) with similar reflective activities. The
interviews followed a conversational format to allow participants to freely articulate their

thoughts and experiences.
Stage 2: Dialogic Reflection Sessions

The second stage of data collection involved dialogic reflection sessions. The dialogic
reflection sessions provided a platform for PSETs to share their observations, offer
constructive feedback, and co-construct their understanding of effective teaching practices.
These sessions were part of the participants’ coursework for the Teaching English to Young
Learners | (TEYL I) The groups of three members were formed based on the participants’
availability, except for one group of two and another of four due to the total number of

participants in different classes.

During these sessions, participants reflected collaboratively on their micro-teaching
practices, which had been video-recorded as part of the TEYL | course. Each group session
began with the participants watching a five-minute video clip of one group member’s micro-
teaching performance. Afterward, the group engaged in a structured dialogic reflection,
guided by a set of reflective questions. These questions were developed using Bain et al.’s
(2002) 5R reflective cycle, which encourages participants to describe, analyze, and evaluate
their teaching practices systematically. The video-recorded nature of these sessions allowed

for detailed analysis of the interactions.
Stage 3: Second Semi-Structured Interviews

The final stage of data collection involved a second round of semi-structured

interviews with the same nine participants who had taken part in the first interview stage.
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Each interview lasted approximately 40-50 minutes and was conducted online to maintain
consistency with the earlier stages of data collection. These interviews were conducted after
the dialogic reflection sessions to capture the participants’ reflections on their experiences.
Specifically, the second interview aimed to explore the participants’ perceptions of peer
collaboration, the effectiveness of the dialogic reflection process, and the contributions of

these activities to their professional development as future English language teachers.

Instruments

Two primary instruments were employed to collect data in this study: (1) video-
recorded dialogic reflection sessions and (2) semi-structured interviews. These instruments

are detailed below.
Video-Recorded Dialogic Reflections Sessions

Dialogic reflection sessions were video-recorded to capture the verbal and non-verbal
interactions among participants during their discussions. The use of video recording enabled
the researcher to analyze the content of the reflections in detail, focusing on both the

language used by the participants and the dynamics of their collaborative interactions.

All participants were provided with a uniform guideline for conducting dialogic
reflections. The reflective questions included in the guideline were carefully developed based
on Bain et al’s (2002) 5R reflective cycle, which comprises five key stages: Reporting,
Responding, Relating, Reasoning, and Reconstructing. These stages encourage participants
to engage in critical evaluation of their teaching practices. The reflective guideline used in

this study is presented in Table 1.

Table 1: Reflective Questions

Reporting
e Define the teaching event that you are going to reflect on.

e Whatare the key aspects of that teaching event?




32

Responding
e Whatdid you feel-think when watching the clip-teaching?
¢ What made you feel-think so?

e Whatare your general opinions about the teaching event?

Relating

e Think of one of your micro-teaching experiences. Compare it to this teaching event.
What are the things you find similar or different?

e When you think of your previous micro-teaching experiences, what would you like to
suggest to yourself / your peer?

Reasoning

e Why did you choose such kind of teaching style? / Why do you think your peer
preferred such an activity-teaching method?

e What teaching-learning theories could you / your peer benefit from to plan a lesson?
Why?

Reconstructing
e Explain at least one thing that have you just learned in this reflection session.

e Considering the things you have learned from this dialogic reflection session, explain
at least one thing that you are going to pay more attention to during teaching.

e At the end of this session, what did you conclude about teaching practices as a
group?

The structured nature of the reflective questions ensured that all participants followed
a consistent approach during their reflections, allowing for comparability across groups.
Furthermore, the questions were designed to facilitate meaningful discussions, encourage

mutual feedback, and promote self-awareness and professional growth among the PSETSs.
Semi-Structured Interviews

The purpose of interviewing in this research was to gain a comprehensive
understanding of PSETs’ perceptions regarding their dialogic reflection experiences. Semi-
structured interviews were conducted for this purpose as they offer a flexible yet structured
approach to data collection. The interviews were guided by a set of questions developed by

the researcher. The interviews were conducted in two rounds, each designed to address
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different aspects of the PSETs’ dialogic reflection experiences. The first set of semi-
structured interview questions (Table 2) aimed to uncover the PSETs’ perceptions of dialogic
reflection before the group sessions. These interviews provided baseline data regarding their
understanding of reflective practices and their expectations for dialogic reflection. The
guestions also aimed to explore whether participants had any previous reflective practice

experiences.

Table 2: Questions for the First Set of Semi-Structured Interviews

1. Have you ever heard of dialogic reflection before?
a. If yes, how do you define it?

b. If no, canyou guess what it means?

2. Have you ever practiced dialogic reflection before?

a. If yes, tell me your experience in detail. Based on their answers, they may be
asked how and why questions.

3. Whatdo you expect from the dialogic reflections you will do?

The second round of semi-structured interviews (Table 3) was conducted after the
completion of the dialogic reflection sessions. This round was critical for understanding how
participants experienced the dialogic reflection process and the extent to which peer
collaboration contributed to their learning. These interviews aimed to explore participants’
reflections on several key aspects: (1) Peer Collaboration, (2) Use of the Reflective

Guideline, and (3) Contributions to Teacher Development.

Table 3: Questions for the Second Set of Semi-Structured Interviews

1. How can you define your dialogic reflection experiences in the TEYL 1 course in
five words? Why did you choose these words?

2. What are the contributions of these experiences to your professional development?
Why?

3. Whatdo you think about peer collaboration in these experiences? Why?

4. What do you think about the questions in the guideline? Why?

5. Do you have any suggestions about this guideline? Why?

6. Did you experience any challenges or difficulties such as disagreement in these
reflection sessions? If yes, how did you deal with them?
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7. Would you consider using dialogic reflection in the future? Why? Why not?

8. Would you like to use dialogic reflection in your other courses? Why? Why not?

9. Would you recommend it to your other pre-service teachers? Why? Why not?

The second round of interviews was essential not only for capturing the participants’
post-reflection insights but also for identifying changes in their perceptions compared to the
first round. By comparing the data from the two interview stages, the researcher could trace
the participants’ developmental trajectories and assess the overall effectiveness of dialogic
reflection as a professional development tool. The second interview also provided an
opportunity for participants to share any challenges or limitations they faced during the

process, offering a holistic view of their experiences.

The three-stage data collection process, supported by video-recorded dialogic
reflection sessions and semi-structured interviews, provided a comprehensive framework for
examining PSETs’ dialogic reflection practices. This approach ensured that data were
collected systematically and from multiple perspectives, allowing for a rich and nuanced

analysis of the participants’ experiences and perceptions.
Both instruments were used in responding to research questions as shown in Table 4.

Table 4: Data Collection Instruments

Research Questions  Data Collection Instrument

Question 1 Video-recorded dialogic reflection sessions and semi-structured
interviews

Question 2 Video-recorded dialogic reflection sessions and semi-structured
interviews

Data Analysis

This research adopts Braun and Clarke's (2006) thematic analysis approach to data
analysis to investigate PSETs' dialogic reflection sessions. It is “a method for identifying,
analyzing and reporting patterns (themes) within data” (Braun & Clarke, 2006). The inductive

and recurrent nature of thematic analysis enables researchers to systematically identify and
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interpret the patterns in data. The data analysis process of the current research is explained

in six phases below.

1. Familiarization: The step aimed to become familiar with the data. To do this, the
data were transcribed into written texts through "Transkriptor” to get immersed in
the data. The transcriptions of dialogic reflection sessions and semi-structured
interviews were repeatedly read. There was no note-taking during the first
reading. It was aimed at getting to know the content. From that point on, the
following reading sessions were supported by taking notes on what seemed
significant. The aim of re-reading these transcriptions is to have a thorough
understanding of the data by identifying initial patterns and observations.
Accordingly, the focus of data was refined into the most frequent patterns. In this
study, recurring patterns were extracted from PSETs’ statements in semi-

structured interviews and dialogic reflection sessions.

2. Generating initial codes: Coding is a process in which the patterns are labeled
based on what they represent. It requires researchers to break the patterns down
into small and meaningful pieces and assign a code for each of them reflecting
the meaning of the pattern. Coding provides a more organized process of data
analysis. Based on this information, the recurring patterns in the data were
systematically coded. These codes are both descriptive and interpretive because
they reveal both the self-awareness of PSETs and their perceptions of dialogic
reflection sessions. As coding progressed, similar codes were grouped to find
potential themes. For example, while codes related to PSETs’ emotions were in
one group, codes identifying the role of mediational tools in self-awareness were

in another group.

3. Searching for themes: It is important to note that codes and themes are not the
same. Braun and Clark (2006) use an analogy to differentiate between them. A

theme is like the sun in our solar system. Codes are the planets that revolve
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around the theme. They are connected to the theme which forms the central point
of the data. Unlike the previous stages, generating themes focuses on a broader
perspective by bringing the previously identified pieces together. In this research,
all the codes were systematically reviewed both one by one and in their groups
considering similarities and differences between them. Then, initial themes were
generated. For example, codes related to PSETs’ self-awareness through video
recordings, peer reflection, and reflective questions were themed separately. Plus,
codes regarding PSETs’ emotions for dialogic reflection sessions were assigned

the themes based on the emotions they represented.

Reviewing themes: The themes were reviewed in this stage to check the
accuracy of the themes. While reviewing themes, some of them can be divided
into separate themes, some of them can be merged, or some of them may be
omitted depending on the research questions. To do this, the accuracy of the
code-theme compatibility was checked. The themes that address to similar points
were grouped under a new broader theme. For example, the separate themes of
self-awareness were merged and a new theme "self-awareness through
mediational tools” was generated. Reviewing the themes and codes showed that
multiple tools can be effective at the same time. Additionally, PSETs’ emotions
were brought together under the theme of “affective involvement”. Although the

feelings may change, all the codes represent PSETs’ emotional state.

Defining and naming themes: Identifications of the themes require researchers
to briefly define them in a clear, meaningful, and concise manner. It is always
possible to re-examine the themes while defining them. Accordingly, the accuracy
of each theme was reviewed once again and they were carefully defined to avoid

misconception and ambiguity.

Producing the report: The final stage of thematic analysis is related to putting all

these themes into a report which is supported by the descriptions of the themes
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and some quotes that illustrate the theme along with discussions. This step of
thematic analysis is related to Chapter 4 (Findings) in this study. It is necessary to
provide a thematic map of this study that visually represents the themes. This
map provides readers with a visual summary of what emerged from the data by
following Braun and Clarke's (2006) thematic analysis steps before moving on to a
detailed narrative of the findings in Chapter 4. Figure 7 is the map of the thematic
analysis applied in this research. It shows the main themes and sub-themes
identified in PSETSs’ dialogic reflection experiences. It should be noted that these
themes and subthemes can be dependent on one another. One theme may have

emerged as a natural consequence of another theme.

Figure 7: Thematic map of the research
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Chapter 4

Findings, Comments and Discussion

In this chapter, the findings of the data analysis and the discussion of these findings
are presented within the context of the research questions. The findings are organized
around four emergent themes: 1) Initial Perceptions, 2) Self-Awareness through Mediational

Tools, 3) Affective Factors, and 4) Hopes.

Findings

The findings of this study highlight several key themes that demonstrate pre-service
English teachers’ (PSETs) dialogic reflection experiences and perceptions. These themes
provide a perspective on how participants engaged with dialogic reflection as a professional
development tool. To ensure participant anonymity, each PSET was assigned a pseudonym

(e.g., PSET 1, PSET 2) during data analysis.
Initial Perceptions

The first set of semi-structured interviews aimed at identifying the conceptualization of
dialogic reflection in PSETs’ minds. The findings showed that PSETs had not heard dialogic
reflection before the course Teaching English to Young Learners 1 (TEYL 1). However, some
were aware of the rationale behind reflective practice (RP) and of the existence of interaction

with others:

“l can say it's like an analysis, evaluation, and elaboration of our teaching.”

(PSET 42)

“It's a reflection type to see how we are different from our classmates in
teaching. We can watch our videos and comment on them, so we can

compare ourselves to our classmates.” (PSET 16)

“We do not just simply reflect our own views and vision about something, but

we do it spontaneously in interaction with somebody.” (PSET 21)
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“Dialogic reflection is a self-assessment tool that teacher or the teacher
candidates use to see how they do in classrooms. They use dialogic

reflections to evaluate their teaching to get better.” (PSET 4)

Although PSETs were not familiar with structured dialogic reflection, some
participants stated informal practices resembling dialogic reflection. For instance, PSET 4

noted:

“‘Before this Teaching Young Learners course, | have never done dialogic
reflection professionally even though | gave some comments on my friends’

micro teachings.”

The interviews also revealed that the participants had several expectations from
dialogic reflection sessions. A recurring theme was the anticipation of enhanced awareness
of their teaching practices with the help of peer feedbacks and video-viewing. The following

excerpts illustrate this expectation:

“I expect that they will make my teaching better, because when | do a micro-
teaching and | watch my video, | think “Oh well, | did really well.” But, when
someone else watches it, | see that | have some problems. My friends can see

it and tell it to me.” (PSET 16)

“It should raise our awareness. When | am watching my micro-teaching video
my peers say that you should you should be more careful in these blah.”

(PSET 42)

“I really want to see what | do when | am teaching something and what
happens that | do not recognize but others do. | generally expect to see my

own mistakes and fix them or build up on them to improve myself.” (PSET 35)

These reflections underscore a shared belief in the value of dialogic reflection as a
mechanism for professional growth. PSETs expressed a desire to identify and address gaps

in their teaching practices, ultimately aiming to enhance their pedagogical effectiveness.
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Self-Awareness Through Mediational Tools

PSETs’ development of self-awareness in dialogic reflection sessions was mediated
by three primary tools: a) video recordings, b) peer interaction, and c) reflective questions.
Each of these tools helped participants uncover aspects of their teaching practices that had
previously gone unnoticed. The following analysis demonstrates how these mediational tools

contributed to self-awareness, illustrated with examples from the data.
Peer Interaction as a Mediational Tool.

Peer interaction emerged as a significant tool for improving self-awareness, As PSET
35 noted, discussions with peers revealed both strengths and weaknesses in teaching

practices:

“When | talk about it with my friends, | mean, when | discuss about it, | just feel

like I'm doing some things right and some things not also that going on well.”

This comment emphasizes the dual role of peer feedback in reinforcing effective
teaching strategies while identifying areas for improvement. The reciprocal benefits of peer
interaction are highlighted by PSET 16, who described how peers' critiques did not only help
her overcome challenges, such as instruction-giving, but they also allowed her to support

others in refining their lessons:

“I think it's really important that our peers tell us what we do wrong, so we can
improve ourselves. For example, | was struggling with instruction giving and
they helped me how | could get over it. | also collaborated with them to

improve their lesson. | think it's really beneficial.”

PSET 30 values collaboration and open-mindedness in dialogic reflection. He had the
idea that he may have a positive self-image and self-reflection alone would not be enough to

identify his weaknesses because his focus would be on his strengths. He recognized that
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learning from different perspectives can be valuable because working with others can reveal

the areas for improvement:

"It's a great experience to see different perspectives. If | examined myself, |
would definitely see myself positive. In collaboration, | understand what's

lacking."

In Extract 1, the use of sticker as an external reward in the classroom faclilitates a
critical dialogic reflection. PSET 30 begins with a positive evaluation that stickers can
maintain student interest. However, PSET 37 draws on his prior theoretical knowledge from a
class management course and emphasizes the possible harm of encouraging competition
and conflict among students, underlining the importance of creating a collaborative rather
than competitive classroom environment. The elaboration of a real-world scenario effectively

demonstrates how such conflicts might arise, which is key in fostering self-awareness among

peers.
Extract 1
1 PSET 30: But, we need to keep engaged. Well, stickers are really good
idea.
2 PSET 37: | think stickers might be a bad idea because | learned from

my class management class that external objects and gifts kind of
create competitive energy between students. Their social bonds might
be harmed by the fact that one student got more from the teachers and
they didn't get a lot. You basically chose imagine in like a real class
and two students want to answer at the same time. You choose one,
you give them a sticker and the other one is mad now and like angry
with you because they didn't get a chance to answer and they don't

have stickers now.
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3 PSET 64: That is a possibility, yes. | didn't really think of it at the time. |
didn't really run across like a problem like this, but you're right, in a real

classroom environment, this would create a lot of conflict.

PSET 64's response illustrates how peer reflection can stimulate awareness of
previously unconsidered perspectives. Although PSET 64 initially did not perceive any issues
with the use of stickers, the peer's explanation leads to a shift in perspective. This exchange
highlights how dialogic reflection enables preservice English teachers (PSETSs) to move
beyond their personal assumptions and explore potential consequences of their teaching
choices. It also demonstrates the value of integrating theoretical knowledge into practical
reflections, as seen in PSET 37’s application of their learning. Through this interaction, the
reflective process moves from uncritical acceptance of a teaching strategy to a deeper

understanding of its possible drawbacks, enabling PSETSs to refine their classroom practices.

Extract 2 focuses on a collaborative enhancement of teaching practices by
emphasizing the potential to make emotional connections in lesson delivery. PSET 36
introduces a suggestion to link emotions such as sadness with familiar characters, such as
the donkey from Winnie the Pooh. This suggestion draws on a pedagogical principle of
connecting learning to students’ prior knowledge and experiences, which is particularly

effective for young learners.
Extract 2

1 PSET 36: You could have used another interpretation of those
emotions. Yeah, the sad would be basically, the donkey from Winnie
the Pooh. Most of the children know that character is sad, you can like

connectthem on a more.
2 PSET 28: You're right, | totally forget about it.
3 PSET 36: Yeah, more emotional level.

4 PSET 28: Yeah, that's a great suggestion. Thanks.
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PSET 28 appreciated and admitted to having overlooked this idea. This shows that
how peer feedback can function as a reminder of missed opportunities in lesson design. The
reciprocal nature of this exchange is evident as PSET 36 further elaborates on the
suggestion, emphasizing the potential for building a stronger emotional connection with
students. The use of language such as "on a more emotional level" points to an
understanding of the affective dimension of learning, which is critical in teaching young

learners.

The interaction illustrates the value of dialogic reflection in helping PSETs identify and
address gaps in their lesson planning. PSET 28’s acknowledgment of the suggestion (“That’s
a great suggestion. Thanks.”) demonstrates how peer feedback can promote professional
growth by offering practical strategies to enhance student engagement. This excerpt also
reflects the collaborative nature of dialogic reflection, where peers contribute constructively to

each other’s development.

Similarly, in Extract 3, PSET 63’s suggestion to increase student engagement through
active participation prompted PSET 50 to reflect on the necessity of task-based activities for
young learners. This interaction exemplifies how peer critiques can reinforce the practical
application of theoretical principles, such as task-based learning, to address the specific

needs of young learners.
Extract 3

1 PSET 63: You could get the students to the boards to make them more
engaged with the class. You could give more task to the students in
order not to get them distracted by other things in the classroom
because they are so young. If we don't give them a task to do, they find

something to do actually.

2 PSET 50: Yeah, | totally agree with you because as we know, they're

so energetic and they just cannot stop without doing something.
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Keeping them waiting for a long time probably would make them get
bored and distracted. They can distract their friends, too. | think it's an

important point to give them tasks rather than making them wait, yeah.

PSET 63 emphasizes the benefits of involving students physically, suggesting that
having them work at the board can increase their participation and focus. PSET 63 also
stresses the need for consistent tasks to prevent boredom and distractions, acknowledging

the inherent energy and curiosity of young children.

PSET 50 strongly agrees with these points, emphasizing the potential for boredom
and distraction if young learners are left idle. They highlight the importance of providing
continuous activities to keep students engaged and prevent them from disrupting the learning
environment. This exchange underscores the shared understanding among the PSETs that
active and purposeful learning experiences are crucial for maintaining order and fostering

effective learning in young learner classrooms.

Extract 4, centers on PSET 65's preferred teaching approaches for language

learning, particularly focusing on the suitability of communicative methods for young learners.
Extract 4

1 PSET 58: In listening or speaking activities, | think communicative

approaches are the best because they have to speak in classroom.

2 PSET 56: | definitely agree. If you still want to be a bit authority in the
class, you want to protect your authority in the class. Maybe, you can

try ALM or like Communicative Language Teaching.

3 PSET 65: | agree. | think | should have done communicative method. |
don't think GTM is suitable for young learners. They will get bored. |
think that was a mistake in my opinion. | will try to fix that and give

students more chance to speak when it comes to young learners.
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PSET 58 supports communicative approaches in listening and speaking activities,
emphasizing the importance of providing opportunities for language use for real life purposes
within the classroom setting. PSET 56 echoes this sentiment while acknowledging the need
to maintain a degree of classroom authority and suggests that approaches like Audiolingual
Method (ALM) or Communicative Language Teaching (CLT) can effectively balance student-
centered learning with teacher guidance. PSET 65 expresses regret over past use of the
Grammar-Translation Method (GTM) with young learners, acknowledging its potential to lead
to boredom, emphasize the importance of shifting towards more communicative methods to

enhance student engagement and language acquisition for young learners.

In essence, this exchange highlights the growing recognition of the value of
communicative approaches in language teaching, particularly for young learners. The PSETs
emphasize the importance of creating opportunities for authentic language use and student
interaction to foster effective language learning and maintain student interest. PSET 56 and
58 agreed on the efficacy of the use of communicative approaches for PSET 65’s activities.
PSET 65 admitted that it would be more beneficial if he used a communicative approach. He

realized that his choice of methodology was not suitable for young learners.

These excerpts and extracts mentioned above show that peer interaction plays a
major role in the development of PSETSs' self-awareness. Through interactions with peers,
they gained valuable insights into their own thoughts and teaching practices. By observing
and engaging with others, they learn to compare and contrast their perspectives, leading to a
deeper understanding of their teaching practices. Plus, peer reflection provided the PSETs
with constructive feedback and support, enabling individuals to identify areas for
improvement and develop a more accurate self-perception. As a result, peer interactions

foster self-reflection and promote professional development.
Video Use as a Mediational Tool.

During the dialogic reflection sessions, video use provided invaluable insights for

enhancing self-awareness, specifically body language. While teaching, many PSETs were
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often unaware of subtle nonverbal cues that significantly impact their classroom presence.
By analyzing video recordings of their micro-teaching practices, PSETs could objectively
observe their own body language (e.g., posture, gestures, eye contact, and facial
expressions). This visual evidence provided crucial insights into how their nonverbal

communication influenced student engagement and understanding.

Extract 5 highlights the importance of observing and reflecting on teaching behaviors,
particularly body language. PSET 40 provides constructive feedback to PSET 29, drawing
attention to the unusual posture during teaching, emphasizing that this particular stance

might inadvertently influence the learners’ moods.
Extract5

1 PSET 40: One thing | also | wanted to say to PSET 29. Please be
careful. You're standing like this (showing the posture). Did you see? It

was a little bit strange because it can affect the children's moods.

2 PSET 66: OK. Yeah, | can improve that. Actually, | didn't notice. Thank

you for contribution.

PSET 29 acknowledges the feedback and expresses his intention to improve. This
exchange demonstrates the value of peer observation and feedback in identifying and
addressing subtle but impactful teaching behaviors. By openly discussing and reflecting on
their body language, teachers can become more aware of their nonverbal communication
and its potential impact on the learning environment. This awareness can then be used to
refine their teaching presence and create a more positive and engaging classroom

atmosphere for their students.

In a similar vein, Extract 6 focuses on the importance of clear demonstrations and the
effective use of visual aids and body language in teaching. PSET 48 observes that PSET

43's instructions for an activity involving holding a sign were not fully understood by the
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students. PSET 48 suggests that providing more detailed explanations and using more visual

cues, such as raising a picture of rain, would enhance student comprehension.
Extract 6

1 PSET 48: | just remembered the one last thing in the last part. They're
supposed to hold the sign. In a few tries, they were having a trouble. While
explaining, you could give more details or if it's rainy, you will raise rainy

picture. You could show a bit more. They could understand what's going on.

2 PSET 43: Yes, | should have demonstrated more because | just did like

this (showing the movement) so they couldn't get it.
3 PSET 48: Your visuals were great. You could also use your body more.
4 PSET 43: You're right, I'l try to improve myself.

PSET 43 acknowledges the feedback and admits that her initial demonstration was
insufficient. PSET 48 further emphasizes the importance of utilizing body language more
effectively in teaching. PSET 43 readily accepts the feedback and expresses their

commitment to improving their teaching practices.

As shown in Extract 5 and 6 above, video viewing has significantly enhanced the
effectiveness of peer reflection by providing tangible evidence for in-depth analysis. PSETs
concretely pointed to specific instances (e.g., body language) observed in the video clip. This
shared visual experience fosters more focused and constructive discussions, allowing peers
to provide specific feedback. By observing their teaching through the lens of video, PSETs
developed their understandings of strengths and weaknesses, leading to more targeted

professional development and improved teaching practices.

Extract 7 highlights the importance of providing specific and encouraging feedback to
young learners. In the video-recording, PSET 28 observes that PSET 36 primarily used
general terms like "yes," "OK," and "let's continue" while providing positive reinforcement.

PSET 28 suggests that more specific and encouraging phrases such as "great job,"
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"excellent,"” and "keep up the good work" would have been more effective in motivating and

encouraging the young learners.
Extract 7

1 PSET 28: | think you did a great job, but you should have given more
feedback instead of saying “yes”, “OK”, “let's continue”. You should

have said like, “great job”, “excellent’, “keep up the good work” or

something like that.

2 PSET 36: Yeah, | agree. Because after | watched it, | thought about
that because positive feedback is very much appreciated in young

learners. | think you're right.

PSET 36 agrees with this feedback, acknowledging that he had not fully considered
the impact of their feedback on the young learners' motivation. He recognizes the importance
of providing more specific and encouraging feedback to enhance student self-esteem and
motivation. This exchange underscores the significance of providing high-quality feedback
that is not only positive but also specific, constructive, and motivating, particularly for young

learners who thrive on encouragement and positive reinforcement.

PSET 5 compared video-based reflection to teacher feedback. She stated that video-
viewing is better for self-awareness by emphasizing the limitations of relying solely on
external feedback. She suggests that observing one's own teaching through video provides a

more profound and impactful learning experience:

“When you do not see yourself, and when you do not see your mistakes, there
is no point of doing a micro-teaching. Our teachers give us feedback always,

but it is better to see yourself for most of us.”

Supporting this statement, video viewing initiated self-reflections during dialogic
reflection sessions as well. In these situations, PSETs were already aware some points

similar to the extracts provided above. PSETs’ self-initiated reflections were mainly shaped
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by video-viewing. The use of videos in dialogic reflection sessions brought considerable
benefits of self-awareness for PSETs. PSET 35 emphasizes the limitations of self-reflection
without video use, where it was difficult to objectively assess her own performance. However,
video viewing provided a crucial external perspective, allowing them to clearly observe their
teaching practices and identify areas for improvement. By visually analyzing their teaching,
she realized her strengths and weaknesses. This experience underlines the importance of

video use as it provides a concrete and objective record of teaching practice:

“When | was doing micro-teaching, | couldn't see myself and | don't know what
| did, but when we were doing that (video-viewing), | saw clearly what | was

doing and what | was not doing.”

Similarly, PSET 16 mentions the limitations of self-awareness during teaching,
acknowledging that they may not always be conscious of their practices and their
effectiveness. This process of self-reflection, facilitated by video analysis, allows PSETs to

notice their teaching practices and refine their teaching skills:

“When you're doing a lesson, you don't know what you're doing, right or
wrong. When you watch it later, you can see that you're doing something in an
incorrect way or you're doing something really good. | think it's really good for

professional development.”

Extract 8 shows that PSET 6 initiated self-reflection on her teaching practice upon
watching her own video. After watching his own video, PSET 6 realized that she was lacking
in body language in the class and that she did not accompany the students while they were

singing.
Extract 8

1 PSET 6: | think | was lacking in the body language. | was not singing
along to the song. When | watched the clip, | didn't feel bad, but | noticed my

mistakes definitely.
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2 PSET 17: Yeah. Maybe, you can demonstrate how they're going to

play these instruments. You can move your fingers when you're talking about

the piano.
3 PSET 6: Yeah. That would have been better for me, yes.
4 PSET 11: | agree with you and | think you were not very active in the

classroom. You should move at the classroom.
5 PSET 6: Yeah, | agree with that. | just stood.

PSET 17 and 11 also agreed with this statement of PSET 6 and made some
suggestions about the use of body language. They said that when introducing a musical
instrument, PSET 6 should pretend to play it with her hands and move around the classroom
to use body language more effectively. PSET 6 said that she approved of them. In this way,

she got an idea about how to improve her body language.

Extract 9 also shows a similar situation. PSET 53 gave himself some advice on
elaborating on student responses in order to improve his own teaching practices. He gave

examples of his own expressions that he noticed in the video-recording.
Extract9

1 PSET 53: | would suggest to myself that | could have used more
elaboration on students answers because while they are answering |
just skip on the next question. | could have changed that and elaborate
on students’ answers. For example, | could have asked that “What
would you do in living room?” or “What do you do in the bedroom?”. It

could be more helpful for students’ understanding.

2 PSET 52: | agree with your recommendation. | think you could have
given more feedback. You could have asked students to justify

themselves and their answers. Other than that, your instructions could
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be more simple because they're third graders. They were clear, but use

less words when you're describing the activity to them.

3 PSET 53: While giving instruction | could model what they are going to
do. | did it in the speaking part, but in the listening exercise | could

have done this.

PSET 52 agreed with his peer's self-reflection and said that he should have given his
instructions in simpler language. PSET 53 realized that he did this correctly in the speaking
activity but that he should have done the same in the listening activity and shared this with

his peer.

PSETs did not only learn from their own videos, but they also learned from their
peers' videos. For example, PSET 5 stated that she would take as an example the things that
she appreciated in peers’ micro-teaching videos and she would try to avoid doing things that

she did not appreciate:

“‘Also, | watched my friends’ experiences and they gave me some opinions. |
take some good examples from them. | saw some of the bad features of them

and | tried not to do that.”

Extract 10 supports this statement. PSET 3 mentioned how well PSET 22 handled
with a technical problem in the classroom and stated that they should always have a backup
plan in class by showing PSET 22 as an example. The other group member, PSET 8, also
agreed with PSET 3 and found PSET 22’s practice very appropriate. Although PSET 8 and
PSET 3 had not encountered a situation as PSET 22 did, they realized that they needed to

be prepared for it.
Extract 10

1 PSET 3: We talked about your handling the technical problem in the
classroom and you had your paper inside of your computer. You had a

backup. This should be for us in the classrooms as well. You should
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always have a backup because there can be technical or other kind of
problems. You used your paper in that time and you handled the
situation very effectively and clearly. | can pay more attention to this

topic as well.

2 PSET 8: Yeah, | agree with PSET 3. We should have always a B plan

for technical problems. You handle it very well.

As it can be seen from the PSETs' extracts and excerpts, the use of videos
contributed to the PSETSs' self-awareness by initiating both self-reflection and peer reflection.

The videos provided concrete evidence for the PSETS' increased self-awareness.
Reflective Questions as a Mediational Tool.

The use of structured reflective questions based on Bain et al.'s (2002) 5R Reflective
Cycle has a significant role in enhancing PSETs' self-awareness during dialogic reflection
sessions. By prompting PSETs to delve deeper into their teaching practices, thoughts, and
feelings, these questions made PSETs engaged in critical analysis and focused reflections.
Therefore, they gained a deeper understanding of their strengths and weaknesses. PSETs
found these questions helpful and stated that they focused on the points requiring reflection.

as mentioned by PSET 16:

“l like them because these were the parts that we need to focus on, the
theoretical part, the pedagogy, and the use of language. They were touched

upon very well.”

In addition, PSET 16 stated that the questions were prepared in a clear and
understandable way, allowing them to approach their teaching practices from a holistic

perspective by addressing both their strengths and weaknesses:

“I think the questions were really good to evaluate our lessons because they
were asking about both the good sides and the bad sides and some

suggestions and some places that we could improve. | think the questions
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were really comprehensible, and they really developed the dialogic reflection

as a whole experience.”

The carefully developed reflective questions shaping the PSETs' self-awareness by
guiding the flow of their dialogic reflections. By analyzing the specific objective of each
reflective question, it can be observed how these inquiries directed the focus of PSETS'

dialogic reflections and shaped their self-awareness.

Reporting.

PSETs described the practice being reflected on from a wide perspective, including
context and people so that they could become familiar with the practice. Although PSETs did
not reflect much at this stage, some PSETS' descriptions of their teaching practices led to
self-reflection. In Extract 11, PSET 26, while describing her own teaching practice, noticed

what she saw as deficient in these practices and shared her ideas with peers by

understanding how she should act. This view was also supported by PSET 27.
Extract 11

1 PSET 27: We reflect on a vocabulary practice about subjects in school,

like high schoal.
2 PSET 26: No, it wasn'ta high school. It was a middle school.

3 PSET 27: Middle school? Yeah, oh sorry, 4th grade until 8th grade.

OK, anything else you want to define?

4 PSET 26: No, | thought that maybe the students should learn names of
the classes they took because we can talk about them. I thought it will

be useful for them.

5 PSET 27: Yeah. OK. Next question. What are the key aspects of that

teaching event? What were the key aspects do you think?
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6 PSET 26: Actually the key aspects are the name of the subject, but
maybe | should do some more repetitions, because they know the
Turkish names of the subjects, but the English names are foreign for

them.

7 PSET 27: You could have focused more on the practices and

repetitions, yeah.

8 PSET 26: Yes, but | had short time for to do this so that | couldn't

manage.

Further, some PSETs demonstrated the capacity to initiate dialogic reflection within
the reporting stage. This was particularly evident when peers actively engaged in defining
and discussing the observed teaching practices, as exemplified in Extract 12. In this
instance, PSET 7, having described PSET 41's teaching practice, actively invited PSET 23 to
participate in the discussion. By asking PSET 23 if he agreed with his assessment, PSET 7
initiated a collaborative reflection process. This exchange encouraged both PSETs to
elaborate on their observations, compare perspectives, and arrive at a shared understanding
of the observed teaching. Through this collaborative process, they not only validated their
own observations but also broadened their understanding of effective teaching practices for
young learners, agreeing that PSET 41's approach was highly effective and appropriate for

the students. Extract 12

1 PSET 7: It's about the first question about reporting to define the
teaching event. Actually, there are a lot of things to tell, your lesson
was full of visuals, real objects and greetings part is very good. It was

engaging and before starts the lesson, it makes students motivated.
2 PSET 23: If | were your student, it would have been great.

3 PSET 7: | strongly agree with PSET 23 and | believe that you will be a

very excellent teacher in the future. Also, the most important thing is
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positive reinforcements like "good job" in every question and answer

session. | think it's a good point. What do you think PSET 23?

4 PSET 23: Yeah, actually | agree with all you said. It's really important
to give positive feedback when they do something. | also like your
activities. Actually you have lots of activities and you let your students

do something. | like this.

5 PSET 7: | think about the vocabulary teaching. It is very shocking
because it was very good. A lot of visuals again, again, especially on
the greetings part. You were great and | think we can move on the

second question, right?

6 PSET 23: | can add something. | also like your visuals and you used

real objects. Actually, it's really useful for young learners.

7 PSET 7: Also, the vocabulary teaching was very good because again
you have utilized from the visuals and you just ask the students what is
this or what is that. But in the first part you gave the answer actually,
and | like that part with the real objects. | mean you ask what is this. It

is pencil. | think real objects enhance the learning.
8 PSET 23: Yeah, | agree.

PSETs increased their self-awareness by starting to do reflective practice during the
reporting phase. In this way, they showed that they could make more detailed reflections in
the following stages. This stage is often considered the initial step in the 5R Reflective Cycle.
However, it is not merely a passive description of the observed teaching practice. Instead,
some PSETSs, through careful observation and description, began to engage in preliminary
reflection. This shows that the 5R Reflective Cycle is not necessarily a linear process.
Instead, it is an iterative and cyclical process, where reflection can begin at any stage and

inform subsequent stages of inquiry.
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Responding.

This stage became where dialogic reflection truly began. This is the stage where
PSETs actively shared their personal feelings, thoughts, and observations regarding the
observed teaching practice. By expressing their own interpretations and perspectives, they

opened the door for genuine dialogue and collaborative reflection.

As illustrated in Extract 13, PSET 25 initiated responding by inviting general opinions

from their peers.

Extract 13
1 PSET 25: What do you think about it?
2 PSET 43: | think your lesson was great. | like the story. It was

appropriate for the age group and the level. | like giving instruction part
because you gave instruction first, then you just start the story. It was a
good strategy. You manage the class very well. | like your attitude

towards the students.
3 PSET 25: Thank you.

4 PSET 48: | also like your attitude towards the students and your control
over the stage. First of all, you gave the instruction while giving the
worksheets to the students. At first, | was like, "Isn't it confusing to give
the instructions while giving the worksheets?". After that, you started
the video, then you stopped, and you talked about the first sentence,
so you demonstrated it really well. After watching the story, we were
talking about the second sentence, but they gave answer to the third
one. You asked which one it is and you were still calm. You weren't
anxious, but you're just like "That's the third one and we're doing the

second one". That was really great.

5 PSET 43: But you look fine.
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6 PSET 48: Yes, you look really fine. You look really calm. You didn't
panic. | mean, even if you did, you didn't show it to the students. It was
amazing. While talking about the sentences and if they are correct or
wrong, you made the students give the right answer as well for the
wrong ones. The story itself is really good and it has also some morals
and values. | mean the bullying and stuff. Besides the men telling the
story, he acted out the characters really well. It was really interesting
to watch and it was really captivating. | like the story and it was good
for the age. There are visuals, sounds and it's interesting. | mean,
"What will happen next? Oh, poor thing". It makes you think like that. It
makes you curious what will happen next. The two, | mean the choose
of video and the way you talked about it is really fun. Maybe, you could
use your voice a little bit more, but the class was quiet and everyone

was full focused on you. It was great overall.

7 PSET 25: Thank you and | thought | could use my voice a little bit more
because this class was quiet but it can't be the case all the time. | note

that down. Thank you.

This simple inquiry served as a catalyst, prompting other PSETs to share their
thoughts and observations. For instance, PSET 43's reflection on PSET 25's effective
instruction-giving strategies and calm demeanor received support from PSET 48,
encouraging PSET 43 to further elaborate on her appreciation. Similarly, PSET 48's
observation regarding PSET 25's effective use of voice received validation from PSET 25
herself, leading to a valuable realization that her teaching approach could be successfully

adapted to noisier classroom environments.

Extract 14 provides an example of how PSETs can engage in meaningful dialogue
and collaborative reflection in the responding stage. PSET 67, while acknowledging the

overall effectiveness of PSET 37's teaching practice, identified a specific area for potential
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improvement. He expressed a need for a particular component that he felt was missing from
the lesson. Interestingly, PSET 37, upon hearing this feedback, acknowledged the validity of
PSET 67's observation and shared that he had actually considered incorporating that
element but had ultimately decided to omit it for the specific context of his micro-teaching.
This exchange demonstrates the power of peer feedback in identifying potential areas for
growth and refinement, even in well-executed teaching practices. Furthermore, it highlights
the importance of open communication and a willingness to consider alternative perspectives

within the PSET setting.
Extract 14

1 PSET 67: I like your activity for the listening the drawing map part, but |
think you could check students and what they are doing. You could
stop the video at the middle and "Where are we now? Where are we
going now? What did we see?" You could ask this question and be
sure they are following the listening. They are 9 years old. They could

look somewhere else while listening so they can miss something.

2 PSET 37: Yeah, yeah, definitely. | definitely agree. At first, it was like
this. | was just going to pause it and then | was going to say "Where
are we now? What did we do?" I was going to say that, but in my mind,
teaching would go longer than | expected. That's why | didn't do it. But,

it turns out | could do it because | had time. That's my bad.

These findings show that the responding stage in the 5R Reflective Cycle enabled
PSETs to reflect on their micro-teaching practices from a critical point of view by engaging in
discussions with each other. They shared their initial thoughts, feelings, and observations
regarding the teaching practice. These personal interpretations opened the door for deeper
inquiry and critical dialogue. Sharing their initial impressions allowed them to identify their

own assumptions and to challenge their own perspectives.
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Relating.

Relating proved to be particularly valuable for PSETs, enabling them to connect their
current teaching experiences to past practices and identify patterns in their own teaching
behaviors. PSET 30's statement highlights the role of the Relating stage in PSETS' reflective

guestioning:

“When | created a plan in my mind, | cannot see beyond. However, when I'm
given the chance of comparison, | really understand what other steps | could
take and what other techniques | can employ here. | think this question was

really crucial.”

This excerpt captures the value of this stage that relating questions encouraged
PSETs to consider alternative techniques to utilize in the classroom. Comparison provided

them with a chance to see their teaching practices from a wider perspective.

Extract 15 demonstrates the facilitation of PSET 42's self-awareness through a
combination of self-reflection and peer observation. PSET 42 initially engaged in self-
reflection by comparing her own teaching experiences with the observed teaching practice.
This introspection allowed her to identify similarities in her teaching approaches, such as the
use of gestures and mimics to describe vocabulary. However, PSET 42's self-awareness
was significantly enhanced by observing PSET 45's teaching. PSET 42 appreciated PSET
45's strategy of eliciting prior knowledge from students by asking questions about their
favorite animals and elaborating on the questions to prepare them for the listening part. This
observation led to a significant learning moment for PSET 42, as she recognized a new and

effective strategy that they could incorporate into their own teaching practice.
Extract 15

1 PSET 45: Think one of your micro teaching experiences, compare it to

this teaching event. What are the things you find similar or different?
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2 PSET42: As for the similarities, | also use my gestures or mimics for
describing the vocabulary. You mentioned the topic a lot to students
before listening. For example, you ask students what are their favorite
animals or why, and you elaborate the questions for making students
prepare for the listening part | guess. It was very good and | thought

that | would use it later on.

This interaction is the example of a dynamic interplay between self-reflection and
peer observation. PSETs gained new insights into effective teaching strategies, and

broadened their perspectives.

Extract 16 focuses on how peer observation within the dialogic reflection process
facilitated the identification of effective teaching strategies and inspired PSETS to incorporate
these strategies into their own future teaching practices in the relating stage through

comparisons.
Extract 16

1 PSET 34: | really like the way you chose some students and invite
them on the board instead of just and getting some answers from
there. In one of my micro-teachings, | didn't do that. | was just getting
their response whenever they're sitting on their desks. | think that is
important and | will take that as a suggestion to myself. | really like the
way you chose monsters that they can relate to some cartoon
characters. | will try that too in my other teaching lesson plans,
because it is good to give them some relations for their lifestyles for

their own lives.

2 PSET 18: Yeah, | would definitely do that too. Also in my micro
teaching, when | teach my words, | make them repeat after myself and

also | make them play a game and also listen to a song and dance.
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These are really good for young learners and making them more
engaged with the lesson. Also, | will do this monster picture like making
them relate to their cartoons or their liked characters. | would definitely
do that in my next micro teaching instead of choosing two group. | think
it would be more beneficial and engaging if you just involve the whole
class and the use of language when you give instruction could be

simpler.

PSET 34 and PSET 18, through observing PSET 61's teaching, identified specific
strategies that they considered effective and relevant to their own teaching. PSET 34, for
example, observed the positive impact of inviting students to the board for active participation
and noted the value of connecting learning to students' personal experiences by relating
vocabulary to familiar cartoon characters. PSET 34 explicitly stated her intention to
incorporate these strategies into their future teaching practices. PSET 18, in addition to
adopting the idea of relating vocabulary to familiar characters, also identified other effective
strategies observed in PSET 61's teaching, such as using songs and games to enhance

student engagement.

Overall, relating questions empowered PSETs to connect their practices with their
past experiences and their peers’ practices through comparisons. These questions
encouraged them to identify patterns, recognize recurring challenges, and understand the
evolution of their own teaching philosophies. They reflected on past experiences where
similar teaching strategies had been successful or unsuccessful, analyzing the factors that
contributed to those outcomes. This process of comparing and contrasting past and present
experiences helped PSETs to developed their understandings of their own teaching
practices. Also, comparing their own teaching experiences to those observed in their peers’
videos allowed them to learn from peers. They reflect on why their peers' strategy was
effective and explored how to adapt it to their own teaching context. Thus, relating questions

encouraged PSETSs to engage in a more holistic self-reflection.
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Reasoning.

The 4" R (reasoning) of these dialogic reflection sessions aimed at encouraging
PSETSs to think about their practices and found them upon pedagogical reasons. They were
also asked to justify their choices of activities and evaluate the impact of their decisions on
student learning. Thus, they analyzed the pedagogical principles that underpinned their
teaching practices. In this way, PSETs became aware of their choices of activities and found
ways to improve them. They connected their teaching practices to relevant pedagogical

theories and principles.

In Extract 17, PSET 18 was influenced by PSET 34’s activity choice. PSET 34
explained the decisions behind her activity choices such as encouraging critical thinking, and
providing a meaningful context for learning. Based on these justifications, PSET 18 explicitly
stated her intention to incorporate these observed strategies into her own future teaching

practices.
Extract 17

1 PSET 34: | chose these activities because | wanted to integrate
listening and speaking together. Vocabulary teaching also can be seen
when they are guessing the next thing that's going to happen. They
use the words they just learned. That was my focus. Actually, | wanted
to integrate them. Also, | wanted to focus on their creativity and
imagination when they were drawing a picture. Drawing like drawing at
the end with their group members, which is again some interaction,
which is good to do some activities with their friends. These were my

intentions.

2 PSET 18: | can see that they really are engaged with the class and |
think that also you were really successful while you were teaching and

integrating the listening and the listening and speaking and it's also you
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made it in a creative way. | also think that you really touch the

imaginative side. | also would like to use that in my next classes.

3 PSET 61: Also, it's just always a good idea to do a speaking part like in
a post listening. Your last activity is about trying something to come
real as you said and with this you want to unleash the students’
imagination and | think you choose a good topic so that it can be
attractive. | think you were successful to attend their attention, thank

you.

4 PSET 18: Also, | would do this pause-and-predict activity. It's really
helped them engage with the class. You just didn't accept answers
immediately and you asked for better questions for better
understanding. | think that it was really helpful for them to comprehend

and | would use this in my next micro-teaching.

The exchange between PSET 18 and PSET 61, who also acknowledged the
effectiveness of PSET 34's strategies, highlights the collaborative nature of the learning
process. Through peer observation and discussion, PSETs were able to share insights, learn
from each other's experiences, and collectively identify effective teaching practices.
Reasoning questions enabled PSETs to expand their repertoire of teaching strategies and to
refine their teaching skills. These questions made them more conscious of their decisions

and the impacts of these decisions on the students.
Reconstructing.

The final R is reconstructing, which enabled PSETs to utter their learning outcomes of
the reflection session. In this way, they ended their reflection sessions with self-reflections in
a memorable way. Instead of simply discussing their observations and insights, they
reviewed the reflection process, and articulated their learning outcomes in a clear and

concise manner by synthesizing key learnings.
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In Extract, PSET 63, through self-reflection in the reconstructing stage, recognized
the importance of mindful language use in teaching young learners. He acknowledged that
his own language choices can have a significant impact on the learning environment. This
self-reflection highlights the importance of conscious awareness of one's own teaching
behaviors. PSET 50's response provided valuable support and validation for PSET 63's self-
reflection. By echoing PSET 63's observation about the importance of teacher energy, PSET
50 reinforced the significance of this insight. This peer support not only validated PSET 63's
reflections but also strengthened their conviction regarding the importance of maintaining an

energetic and engaging presence in the classroom.
Extract 18

1 PSET 63: We should be careful about our language in our future
lessons, especially if we are working with kids. These reflections make
me realize this also. As teacher, we shouldn't be passive in front of
them. We should be active, and we should be energetic. | think that's

the optimal way to manage a lesson full of kids.

2 PSET 50: Right. We need to prove ourselves by showing them that we

are as energetic as they are.

This "Reconstructing” stage served as both a conclusion to the reflection process and
a bridge between theory and practice, making PSETs realize the necessity of putting this

learning into concrete actions and apply this knowledge to their future teaching practices.

As a result, these reflective questions guided the PSETs' video-based dialogic
reflections and helped them shape their self-awareness by providing a focused and
structured framework. In this way, they did not stray from the focal points of dialogic

reflection sessions.

On the other hand, PSETs were asked their suggestions on these questions. They

observed that some of the questions were repetitive, leading to confusion and redundancy in
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the reflection process. As PSET 5, PSET 10, and PSET 35 noted, the similarity between
some questions made it difficult to provide distinct and meaningful answers to each one.
They suggested reducing the number of questions while ensuring that all key aspects of the
teaching practice are covered. Plus, they emphasized the need for clearer differences
between the reflective questions. This would help PSETs to understand the specific focus of

each question and provide more focused and meaningful responses.:

“When | first looked at them, | thought some of them were kind of like to each
other, and it was a bit hard to explain all of them one by one. There were, as
far as | remember, about three questions in each statement. | think they need
to be a bit clearer. When | look at the first statement and the second

statement, | need to see the difference clearly.” (PSET 5)

‘It was something that | thought before. They can be a little bit repetitive. |
have a criticism here because in our dialogue reflections, while answering the
first question, we generally answer some other questions. Partially, that's why
they can be repetitive. They can be a little bit separate, at least. | don't know,
maybe we can decrease the number of the questions and make it a little bit

more separate.” (PSET 10)

“I think when we were answering one of them, we were actually talking about
the others a little bit, too. It was more of a combination of all of them when we
were discussing in general. We liked the questions, but they were similar to
each other. They had really small differences. The questions can be fewer. For
example, instead of six questions, it can be three, but it can just have all the

areas they want to cover.” (PSET 35)

PSET 20 shared her peer's suggestion of focusing on the strengths and weaknesses
by providing a specific question which may prompt them to particularly focus on strengths

and weaknesses:
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“‘One of my friends had one more question and | really like it. | would like to
share this with you. He asked "What do you think about the strongest and
weakest thing about my micro-teaching specifically? Only one thing." Maybe,

those kind of specific questions can be added.”

The effects of sociocultural tools in developing PSETs’ self-awareness in video-based
dialogic reflections are explained with these excerpts and extracts. While each tool had its
own unique function, their impact was significantly amplified when they were used in
conjunction with one another. The impact of each tool was enhanced by its interaction with
the others. For example, video recordings provided the concrete evidence for reflection, peer
interaction facilitated the sharing and interpretation of this evidence, and reflective questions
guided the focus of the discussion and encouraged deeper analysis. This
interconnectedness of tools fostered a more holistic and comprehensive learning experience

for PSETSs.
Affective Factors

The findings revealed that video-based dialogic reflection sessions exerted a
multifaceted influence on PSETs' affective domain, shaping their emotions, attitudes, and
overall engagement with the learning process. Initially, several PSETs like PSET 30 found
doing dialogic reflection boring. However, he engaged more deeply in the reflection process
by uncovering previously unnoticed aspects of his own teaching, and interacting with peers in

a humorous way, thereby his perspective shifted dramatically:

“After 20 minutes, we started losing our concentration. Afterward, | couldn't
find what to really criticize and what to reflect. | was really inexperienced. |
think it was boring. However, during dialogic reflections, | discovered some
secret parts of myself. It's nice, and joking. My friends made many jokes. |

really enjoyed it.” (PSET 30)
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This transformation from initial boredom to genuine engagement emphasizes the
importance of creating a supportive and engaging learning environment for RP that may

impact PSETs’ sense of enjoyment.

Next, some PSETs confessed during the interviews and dialogic reflection sessions
that they felt embarrassment over their videos being viewed. Extract 19, highlights the
common experience of initial discomfort and self-consciousness that some PSETs
experienced when viewing their own teaching practices. PSET 43's statement, "l don't like
watching myself. | don't like hearing my voice," reflects a common human tendency towards
self-consciousness and a fear of judgment. Viewing oneself on video can be a vulnerable

experience, exposing personal flaws and insecurities.
Extract 19

1 PSET 48: When listening to the song, | thought, | was really enjoying it,
because it's really catchy and the rhythm is also really nice. It was
really fun. You made the students focus on what was going on. It was

enjoyable and memorable.

2 PSET 43: Yes. That's right. For me, it was different watching myself. |
don't like watching myself. | don't like hearing my voice. | think that's
the problem. | couldn't change myself. | should watch a lot myself and

take some notes about my mistakes. That was all my feeling.

Despite acknowledging the positive aspects of her teaching, as highlighted by PSET
48, PSET 43 still experienced feelings of self-doubt and discomfort. This discrepancy
between her perception and the positive feedback received from peers reveals the
complexities of self-reflection and the challenges of objectively evaluating one's own
performance. Also, PSET 43 recognized the value of video analysis for self-improvement.
She was aware that she need to overcome her initial reluctance and actively engage with the

video-recordings. By addressing these challenges, educators can create a more supportive
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and empathetic learning environment that encourages PSETs to use videos as a valuable

tool for professional development.

Similar to Extract 19, PSET 35 explained how she struggled with self-reflection,

guestioning her appearance and behaviors while watching herself:

“The worst one, watching myself. It's hard, you know, it's so hard. | was like
“Why did | do this?”, “Do I look like this all the time?” “Why?”. | don't recognize

myself like that when | was doing. That was the hardest part, to be honest.”

She added that she overcame it during the reflection sessions with the help of peers’

positive attitudes:

“After | got my feedback from my peers about my micro teaching, | felt like
they don't think as harsh as | do about myself. They don't want to break my
heart, but they don't want to spoon feed me also. | was like “I shouldn't be so
harsh. | can fix this and | can be better. This is for being better as it should be”.

| got just over it. | think I'm more comfortable right now.”

The supportive and encouraging environment created by peer interaction helped
PSETs overcome these initial anxieties. The positive feedback and encouragement from
peers helped them to feel more comfortable with self-reflection and more receptive to
constructive feedback. As stated by PSET 5, group dynamics encouraged each other and

developed trust and rapport within the reflection groups:

“We try to encourage each other. It actually helped about our own relationship,

about friendships also.” (PSET 5)

As PSET 16 noted, the supportive and collaborative nature of the group dynamics

reduced anxiety and encouraged open and honest communication.

“Everyone is really helpful and cooperative. | felt that | could really improve

something in this group. | saw that people comment on each other very freely,
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and they don't feel shy because they want to improve. | really felt like “I don't

need to be shy, and | can express my opinion in a free way.”. (PSET 16)

Doing dialogic reflections with peers reduced PSETS’ stress for several reasons. First
of all, they can be who they are when interacting with peers. They were aware that they
received feedback from their classmates, not from an authority such as teachers. They

perceived peer interaction as more accessible and comfortable:

“The stress was less because | did this with my close friends. They can see

me every day, every time, every part of me.” (PSET 4)

“Getting in touch with my peers could help me more than a getting in touch
with the teacher because it takes out that stress and it makes me more

relaxed to see the parts they can touch on.” (PSET 4)

“We completed our dialogic reflection sessions with my best friends as a
group. Maybe, it is because of that, | feel it is collaborative because we talk
about our strengths and weaknesses at the same time. We easily say that you
did something wrong and you did this something better, you can improve this
and we make some suggestions to each other. Sometimes, it is hard to define
something bad or good but through discussions with our friends, it makes

process easier for us.” (PSET 20)

Nevertheless, they felt hesitation when offering feedback to peers fearing that peers

might feel sad or hurt. They emphasized the importance of kindness:

“While giving comments to my friends, | actually felt a little bit shy because |

was afraid that they could be sad.” (PSET 16)

“The challenge is the part where | evaluated because | didn't want to be a sort

of snob in a rude way while giving my reflections.” (PSET 4)

To overcome this problem, PSETs had positive attitudes towards their peers. The

awareness of the positive attitudes decreased PSETS’ hesitation as mentioned by PSET 20:
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“We have to select our words properly. The manner is the key point right here.
You have to have a proper manner, body language, your gestures, mimics.

These should be properly explained to those opposite side.”

Some of them developed like PSET 4 strategies for not hurting their peers by
providing positive criticism at first. This shows that PSETs paid particular attention to their

peers’ feelings:

“When | was about to give harsh criticism, | would put something like "l like the
way you did, blah, blah, blah, blah, but...". | start with a positive statement.
Then, | put on my actual criticism because | don't want them to think that I'm

here only to give harsh comments on their micro-teaching.”

They fostered a climate of trust and respect and encouraged open and honest
communication. Thus, PSETs provides constructive and supportive feedback and contributed

to the professional developments of each other.

On the other hand, the findings show that some PSETs experienced initial difficulties
in accepting criticism, while others were more receptive to feedback by saying that “Criticize
me. I'm open to every kind of positive and negative comment. | want to see it.” (PSET 35) or
“Thank you for your comments and give me some negativity.” (PSET 5). These individual
differences address the importance of creating a flexible and inclusive learning environment
that accommodates the diverse needs and learning styles of all PSETs. For example, PSET
4 acknowledged her initial reluctance to accept criticism, which is a common human

tendency to resist feedback that challenges their self-perceptions:

“While being evaluated, I'm not good at taking criticism because sometimes |
sat there and | was thinking about “Well, that was not a mistake. |1 did it great.”

That's on me. | don't really welcome criticism that well.”

She gradually learned to accept peer feedback. She recognized the value of critical

feedback for her development, acknowledging that “criticism is not always a bad thing." This
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shift in perspective demonstrates a growing awareness of the importance of constructive

feedback for professional development:

“I tried to break that wall and to take more criticism because criticism is not
always a bad thing. It could make me progress. Once | take out that wall in
front of me, | actually could see that those are valid points. They made good

comments.”

Overall, these interactions and statements reveal the affective factors that influence
PSETs' experiences with video-based dialogic reflection. These findings refer to the
importance of creating a supportive and encouraging learning environment which may help
PSETs to overcome challenges and to reinforce collaboration by addressing the emotional

and psychological factors.
Hopes

PSETs expressed strong intentions to adopt dialogic reflection practices in the future.
During semi-structured interviews, they enthusiastically shared their plans to incorporate
elements of dialogic reflection into their own teaching practices and to encourage their future
students to engage in similar reflective processes. Furthermore, they recommended dialogic

reflection to other pre-service teachers, emphasizing its numerous benefits.

One significant advantage highlighted by PSET 16 was the more relaxed and less
intimidating nature of peer feedback compared to feedback from instructors. This is the main
reason behind her recommendation. She observed that peer feedback within a supportive
and collaborative environment felt less judgmental and more conducive to open and honest
self-reflection. The shared experience of learning and the mutual understanding among

peers reduced the anxiety often associated with receiving feedback from authority figures:

“I would really recommend because it's a really good way to be free and see
your lessons thoroughly. | think it's really good for peer cooperation. When our

teacher gives us the feedback, we cannot ask some questions. When we do it
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with our friends, we can just ask other questions about it or ask “Why did you
say so0?”. We can't say something like that to our teachers. Sometimes, we
could be anxious, but with our friends, we can be free and relaxed and ask

anything we want.”

PSET 5's statement highlights a crucial aspect of professional development, which is
the need for RPs that are applicable and sustainable in real-world teaching contexts. She
recognized the enduring value of the skills and insights gained through video viewing.
Therefore, even without the constant availability of teacher feedback, PSETs can cultivate a
reflective mindset and engage in ongoing self-assessment. Therefore, she recommended

video-based reflection to her peers:

“We are in crowded lessons and teachers cannot give personal feedbacks at
all. Also, we do not, | guess, listen to them enough. Seeing it yourself helps
better because you see that you cannot go away with that. You cannot deny it

anymore because you saw it already. | would recommend it, of course.”

PSET 30 had already recommended it to one of his colleagues. By recommending
dialogic reflection to a colleague, and observing its implementation in another classroom, he

demonstrated the practical value and applicability of their learning.

‘I have a coworker called Masahiro from Osaka, and | recommend it to him.
Now, in his classroom, he matches up people and they evaluate each other,
just like in dialogic reflection. | would definitely recommend it because

teachers are also learners.”

This anecdote highlights the importance of peer learning and collaborative feedback
within the teaching profession. Implementing a peer-feedback system in the classroom,
PSET 30’s colleague did not only enhance his own teaching but he also created a supportive

learning environment for his students. The example demonstrates the potential for dialogic
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reflection to foster both the professional development of individual teachers and a culture of

collaborative learning and continuous improvement within the broader teaching community.

Similar to his colleague, PSETs were intended to adopt dialogic reflection in their
classrooms in the future. For instance, PSET 20 emphasized the importance of encouraging
students to engage in self-assessment and reflect on their own learning processes. She aims
to foster a more student-centered and learner-driven approach to education. She believes
that dialogic reflection can enhance student motivation and engagement by making them

active participants in their own learning.

“If 'm working with a group of students who care about being engaged in
learning a language, of course | would. It encourages students to make self-
assessments. It raises their awareness about their learning process. No matter
what | say to them, it is not the same thing that they realize on their own. Self-
awareness is the key point about dialogic reflections. It's more motivating and

encouraging in terms of learning.”

She also acknowledged that the effectiveness of dialogic reflection may vary

depending on the students’ age, proficiency level, and learning style:

“I really would like to adopt this, but it depends on proficiency level of the

students, the group of people that we are working with.”

PSET 42 had the same idea. Student age and proficiency levels should be
considered when implementing dialogic reflection. They acknowledge that certain aspects of
this approach, such as video recording and self-reflection, may not be suitable for all age
groups, particularly younger learners. She believes that dialogic reflection may be particularly
beneficial for university students and pre-service teachers. These learners have higher levels
of cognitive development and metacognitive skills. This perspective highlights the potential
for dialogic reflection to foster critical thinking, self-reflection, and professional development

among more advanced learners:
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‘It depends on the level of students. For elementary or for young learners,
actually it cannot be suitable because of the availability to those smartphones.
You want students to record their videos and they are young. | do not find it
suitable to do. In the age of 18 or maybe 17, it can be useful. Actually, I think it
is more useful for the university students and ELT students of course for a
training program. For example, when | think that high school students had their
videos on micro-teachings and whatever it is, it does not come to my mind so

solid. In the university years, for an experience to the teachers, | can use it.”

She also emphasized the importance of integrating dialogic reflection early in the
teacher education curriculum. This early exposure would provide PSETs with ample
opportunities to develop their teaching skills and practice them throughout their pre-service

teacher education:

“In second year of us, we didn't do that. | think there should be because we
haven't many opportunities for practicing it. We are taking our course last year,
the practicum year. In the first year, maybe in the second year is more
appropriate. There should be micro teachings and dialogic reflections for

students paying attention to the things that they are doing.”

PSET 35 recognizes the versatility of dialogic reflection, emphasizing that its benefits
extend beyond the specific context of TEYL. This perspective highlights that effective
teaching requires a broad understanding of pedagogical principles and the ability to adapt
teaching strategies to diverse learning contexts. Therefore, she has the idea that dialogic
reflection can contribute to different learning environments, which are essential for success in

any teaching context:

“It's because not only for young learner classrooms. Being a teacher involves
every kind of teaching environments, and | should see myself in every kind of

learner's situation. It's crucial for teachers to see themselves in general.
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PSETs named some courses in which dialogic reflection can be effectively used. For
example, PSET 4 suggests the specific application of dialogic reflection in literature teaching
courses to improve effective strategies for engaging students with literary texts, to facilitate

classroom discussions, and to foster a deeper understanding of literary concepts.

“For example, in literature teaching classes, | would actually see someone
who has been through a text-based classroom and see if my micro-teaching
would actually work in an actual class environment. It would be better if we did

this.”

PSET 21 suggests that dialogic reflection would be highly beneficial in the courses
Teaching Language Skills | and Il. These courses often involve extensive practice in teaching
specific language skills (e.g., reading, writing, listening, and speaking) and provide PSETs

with an opportunity to do dialogic reflection:

“Teaching language skills | and Il. They would have been really good,

actually.” (PSET 21)

These excerpts demonstrate thoughtful consideration of the broader applicability of
dialogic reflection within the professional life and teacher education curriculum. PSETs show
a deeper understanding of the importance of RP and its potential to enhance their

professional development.

Discussion

To achieve this, the study focused on PSETs enrolled in the TEYL 1 course, where
they engaged in micro-teaching practices. With their consent, these micro-teaching sessions
were video-recorded. Subsequently, the PSETs were organized into reflection groups of
three members. Drawing upon Bain et al.'s (2002) 5R Reflective Cycle, these groups
engaged in critical discussions about their video-recorded micro-teaching practices. To guide
the investigation, two key research questions were developed. The findings of the research

were analyzed and discussed in relation to these two central research questions.
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RQ 1. How do pre-service English teachers emotionally engage with video-based

dialogic reflection sessions?

This question sought to investigate the emotional aspects of PSETs' engagement in
video-based dialogic reflection sessions, including their motivations, anxieties, and
perceptions of the effectiveness of this approach to RP. The study uncovered that PSETS'
emotions and perceptions significantly shaped their engagement in video-based dialogic
reflection sessions. While the existing body of research has explored teachers' emotional
engagements within the classroom, this study contributes to the literature by examining their
affective involvement, specifically within the process of video-based dialogic reflection. This
is highly important since emotions and attitudes are known to profoundly influence learning

and cognitive processes (Bandura, 1997).

Two key aspects emerged as main contributors to PSETs' affective involvement: 1)
the use of video recordings, and 2) peer interaction. Referring to Vygotksy’'s (1978) Socio-
Cultural Theory (SCT), which emphasizes the role of cultural tools in shaping learning, video
recordings of micro-teaching practices and the language used during peer interaction can be
considered as such tools. These tools did not only facilitate their cognitive processes but they

also influenced PSETs' emotional responses.

The initial viewing of their own teaching on video elicited a range of emotions,
including both positive and negative feelings. While some PSETs experienced initial feelings
of embarrassment and self-doubt, aligning with findings by McCoy and Lynam (2021), they
gradually recognized the value of video analysis for identifying strengths and weaknesses.
This finding resonates with Pink’s (2011) concept of "productive discomfort which posits that
true growth and innovation occur when individuals step outside their comfort zones and
embrace challenges that push their limits. This "productive discomfort" involves a degree of
struggle and initial unease, but it ultimately leads to significant learning and personal
development. In the context of this study, the initial discomfort experienced by some PSETs

during video viewing can be considered as a necessary precursor to meaningful learning.
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Confronting their teaching practices objectively enabled PSETs to notice the areas for
improvement, such as body language and instruction-giving strategies. This process was
initially challenging. Then, it empowered them to refine their teaching skills. By embracing the
"productive discomfort" associated with video analysis, PSETs benefitted from self-reflection
and peer reflection to overcome their initial anxieties and embarrassment. Thus, they
achieved significant growth. This finding underlines the importance of creating a supportive
learning environment that encourages PSETs to embrace challenges and learn from their

practices.

Next, peer interaction played a crucial role in mitigating negative emotions, such as
embarrassment. The supportive and constructive feedback provided by peers created a safe
and encouraging environment for self-reflection. This aligns with research on the importance
of social support in fostering learning and reducing anxiety as mentioned by Bandura (1997).
The collaborative nature of PSETs' video-based dialogic reflection sessions was
characterized by informal discussions, humor, and mutual respect. This nature fostered a
relaxed and enjoyable learning experience. This finding supports the notion that positive
social interactions can significantly enhance learning outcomes (Vygotsky, 1978).
Furthermore, PSETs' comparison between peer reflection and teacher reflection showed that
they prefer receiving feedback from their peers to teacher feedback due to its easier
accessibility. This preference suggests that peer feedback, within a supportive and
collaborative environment, can be highly effective in fostering self-awareness and promoting
professional growth. Finally, it is crucial to acknowledge the significant impact of PSETS'
affective involvement on their cognitive processes. Li et al. (2023) emphasized that emotions
play a crucial role in cognitive processes, including self-regulation and learning. The positive
and supportive learning environment in video-based dialogic reflection sessions enhanced

PSETs' self-awareness and facilitated their cognitive development.

In conclusion, this study demonstrates that video-based dialogic reflection, as a

learning tool influences PSETSs' both affective and cognitive domains. By understanding and
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addressing the affective dimensions of this process, teacher educators can create more
engaging and effective learning experiences that foster self-awareness and enhance their

professional development.

RQ 2. In what ways do the mediational tools used in video-based dialogic reflection

sessions affect pre-service English teachers' self-awareness?

This research question aimed to investigate how video-based dialogic reflection,
guided by reflective questions, shapes PSETSs' self-awareness. Recognizing that self-
awareness development within reflective practice (RP) is mediated by sociocultural tools
(Vygotsky, 1978), this study examined the interplay of three key tools: 1) video recordings of
micro-teaching practices, 2) peer interaction, and 3) reflective questions. These tools did not
operate in isolation; rather, they interacted dynamically in shaping PSETSs' self-awareness in

multifaceted ways.

Firstly, video recordings served as a crucial foundation for the dialogic reflection
process. As Rosaen et al. (2008) argue, evidence-based reflection is essential for meaningful
learning. Videos provided a concrete and objective record of teaching practices and enabled
PSETs to engage in more focused self-reflection. Instead of relying solely on their subjective
recollections, they could objectively observe their teaching behaviors such as body language,
and interactions with students. This visual evidence allowed them to identify subtle nuances
and patterns in their teaching that might have gone unnoticed during micro-teaching
practices. PSETs utilized these videos for both their own self-analysis and peer feedback
(Burns et al.,, 2020). Especially, reflecting on peers' video recordings widened PSETS’
perspectives of effective teaching practices by observing peers’ diverse teaching styles. For
instance, they observed how peers dealt with technical problems in the classroom. This
exposure broadened their perspectives on effective teaching practices. They developed a
deeper understanding of the complexities involved in the teaching and learning process.
They recognized that there is no single right way to teach and that effective teaching requires

flexibility, adaptability, and a deep understanding of student needs.
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Secondly, peer interaction amplified PSETs' self-awareness. While video-viewing
provided an initial foundation for self-reflection, peer feedback often revealed previously
unnoticed aspects of PSETs' teaching. Receiving constructive feedback and diverse
perspectives from peers made PSETs notice their strengths and weaknesses. For example,
peers might point out an aspect in the teaching practice that the PSET themselves had not
consciously noticed. They might also offer alternative perspectives on teaching strategies
and suggest innovative approaches to classroom management. They can highlight the areas
for improvement that the PSET had not considered. This exchange of ideas and perspectives
fostered a deeper level of self-reflection. They are encouraged to question their own
assumptions and develop an understanding of their strengths and weaknesses. This process
of collaborative inquiry and shared learning aligns with Vygotsky's (1978) concept of the
Zone of Proximal Development (ZPD). Within the ZPD, learning occurs through social
interaction and guidance from others. As mentioned by Lantolf and Pavlenko (1995) this
guidance does not necessarily have to be from more knowledgeable others. In the context of
this study, peer feedback provided the necessary scaffolding for PSETs to reach a higher
level of understanding and improve self-awareness. Through peer interaction, PSETs were
able to overcome their initial limitations and achieve a greater understanding of their teaching

practices than they could have achieved through self-reflection alone.

Lastly, reflective questions, based on Bain et al.'s (2002) 5R Reflective Cycle, guided
PSETs through a structured process. Their attentions were directed PSETs' to different

aspects of their teaching and they were encouraged to delve deeper into their experiences:

o Reporting: PSETs described the action to be reflected on. This initial stage
laid the foundation for further reflection by establishing a shared

understanding of the teaching practice.

e Responding: They explored their emotional and cognitive responses to the
teaching practice to share and exchange their ideas regarding the teaching

practice.
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e Relating: They connected their current teaching practices to past experiences
and the observed practice through comparisons. They identified the patterns
in their teaching practices and draw upon previous experiences to inform

future practice.

e Reasoning: They critically examined the underlying beliefs and assumptions
that informed their teaching decisions. They connected their actions to their
pedagogical theories and considered the impact of their choices on student

learning.

e Reconstructing: They synthesized their reflections and developed actionable
plans for improvement. They moved beyond simply identifying weaknesses
and developed concrete strategies for enhancing their future teaching

practices.

The reflective questions in these five stages of reflection ensured that PSETs
engaged in a comprehensive and holistic reflection process. They explored multiple
dimensions of their teaching practices and identified strengths and weaknesses. This
structured approach did not only deepen their reflections, but it also provided a clear
framework for identifying the aspects requiring improvement and developing action plans for

future teaching practices.

To conclude, PSETSs' self-awareness within video-based dialogic reflection sessions
is a complex and multifaceted process shaped by the interplay of various sociocultural tools.
Video recordings, peer interaction, and reflective questions, while individually significant,
interact synergistically to create a rich and dynamic learning environment that fosters self-

reflection, critical thinking, and professional development.
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Chapter 5

Conclusion and Suggestions

This study delved into the multifaceted impact of pre-service English teachers'
(PSETSs) video-based dialogic reflection sessions. It did not only examine how it shaped their
self-awareness, but it also investigated how it influenced their affective involvement in the
process. The research revealed a key finding that video-based dialogic reflection exerts a

profound influence on PSETSs, affecting both their cognitive and affective domains.

The study revealed that PSETS' emotions, attitudes, and perceptions significantly
shaped their engagement with the reflection process. The study displayed the relationship
between PSETs' emotions and their engagement in the reflection process. Their feelings,
attitudes, and perceptions directly influenced how deeply they immersed themselves in the
dialogic reflection sessions. Positive attitudes towards the process fostered greater
motivation and deeper engagement. Because they felt comfortable and supported in their
reflection groups, they willingly engaged in the video analysis, offered feedback, and actively
sought feedback from their peers. Therefore, they were willing to deal with challenges, such
as identifying areas for improvement or addressing critical feedback constructively. To do
this, they examined their teaching practices thoroughly by exploring underlying assumptions
and beliefs that influenced their decisions. Conversely, negative attitudes, such as anxiety,
embarrassment, or resistance to self-assessment, could hinder PSETs' engagement. They
might be less likely to participate actively, may dismiss critical feedback, or may engage in
superficial reflection. Therefore, fostering a positive and supportive learning environment that
encourages open dialogue, constructive feedback, and a growth mindset is crucial for

maximizing the effectiveness of video-based dialogic reflection.

Furthermore, the study underscored the critical roles of mediational tools in shaping
PSETs' cognitive learning. Firstly, videos provided concrete and objective evidence of
teaching practices, allowing PSETs to observe their particular teaching behaviors such as

their body language, voice tone, questioning techniques, interactions with, and classroom
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management strategies critically. Also, video recordings provided a shared focal point for
peer discussions, enabling PSETSs to refer to specific moments in the video to support their
observations, provide constructive feedback, and engage in deeper and more meaningful
reflections. Next, peer interaction allowed PSETs to gain a broader understanding of their
teaching practices and realize the points that they might not have noticed on their own. They
received constructive feedback and encouragement from their peers. This helped them to
refine their teaching skills. Peer discussions fostered a collaborative learning environment
where they could learn from each other's experiences, share best practices, and collectively
develop a critical understanding of effective teaching. Finally, reflective questions guided
PSETs' thinking and encouraged them to analyze their experiences and consider the impact
of their actions on student learning by facilitating a deeper level of self-awareness. With the
effective use of these mediational tools, PSETs were able to engage in a more impactful
reflection process, leading to significant gains in their self-awareness and professional

development.

Additionally, video-based dialogic reflection sessions developed the positive
interdependence among PSETs beyond the individual benefits of these experiences. By
engaging in collaborative analysis of their micro-teaching practices, they improved their
teamwork skills such as effective communication, active listening, and respectful
disagreement. These sessions encouraged a shared understanding of challenges and
successes and led to a deeper appreciation for peers’ perspectives. Moreover, the process
of collective reflection promoted a sense of inclusion, ensuring that all members felt valued
and heard. This shared experience motivated them to support each other by creating a more

supportive learning environment.

These interconnected elements in the study emphasize the need to view reflective
practice as a holistic phenomenon, encompassing both cognitive and affective dimensions.
This comprehensive perspective contributes significantly to the existing body of literature on

PSETs' reflective learning experiences. However, it's crucial to acknowledge the study's
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limitations. The research was conducted with third-year undergraduate PSETs enrolled in the
Teaching English to Young Learners (TEYL) course at a specific university, limiting the

generalizability of the findings to other contexts.

Despite these limitations, the study offers implications into how PSETs construct self-
awareness through video-based dialogic reflection sessions and how they are affectively
involved in this process. These findings strongly suggest the need for wider integration of
video-based dialogic reflection within teacher education programs. By incorporating this
approach into practical courses, teacher educators can effectively support PSETs in
developing their self-awareness and enhancing their teaching practices. Given the observed
positive attitudes towards this approach, PSETs are likely to embrace these opportunities
enthusiastically. Additionally, teacher educators should pay equal attention to pre-service
teachers’ both cognitive and affective experiences while integrating RP into their courses.
They should design the reflection activities in a way that both enables them to improve their
teaching skills and to experience it in a stress-free environment. In conclusion, the findings of
this study provide strong evidence for the integration of video-based dialogic reflection into
teacher education programs by providing PSETs’ cognitive and affective engagements in the
RP. Considering these two points, teacher educators can empower PSETs with the tools and

skills they need to become reflective, self-aware, and highly effective educators.

Future research can enrich our understanding of this phenomenon by conducting
more comprehensive studies that examine PSETS' reflection experiences across various
contexts, including different year levels, universities, and teaching methodologies. Also,
investigating the use of various socio-cultural tools such as online discussion forums, social
media platforms, and digital portfolios, may impact PSETs' self-awareness and reflective
practices. Finally, the long-term impact of PSETS’ emotions on their reflection experiences
can be studied to explore the underlying beliefs in their teacher identities from a wider

perspective. By addressing these points, future research can further refine our understanding
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of how to effectively support PSETs in developing their reflective capacities and the

effectiveness of their teaching practices.
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