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OZET

DEGISIM iCIiN BiR ARAC OLARAK EYLEM ARASTIRMASI: iNGILIiZCEYi
YABANCI DiL OLARAK OGRETEN OGRETIM ELEMANLARININ
OGRETMEN ETMENLIGIYLE ILGILI ALGILARI VE ETKILi OGRETMEN
GORUSLERI

Meltem YILMAZ

Doktora Tezi, ingiliz Dili Egitimi Ana Bilim Dali
Damsman: Doc. Dr. Giilden ILIN
Temmuz 2022, 325 sayfa

Ogretmenlerin etkililigi, gorevlerini nasil tanimladiklarma, stratejileri nasil
kullandiklarina, basarabileceklerinin farkina varmalarina ve bdylece karsilastiklar
problemleri ¢ozmelerine yani ne kadar etmen olduklarina baghdir (Bray-Clark & Bates,
2003). Eylem arastirmasinin Ogretmenleri giliclendirme ve onlar1 Ozgiirlestirme
potansiyeli sayesinde eylem arastirmasi ve 6gretmen etmenligi kavramlari yakindan
iligkilidir. Eylem arastirmasi yapmak o6gretmenlerin 6gretme ve 6grenme siiregleriyle
ilgili genis kapsaml1 bakis agis1 gelistirmelerine yardim edebilir ve bu nedenle hem bilim
insanlar1 hem de 6gretmenler tarafindan olumlu bulunur (Lacorte & Krastel, 2002).

Eylem aragtirmasi yapmanin faydalari, 6gretmen etmenligi ve etkililigi arasindaki
dinamik 1iligki ile birlikte g6z Oniine alinarak bu calisma, eylem arastirmasi yapmanin
{iniversite diizeyinde ¢alisan Ingilizce dgretmenlerinin siniftaki 6gretmen etmenlikleri ve
etkili 6gretmen algilarini nasil etkiledigini arastirmaktir. Calisma nitel bir ¢aligmadir
fakat veri toplama araglar1 bakimindan hem nicel hem de nitel aracglardan faydalandig:
icin karma yontem kullanmistir. Calismanin katilimeilari, Antalya’da bir devlet
{iniversitesinde calisan yedi Ingilizce 6gretim elemamdir. Veri toplama yéntemleri
olarak; etmen 6gretmen Glgegi (uygulama Oncesi ve sonrasi), repertuar gizelgesi teknigi
(uygulama Oncesi ve sonrasi), ders gozlemleri (uygulama Oncesi ve sonrasi), Ve
goriismeler (uygulama Oncesi ve sonrasi), kullanilmistir. Calismanin baslangicinda
katilimcilarin 6gretme ve Ogrenme siirecinin farkli boliimlerinde ne kadar etmen

olduklarin1 arastirmak i¢in katilimcilara bir etmen 6gretmen 6lg¢egi verilmistir. Daha



sonra, Olcek ile elde edilen verilerin dogrulanmasi amaciyla katilimcilarla goriismeler ve
ders gozlemi yapilmistir. Ayrica, repertuar ¢izelgesi teknigi kullanilarak katilimcilarin
etkili 6gretmen hakkindaki goriisleri alinmistir. Repertuar ¢izelgesi teknigi ile elde edilen
verilerin dogrulanmasi i¢in katilimcilarla goriismeler ve ders gozlemleri yapilmistir.
Calismanin ikinci asamasinda katilimcilar eylem arastirmasi hakkinda bilgilendirildiler
ve ¢alismalarina bagladilar. Calisma esnasinda arastirmaci ve katilimcilar deneyimleri
tizerine diislincelerini paylasmak i¢in iki haftada bir toplanmislardir. Alt1 hafta siiren
eylem arastirmasi siirecinden sonra, eylem arastirmasi yapmanin katilimcilarin etmen
ogretmen algilarinda bir degisiklige sebep olup olmadigini1 gérmek icin etmen 6gretmen
Olcegi tekrar verilmis ve smif gozlemleri ve goriismelerle 6lgek desteklenmistir. Daha
sonra repertuar cizelgesi teknigi kullanilarak etkili 6gretmen algilarinda bir degisiklik
olup olmadigina bakilmistir. Son olarak da goriigme teknigi kullanilarak repertuar teknigi
vasitasiyla elde edilen bilgiler dogrulanmaya calisilmistir. Ogretmenlerin repertuar
cizelgeleri Rep Plus V1.1 bilgisayar programi araciligiyla analiz edilmistir. Ayrica,
goriismeler (uygulama Oncesi ve sonrasi) ve ders gozlem formlar1 (uygulama Oncesi ve
sonrast) araciligtyla elde edilen veriler icerik analizi yoluyla analiz edilmistir.
Calismanin sonuglari, katilimcilarin eylem arastirmasi yaptiktan sonra 6gretme ve
O0grenme siirecinde daha aktif rol almaya basladiklarint gostermistir. Ayrica, ¢alismanin
sonunda yedi katilimcidan besinin repertuar cizelgelerinin anlamli degisiklikler
icermesine ragmen, katilimcilarin hepsinin etkili 6gretmenin 6zelliklerine dair kisisel
teorilerini yeniden organize ettikleri goriilmiistiir. Buna ek olarak, katilimcilarin repertuar
cizelgelerindeki verilerin caligmanin baglangicina gore daha fazla yapi1 ve bu yapilarin da
daha fazla eslesme igerdigi ortaya konmustur ki bu da katilimcilarin ¢aligma esnasinda
fikirlerinin birbirleriyle daha fazla baglanti kurarak gelistigini gosterir. Sonug olarak,
eylem aragtirmasi siireci, siniflarinda bir problemle karsilastiklarinda daha aktif rol
alabileceklerinin farkina varma, planin belirttiginden daha fazla sey yapabilme, 6gretme
stireciyle ilgili derin diisiinebilme, deneyim ve bilgi paylasma sayesinde baskalarindan

Ogrenebilme gibi agilardan faydali bulunmustur.

Anahtar kelimeler: Eylem arastirmasi, 6gretmen etmenligi, etkili 6gretmen, mesleki

gelisim, repertuar ¢izelgesi, etmen 6gretmen dlgegi
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ABSTRACT

ACTION RESEARCH AS A TOOL FOR CHANGE: EFL INSTRUCTORS’
PERCEPTIONS OF TEACHER AGENCY AND CONCEPTUALIZATION OF
AN EFFECTIVE TEACHER
Meltem YILMAZ

Doctor of Philosophy, English Language Teaching
Supervisor: Assoc. Prof. Dr. Giilden ILIN
July 2022, 325 pages

Effectiveness of teachers hinges on how they define tasks, use strategies, realize
that they can succeed and solve the problems they face that is how agent they are (Bray-
Clark & Bates, 2003). Thanks to its potential to empower and emancipate teachers, action
research is closely linked to teacher agency. Action research can assist teachers to develop
in-depth perspectives about the process of teaching and learning making it favourable by

both scholars and teachers (Lacorte & Krastel, 2002).
When the assets of doing action research are considered together with the dynamic

relationship between teacher agency and effectiveness, the current study aims to explore
the impacts of conducting action research on EFL instructors’ conceptualization of an
effective teacher and their teacher agency in the classroom. It is a qualitative study in
nature but in terms of data collection tools it can be identified as mixed method study
making use of both qualitative and quantitative data collecting tools. The participants are
seven EFL instructors working at a state university in Antalya. As data gathering
instruments, repertory grids (Post- and Pre-), teacher agency scale (Post- and Pre-), semi-
structured interviews (Post- and Pre-), and lesson observation (Post- and Pre-), techniques
were used. At the beginning of the study, the participants were given teacher agency scale
in order to explore to see how agent the participants are in different phases of teaching and
learning procedure. Follow-up interviews and lesson observations were utilized to validate
the findings. Moreover, repertory grids were administered to the participants to see their
constructions of an effective teacher. The participants were interviewed and observed to
confirm the findings obtained from repertory grids. In the second part of the study, the
participants were informed about the action research procedure and started to conduct their

studies. During their studies, the participants and the researcher met every two weeks to



vii

share and reflect on their experiences. After the action research procedure, which lasted
for six weeks, the same teacher agency scale was administered again followed by semi-
structured interviews and classroom observations to find out the impacts of conducting
action research on their agency as a teacher. Moreover, they completed repertory grids and
they were interviewed and observed again to validate the findings to see if there is a
difference in their constructions of an effective teacher. The data collected by rep-grids
were analysed using the Rep Plus V1.1 computer program. In addition, the analysis of the
interviews and lesson observation forms were made using content analysis technique.
The findings of the study revealed that the participants have started to take more
action during the teaching and learning process after the action research procedure.
Moreover, it is found that although five out of seven participants’ repertory grids
illustrated significant changes, all of the participants reorganized their personal theories
on the qualities of an effective teacher at the end of the study. In addition to producing
more constructs, it was found that the grid data of the participants illustrated more
matches indicating development of their ideas during the study which resulted in forming
more links with one another. Finally, the AR procedure was found to be beneficial in
terms of realizing their ability to take more action when there is a problem in the
classroom, doing more than what the plan says, reflecting on their teaching, learning from

others thanks to knowledge and experience sharing.

Key-words: Action research, teacher agency, effective teacher, professional
development, repertory grid, teacher agency scale
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CHAPTER |

INTRODUCTION

1.1. Background to the Study

Teachers’ needs and the requirements of the schools and institutions in which they
work alter in the course of time. Hence, teachers’ education is not limited to formal
education. As a matter of fact, research shows that Continuous Professional Development
(CPD) must be the standard in all professions (Richards & Farrell, 2005).

As the popularity of teacher-guided Professional Development (PD) activities
such as action research and reflective teaching increase, the requirement for continuous
teacher education has a new focal point (Richards and Farrell, 2005). Since it is
considered to be a potentially beneficial form of professional development enhancing the
improvement of professional practice, engaging in research is widely recommend to
language teachers. However, the empirical records of the practices and experiences of
teachers doing and reading research and the benefits they gather seems to be limited and
diffuse (Borg, 2010).

Borg (2010) lists the potential contributions of teacher research as follows:

e developing teachers’ capacity for autonomous professional judgements
(Lankshear & Knobel 2004);

e reducing teachers’ feelings of frustration and isolation (Roberts 1993);

e allowing teachers to move out of a submissive position and be curriculum
innovators (Gurney 1989);

e allowing teachers to become more reflective, critical, and analytical about
their teaching behaviours in the classroom (Atay 2006);

e making teachers less vulnerable to and less dependent on external answers to
the challenges they face (Donato 2003);

e fostering connections between teachers and researchers (Crookes 1993).

Furthermore, since teaching is a learning profession, and if students know that

their teachers are learning with them, from them, for them, through a form of teacher



research involving learners as co-participants and co-researchers, it will probably enhance
the affective dimensions of learning (Wyatt, 2016).

Action research can be a tool to bridge the gap between research and teaching.
Although action research was inspired by Dewey's (1929) ideas about continuous
education, it emerged with Lewin (1946), who regarded it as an alternative to positivistic
research. Initially, its potential to empower and emancipate participants via cycles of
reform based on reflection and action was emphasized nevertheless more recently its
contribution to an individual teacher's professional self-development has been highlighted
(Burns, 1999; Rainey, 2000).

Burns (1999) summarizes certain features of action research as follows:

1. Action research is contextual, small-scale and localized-it identifies and
investigates problems within a specific situation.

2. It is evaluative and reflective as it aims to bring about change and
improvement in practice.

3. It is participatory as it provides for collaborative investigation by teams of
colleagues, practitioners and researchers.

4. Changes in practice are based on the collection of information or data which

provides the impetus for change. (p.30)

Furthermore, Crookes (1993) makes a distinction between teacher research and
action research by stating that while the former may investigate theoretical issues and
topics considered significant by scholars in the field, the latter focuses on questions that
emerge from a teacher's immediate classroom situation.

To sum up, due to the fact that action research can assist teachers to develop in-
depth perspectives about the process of teaching and learning it has been regarded
favourably by both scholars and teachers (Lacorte & Krastel, 2002).

Thanks to its potential to empower and emancipate teachers, action research is
closely linked to teacher agency, which is defined as “the capacity of teachers to act
purposefully and constructively to direct their professional growth and contribute to the
growth of their colleagues” (Calvert, 2016, p 52). Calvert (2016) adds that teachers
possessing agency are conscious about their part in their professional growth and they
make decisions regarding their own learning to accomplish their goals instead of showing

a passive response to learning opportunities.



Furthermore, agency, defined as ‘“socioculturally mediated capacity to act”
(Ahearn, 2001:130), is thought to be crucial for teachers’ professional development since
teachers are expected to exercise power, take action and affect change. Moreover,
teachers achieve their agency and construct their identity in a continuous, discursive,
complicated, negotiated and probable process which is not linear.

Thus, it may be concluded that the more agent teachers feel in their teaching
environments the more they can act purposefully and constructively to make choices to
achieve their objectives and the more effective they will feel regarding both their own
professional growth and teaching skills.

Day et al. (2007) states that the relationship between identity, agency and structure
(external influences), and effectiveness (both perceived and measured) is dynamic.
Hence, agency with respect to identity is associated with; the attainment of all three
aspects along with the reorganization of them if needed; managing critical circumstances
intimidating them and the extent to which people can live with conflicts and pressure
within these various aspects, and pursue effectiveness where they work.

In conclusion, considering the assets of doing action research in terms of
empowering and emancipating teachers together with the dynamic relationship between
teacher agency and effectiveness, the current study aims to explore the effects of
conducting action research on the EFL instructors’ classroom agency and
conceptualization of an effective teacher. The present study intends to contribute to
research on professional development of EFL teachers via investigating teacher agency

and effectiveness before and after conducting action research.

1.2. Statement of the Problem

Continuing professional development of teachers has become one of the most
prevailing concerns in educational studies over the past several decades. Hirsh (2001) has
proposed that the professional development of teachers is the best way to affect their
quality of teaching. Thus, the importance of teachers’ professional development has been
an essential research area as a means to improve schools, teaching quality, and students’
academic achievements (Day, 1999; Verloop, 2003). However, it has been seen that the
ineffectiveness of the professional development programs has been emphasised in many
studies (Collinson, 2000; Birman et al., 2000; Abadiano & Turney, 2004) due to certain



reasons such as being inefficient and unproductive, not being needs oriented and
including top-down decision making.

On the other hand, action research, which is defined as systematic classroom
research conducted by teachers in order to investigate and collect information to discern
an issue or problem with an aim to enhance classroom instruction (Richards and Farrel,
2005), can be an effective professional development tool promoting active involvement,
reflection and problem solving skills of teachers which could trigger change (Carr &
Kemmis, 1986).

Furthermore, agency is an essential aspect of teachers’ professional identities
allowing them to take action in line with their goals for continuous professional
development. However, when teachers’ agency is not sufficiently mediated, it may lead
to burnout and teacher attrition (Trent, 2017). Hence, teacher agency is closely related to
effectiveness of teachers. Besides, Dikilitas and Griffiths (2017, p. 2) suggest that action
research can liberate teachers ‘with a sense of agency and ownership to deal with their
own problems, critical questions, points to improve or puzzles, thereby promoting teacher
autonomy.

There are various studies investigating the three different parameters of the current
study namely, professional development, action research, teacher agency and effective
teacher separately (Cabaroglu, 2014; Biesta et al., 2015; Yigitoglu & Dollar, 2018; Yuan
& Hu; 2018; Goksel & Soylemez, 2018; Gulmez, 2019 ). However, to my knowledge
there seems to be no study exploring how conducting action research affects the
perceptions of EFL instructors working at a state university regarding teacher agency and
an effective teacher.

We hope to reach fruitful implementations this study may give way. To illustrate,
conducting online action research, the idea of which emerged after the compulsory online
teaching period as a result of the pandemic, is an innovative concept. It can be introduced
to in-service teachers working at both university level and Ministry of National Education
(MONE) by including it into the in service training or professional development courses
to make these programs more efficient. Furthermore, teachers can be included in the
different phases of these programs such as preparation, implementation and reflection
bearing in mind that they are not merely recipients of knowledge which will lead to an
increase in their feelings of agency.

Finally, I have noticed that the concept of teacher agency has not been investigated

much in the EFL context. Hence, this study can inspire other studies to investigate teacher



agency, which is noteworthy for the teachers to take action and make changes in their

teaching contexts.

1.3. Purpose of the Study

The present study aims to investigate the effects of conducting action research on
the perceptions of EFL instructors working at a state university regarding their teacher
agencies and qualities of an effective teacher. In line with this aim, the research questions

of the study are as follows:

Research Questions of the Study

1. What are the perceptions of EFL instructors working at a state university
regarding their agency in the EFL classroom before conducting action
research in their classrooms?

2. Can we detect any changes in the way the instructors perceive their agency in
the classroom after conducting action research in their classrooms?

3. How do the instructors conceptualize an effective teacher before conducting
action research in their classrooms?

4. Can we detect any changes in the way the instructors perceive an effective

teacher after conducting action research in their classrooms?

1.4. Limitations

The main limitation of the study is the necessity to adapt all the procedure
including the action researches of the participants to online teaching. The study
commenced at about the same time when the COVID -19 pandemic started. Thus, it
witnessed the process of shifting from face to face education to online education which
caused the adaptation of data collecting methods to online teaching. Moreover, the
pandemic affected the participants and the researcher both physically and
psychologically. Either their family members or they suffered from the illness so they
were stressed from time to time. Similarly, in a study examining the stress and coping
responses of an international sample of over 600 language teachers via an online survey
during the Covid-19 pandemic, substantial levels of stress were reported by teachers

(Macintyre et al., 2020). In spite of its limitations, the current study had a chance to



witness the social, psychological, physical and technological consequences of COVID-

19 pandemic.

1.5. Operational Definitions

Action Research: “It can be defined as an approach in which the action researcher and
members of a social setting collaborate in the diagnosis of a problem and in the
development of a solution based on the diagnosis.” (Bryman, 2012, p.396)

Agency: Agency is defined as “the capacity for willed action” (Marshall, 1994, p. 7) and
“the ability of actors to operate independently of the determining constraints of social
structure” (Calhoun, 2002, p. 7).

Teacher agency: Teacher agency refers to teachers’ intentionality and responsibility to
manage new learning at the individual and community level (Pyhalto et al., 2011)
Professional Development: “an evolving process of professional self-disclosure,
reflection, and growth yielding the best results when it is sustained over time in
communities of practice and when it is focused upon job-embedded responsibilities”
(Diaz-Maggioli, 2003).

Repertory Grid: “the technique providing the researcher an opportunity to elicit
constructs which are customarily used by the subjects in order to interpret and estimate
the behaviours of the people that they know well and/or of importance for them” (Zuber-
Skerritt, 1992).

Effective Teacher: Effective teacher can be described as someone who should lead

higher student achievement and long-lasting learning. (Cruickshank and Haefele, 2001).

1.6. Abbreviations

CPD: Continuous Professional Development

EFL: English as a Foreign Language

ELT: English Language Teaching

ESL: English as a Second Language

HEC: Higher Education Council which stands for YOK, Yiiksek Ogretim Kurulu

MONE: Ministry of National Education which stands for MEB, Milli Egitim
Bakanligi

PD: Professional Development
REP-GRID: Repertory Grid
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CHAPTER I

REVIEW OF LITERATURE

2.1. Introduction

This chapter provides literature review of the study. It begins with theoretical
framework which includes an overview of social constructivist theory and Personal
Construct Psychology (PCP) that form the basis for the current study. It also involves
background information about professional development of teachers, teacher and action
research, teacher agency and teacher effectiveness respectively with an overview of

recent studies conducted on the concerned fields.

2.2. Theoretical Framework

In this part, the theory of social constructivism in relation to teaching and learning
process and Kelly’s (1955) PCP, which form the basis of the present study, are explained
respectively.

2.2.1. An Overview to Social Constructivism in Teaching-Learning Process

The main tenet of constructivist learning theory which was greatly influenced by
the ideas of Lev Vygotsky and Jean Piaget is that learners construct their knowledge on
their own by associating new with prior information. While Piaget studied cognitive
development and developed a theory of the different cognitive stages whereby children
come to know the world, Vygotsky took a sociocultural approach and promoted the idea
that the individual cannot be separated from the social life and that thinking develops
under certain social and historical conditions. When learning is concerned it is an active
constructive process in which an internal representation of the world is built by the learner
who adjusts his understandings to fit his experiential world (Cole & Wertsch, 1996).
Thus, in constructivism the focus is on the learner and his mental constructions while
learning.

Building on the foundations of constructivist theory, the main argument of social
constructivism is that “human cognition is formed through engagement in social
activities, and that it is the social relationships and the culturally constructed materials,
signs, and symbols, referred to as semiotic artefacts, that mediate those relationships that



create uniquely human forms of higher-level thinking” (Johnson, 2009, p.1). Since
knowledge is constructed via social interaction and is the result of social processes
(Gergen, 1995), it is a shared, rather than an individual, experience (Prawatt & Floden,
1994).

Social constructivism is more concerned with meaning than structure since the co-
construction of meaning within a social activity is emphasized. Meaning can be created
through individuals’ interactions with each other and their environment and meaningful
learning can occur when they are engaged in social activities (Prawatt & Floden, 1994).

The social constructivist principle which promotes that knowledge is constructed
through social interaction, discourse, reflection and explanation suggests that teachers
should be given opportunities to be engaged in activities requiring interacting verbally
and communicating with both novices and experts in their field of study (Rock & Wilson,
2005).

The social constructivist perspective asserts that social interactions pave the way
for individual development; members of the group share cultural meanings and
eventually, those meanings are internalized by individuals which constitute the base for
the present study (llin, 2003).

Figure 1. A social-constructivist model of the teaching-learning process
Source: Williams & Burden, 1997, p. 43

Figure 1 displays four key elements which affect the process of learning which
are teachers, learners, tasks, and contexts. Williams and Burden (1997) explain the
process as follows:

Teachers select tasks which reflect their beliefs about teaching and learning. Learners

interpret tasks in ways that are meaningful and personal to them as individuals. The task
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is therefore the interface between the teacher and learners. Teachers and learners also
interact with each other; the way that teachers behave in classrooms reflects their values
and beliefs, and the way in which learners react to teachers will be affected by the
individual characteristics of the learners and the feelings that the teacher conveys to them.
These three elements: teacher, task and learner are in this way a dynamic equilibrium (p.
43-44).

It can be interpreted that learning takes place as a result of interaction, cooperation
and negotiation in a social context while the teacher is seen as a facilitator or a guide.,

The main principles of learning from a sociocultural perspective are as follows:

e Learning precedes development,

e Language is the main vehicle of thought,

e Mediation is central to learning,

e Social interaction is the basis of learning and development,

e Learning is a process of apprenticeship and internalization in which skills and
knowledge are transformed from the social into the cognitive plane.

e The Zone of Proximal Development (ZPD) is the primary activity space in
which learning occurs (as cited in Walqui, 2006, p. 160).

e Scaffolding is the supportive dialogue directing the attention of the learner to
key features (Wood et al., 1976).

e Other regulation (under the guidance of others) precedes self-regulation
(autonomous functioning) (Mitchell & Myles, 2004).

e Private speech (talk to and for yourself) eventually becomes inner speech

(language to regulate inner thought) (Mitchell & Myles, 2004).

Mediation can be explained as the process through which the social and the
individual mutually shape each other. Human mental functioning is a mediated process
that is organized by three cultural factors such as artefacts, activities, and concepts
(Lantolf et al., 2015). These artifacts, activities and concepts are simple ‘tools’ for the
mediated learning process that the learning environment provides. That is, the importance
of different immediate settings in which the learners find the chance to receive the support
of their environment during their learning process are emphasized (Lantolf, Thorne &
Poehner in VanPatten & Williams, 2015).
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Besides, internalization in Vygotsky’s view, means the law of transformation of
the external into internal (Meshcheryakov, 1999, 2007). Vygotsky’s conceptualizes
internalization on two levels: as a process which encompasses the human universal
dimension in development, and as a process that entails the formation of internal
representations that are specific to the cultural and individual contexts (Damianova &
Sullivan, 2011).

The development of self-regulation is clarified in three stages. The first stage is
object regulation which involves using objects as a way of thinking. The second stage,
which is called other regulation, is the regulation of learning by others instead of objects.
The final stage, which is self-regulation, takes place when with little or no external
support is needed to conduct activities. All of those stages happen through internalization
of information (Gass et al., 2013).

Another essential concept in the social constructivist theory is the zone of
proximal development (ZPD) which is defined as the distance between what can be
actually achieved independently through problem solving and the level of potential
development which can be accomplished under adult guidance or through collaboration
with more knowledgeable or expert peers (Gass et al., 2013). Collaborative learning,
discourse, modelling and scaffolding are strategies for supporting the intellectual
knowledge and skills of learners and facilitating intentional learning. The term
scaffolding which is defined as supportive dialogue directing the attention of the learner
to key features (Wood et al., 1976), helps the appropriation of new concepts (Mitchell &
Myles, 2004). Wood et al. (1976) summarised the functions of the scaffolded help as
follows:

e Raising interest in the task

e Clarifying the task

e Providing the pursuit of the goal

e Demonstrating crucial aspects and differences between the produced and
the ideal solution

e Dealing with resentment while solving a problem

e Displaying an idealized form of the action to be accomplished
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Moreover, dynamic assessment’ is a continuum of providing the learners with
scaffolding by other and self-regulation in activities and tasks so that learners can reach
their ZPD (Lantolf, Thorne & Poehner in VanPatten & Williams, 2007).

Finally, private speech, which means the talk of young children to and for
themselves, is the indication of children’s developing ability to manage their own
behavior according to the socio cultural theory. According to Vygotsky, private speech
develops into inner speech, which is the language to regulate inner thought, in the course
of time (Mitchell & Myles, 2004).

Besides, education of teachers is seen as situated learning which is a blend of the
scientific discourse with the experiential discourse according to VVygotskyan approach to
teacher development. The Zone of Proximal Teacher Development (ZPTD) means “the
distance between what teaching candidates can do on their own without assistance and a
proximal level they might attain through strategically mediated assistance from more
capable others (i.e. methods instructor or supervisor)” (Warford, 2010, p. 253).
According to Warford (2010), the ZPTD includes four stages which are:

1. Self-assistance (Stage 11 in ZPD) (Gallimore & Tharp, 1990)

2. Expert other assistance (Stage I in ZPD) (Gallimore & Tharp, 1990)
3. Internalization (automatization)

4. Recursion (De-automatization)

The notion that learning leads development is the core wisdom of this approach.
In addition, proleptic instruction (teaching in a way that “assumes (or pretends) that the
learners know more than they actually do) (van Lier, 2004, p. 153), is used to understand
the optimal distance between actual and potential development (Warford, 2010). This
assumption might be the reason why self-assistance precedes expert or other assistance
in ZPTD.

2.2.2. Personal Construct Psychology

The current study is also based on Kelly’s (1955) PCP which proposes that
internal constructs form each person’s individual sense and reality and we construe the
world using these constructs. Thus, the same objective situation is interpreted in unique
ways by different people (Denicolo et al. 2016). Kelly (1955) proposes that each person’s
reality is unique and by realizing that reality (only through that person) we can have

unique insights about their thoughts and behaviours.
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According to Kelly people try to make sense of the universe, themselves and the
situations they encounter like a scientist. By making hypothesis and testing them, people
form personal constructs which constitute their theories and beliefs and which can change
and be adapted by experience (Fransella & Bannister, 1977).

Kelly proposed the concept of “constructive alternativism” (Kelly, 1969, p. 64)
which he explained as: “the notion that one does not have to disprove one proposition
before entertaining one of its alternatives” (p.55). Kelly asserts that there is generally
some ambiguity about our existing understandings. Thus, we should be open to
considering other options, alternative conceptualizations, even when they seem
inconsistent with how we currently think. That is, the same person may construe the world
in various ways.

Kelly’s theory is constructivist because it asserts that an individual person
develops a system of constructs that are personal to that individual, and which are the
basis for interpreting experience to understand the world (Taber, 2020). Constructs are
like hypotheses which are bipolar in nature and which we test in different contexts about
how things are. We build up cross-references between constructs and people to
understand our social world. When a construct fits our world it is reinforced. If it does
not fit, we can either keep it denying the efficacy of the experience or adapt it. Moreover,
there is a hierarchy of importance in our construct systems ranging from subordinate to
superordinate constructs (Denicolo, Long & Bradley-Cole, 2016).

Finally, Kelly (1955) proposes 11 corollaries when explaining his theory.
According to construction corollary: “A person anticipates events by construing their
replications” (Kelly, 1991, p.35). When we encounter with new events, instead of
building a new model we make predictions on the basis of our existing models.
Individuality corollary asserts that: “Persons differ from each other in their constructions
of events” (Kelly, 1991, p.38). Although we live in the same world, it is unique to each
person due to the personal interpretations of the events (Brown & Chiesa, 1990).
Organization corollary claims that: “Each person characteristically evolves, for his
convenience in anticipating events, a construction system embracing ordinal relationships
between constructs” (Kelly, 1991, p.39). That is, constructs are organised into a
hierarchical or heterarchical framework or into a lattice. The fourth corollary is dichotomy
corollary which proposes that: “A person’s construction system is composed of a finite
number of dichotomous constructs” (Kelly, 1991, p.41) drawing attention to the bipolar

nature of the constructs. According to choice corollary: “A person chooses for himself
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that alternative in a dichotomized construct through which he anticipates the greater
possibility for extension and definition of his system” (Kelly, 1991, p.45). When we
choose between the alternatives, we prefer the one that enhances the total meaning of our
life (Hinkle, 1965). The sixth one is range corollary, which asserts that: “A construct is
convenient for the anticipation of a finite range of events only (Kelly, 1991, p.48). Each
construct applies for only a limited range of events. Experience corollary proposes that:
“A person’s construction system varies as he successively construes the replication of
events” (Kelly, 1991, p.50). Bannister and Fransella (1971) explain this corollary as
follows: “Kelly repeatedly pointed out that we can have ten experiences if we reconstrue
each time, or else have one experience repeated ten times if we fail to reconstrue” (p.114).
We either confirm or disconfirm instances via our predictive systems. The eight one is
modulation corollary stating that: “The variation in a person’s construction system is
limited by the permeability of the constructs within whose ranges of convenience the
variants lie” (Kelly, 1991, p.54). A construct is considered to be permeable if new
elements can be embraced. Fragmentation corollary states that: “A person may
successively employ a variety of construction subsystems, which are inferentially
incompatible with each other” (Kelly, 1991, p.58). That is, inconsistency regarding
personal construct sub-systems is tolerated (Bannister, & Fransella, 1971). The next one
is commonality corollary proposing that: “To the extent that one person employs a
construction of experience, which is similar to that employed by another, his processes
are psychologically similar to those of the other person” (Kelly, 1991, p.63). If individuals
share the same constructs, they are thought to be similar. Finally, sociality corollary
proposes that: “To the extent that one person construes the construction processes of
another he may play a role in a social process involving the other person” (Kelly, 1991,

p.66) drawing attention to understanding others.

2.3. Professional Development of Teachers

As it is internationally recognized, “An education system is only as good as its
teachers” (UNESCO, 2014, p. 9). Instead of conceptualizing professional development
as something that is done to teachers, it has been reclaimed as something “for teachers,
by teachers” (Johnson, 2006, p. 250) recognizing teachers' ‘right’ to direct and
‘responsibility’ to sustain their professional development throughout their careers (ibid.),

emphasizing teacher agency. However, traditionally teachers tend to be regarded as
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knowledge consumers who are expected to implement what they have learnt in their
classrooms (Borg, 2015).

Professional Development (PD) is defined as “... processes and activities designed
to enhance the professional knowledge, skills, and attitudes of educators so that they
might, in turn, improve the learning of students.” (Guskey, 2000, p. 16). Guskey (2000)
also argues that the activities constituting PD should be intentional, systemic and ongoing.

Day (1999) conceptualizes teacher professional development as follows
emphasizing the experiences acquired by teachers through their career procedure:

Professional development consists of all natural learning experiences and those conscious
and planned activities which are intended to be of direct or indirect benefit to the individual, group
or school and which contribute, through these, to the quality of education in the classroom. It is
the process by which, alone and with others, teachers review, renew and extend their commitment
as change agents to the moral purposes of teaching; and by which they acquire and develop
critically the knowledge, skills and emotional intelligence essential to good professional thinking,
planning and practice with children, young people, and colleagues through each phase of their
teaching lives (p. 4).

Diaz-Maggioli (2003, p.1) defines professional development as “ongoing learning
process in which teachers engage voluntarily to learn how best to adjust their teaching to
the learning needs of their students.” He adds that it provides the best results if it is
sustained in the process of time within a community of practice.

With respect to the significance of PD, Guskey (2000, p. 16) states that, “High-
quality professional development is at the center of every modern proposal to enhance
education. Regardless of ‘how schools are formed or reformed, structured or restructured,
the renewal of staff members’ professional skills is considered fundamental to
improvement.”

PD activities can be classified as traditional consisting of short workshops,
conferences etc. and non-traditional consisting of mentoring, coaching, peer observation
and so on. Diaz-Maggioli (2004) distinguishes traditional and visionary methods of
professional development. As it is illustrated in table 2.2, he thinks that visionary PD
practices differ from traditional ones in terms of the organization, content, follow up and
evaluation of the program, the former being more collaborative, context and participant

sensitive.

Table 1.
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Differences between Traditional and Visionary Professional Development

Characteristics of Traditional Professional ~ Characteristics of Visionary Professional

Development Development
* Top-down decision-making * Collaborative decision-making
* A “fix-it” approach * A growth-driven approach

» Lack of program ownership among teachers « Collective construction of programs

* Prescriptive ideas * Inquiry-based ideas

* One-size-fits-all techniques » Tailor-made techniques

» Fixed and untimely delivery methods * Varied and timely delivery methods

» Little or no follow-up » Adequate support systems

* Decontextualized programs * Context-specific programs

* Lack of proper evaluation * Proactive assessment

* Pedagogical (child-centred) instruction * Andragogical (adult-centred) instruction

Source: Diaz-Maggioli, 2004, p 6
Borg (2015, p 5) points out the disadvantages of traditional models of PD as
follows:

e  Teachers may become dependent to others for their PD rather than learning to take
charge of it themselves.

e  Teachers may undervalue both their own knowledge and experience, believing that
what they receive externally is more important.

e  Continuous Professional Development (CPD), which is externally driven, tends to
limit the contributions teachers can make to both its content and process.

e Conventional approaches to CPD tend to take place in the training room rather than
the classroom and focus on teachers’ behaviors without acknowledging teachers’

beliefs.

e It fails to produce sustained positive changes in teaching and learning.

Professional development for teachers that take place outside the classroom such

as conferences or workshops have certain drawbacks which are summarized below:

Table 2.

Drawbacks of External Teacher Development

Drawbacks Explanations
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Infrequent Teachers cannot attend external events on a regular basis
Costly Teachers or their schools must pay to attend

Disruptive Teachers are taken out of school and lessons must be rearranged
Generic External training may not address individual teacher needs
Decontextualized Learning is not situated in teachers’ classrooms

Receptive Teachers receive knowledge from more ‘expert’ trainers

Not ‘owned’ Teachers have minimal say in decisions about the training

Source: Borg, 2014, p. 23

Other criticisms about the ineffectiveness of traditional PD activities include
lacking efficiency about particular teaching and learning matters (Collinson, 2000), not
providing enough time to the teachers so not having much influence to change teaching
practice (Birman et al., 2000), being inefficient and unproductive (Abadiano & Turney,
2004).

Guskey (2003) examined 13 recent lists of features of “effective professional
development,” Among the 21 characteristics in the lists, enhancing teachers’ content and
pedagogical knowledge was the most frequently cited feature. Providing sufficient time
and other resources, collaboration, including procedures for evaluation and being school-
or site-based were other most mentioned characteristics. He concluded that there is not
much agreement among PD researchers or practitioners about the criteria for
“effectiveness.” Moreover, he added that it should not be forgotten that eventual goal of
PDs is improving student learning outcomes. He suggests teachers to determine the
practices and strategies for PD and share them with their colleagues to provide effective
PD within that context.

The effectiveness of PD also depends on the extent it aligns with teachers’ career
development. Huberman (1989) outlines five phases of teachers’ professional lives as
exploration and stabilization, commitment, diversification and crisis, serenity and
distancing, and conservatism and regret. Thus, teachers’ professional needs change as
they experience these different stages. Another factor for the success of PD is the
educational context where it is implemented. PDs which have clear goals with decent
levels of challenge, focusing on previous knowledge, which are sustainable, supported by
organization can be regarded as effective (Pontz, 2003). Moreover, according to Sparks
(2002), effective PD should be integrated in the daily routines of teachers which will be

supported by the administration taking the specific needs of the participants.
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When the afore-mentioned conditions for the effectiveness of PDs and the factors
hindering it are considered in order to meet diverse needs of teachers Diaz-Maggioli
(2003) suggests PD strategies such as peer coaching, study groups, dialogue journals,
professional development portfolios, mentoring and finally participatory practitioner
research as alternatives to traditional PD implementations. Peer coaching involves
basically trained teachers’ visiting each other’s classes to observe and give advice on their
teaching. It is based on three stages, which are planning, observation and feedback
(Cogan, 1973). Study groups require teachers to meet and review professional literature
or analyze students’ works. Peyton (1993) describes dialogue journals as written
conversations. Dialogue journals involve teachers’ keeping written conversations with
their mentors or colleagues and are especially beneficial for teachers who do not have
time for a face to face meeting. Professional development portfolios, which include
systematic collection of documents related to teachers’ own development such as samples
of students’ or teachers’ works, show teachers’ development. Regarding mentoring, there
Is @ more knowledgeable professional working with a less experienced colleague for
collaboration and giving feedback about teaching and learning. Finally, participatory
practitioner research which is also known as action research involves colleagues working
in collaboration to diagnose, plan and intervene for the improvement of existing
conditions (Diaz-Maggioli, 2003). All of the aforementioned strategies of PD share
common features such as being integrated in the daily lives of teachers rather than
external PDs like conferences or workshops. Similarly, Borg (2014) suggests teacher
research, which is done by teachers in their working contexts to improve their
implementations as an alternative to external professional development methods to avoid

the afore-mentioned issues.

2.3.1. Research on Professional Development

Recent research results on professional development are examined in this section
in order to shed light on the issue along with the literature discussed above.

He, Prater and Steed (2011) organized PD sessions and investigated the effects on
teachers and English as Second Language (ESL) students. Twenty-two teachers (9 ESL,
13 regular classroom teachers) participated in 46 hours of PD sessions in a year. As data
collecting instruments, a Likert scale, open ended questions, pre- and post- ESL

knowledge inventory were used. The effectiveness of the PD program was investigated
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from three different aspects which were the quality of the PD sessions based on teacher
feedback and teacher understanding of working with ESL students and English language
development of ESL students. The results illustrated that teachers were able to benefit
from useful strategies and resources thanks to a research based and needs-oriented PD
program.

In Turkish context, Yurtsever (2013) investigated English instructors’ beliefs on
traditional and constructivist models of PD at Akdeniz University School of Foreign
Languages in Antalya, Turkey. Ninety one English language instructors participated in
the study. Data were collected via 5-point Likert-type questionnaire, which was both
paper-based and online. While the results revealed that both traditional and constructivist
models were favored by the participants, the self-directed model emerged to be the most
favored one which indicates the concern of the participants for their own PD.

Additionally, Bayar (2014) investigated the features of effective professional
development activities by interviewing sixteen elementary school teachers about their
experiences of PD activities implemented during a 12-month period. The findings showed
the features of effective professional development activities as follows: 1) matching
existing teacher needs, 2) matching existing school needs, 3) teacher involvement in the
design/planning of professional development activities, 4) active participation
opportunities, 5) long-term engagement, and 6) high-quality instructors.

In another study, Bayar and Kosterelioglu (2014) examined the satisfaction level
of teachers in PD activities in Turkey to identify the factors influencing their satisfaction.
12 teachers were interviewed by asking open ended questions. The results revealed that
teachers were not mostly satisfied with professional development activities so they chose
not to participate in them. They identified the reasons for this dissatisfaction and
unwillingness as: 1) offering only traditional professional development activities, 2) not
involving teachers in the design of professional development activities, 3) ignoring
teachers’ needs during the process of planning of professional development activities, 4)
offering activities unrelated to authentic classroom situations, and 5) having low quality
of instructors in professional development activities.

Moreover, Gokmenoglu and Clark (2015) investigated teachers’ views on the
quality of professional development programs that were designed to support national
reforms via a national survey with 1,730 Turkish teachers. Teachers’ reports showed that
professional development activities satisfied them only moderately. They also reported

relatively low teacher enthusiasm for mandatory, centrally designed training.
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Besides, Yilmaz (2017) investigated the opinions of prospective and in-service
English language teachers working at different institutions on professional development
programs in general and the Alternative professional development applied during the
study and which kind of PDP they prefer. Eight in-service and two pre-service teachers
took part in the study in which two different open-ended questionnaires (Pre- and Post-)
and a post program interview were used as data gathering instruments. The findings of
the study revealed that all ten participants preferred the alternative program to the other
PDPs they had participated in before, mainly because it promoted practice rather than
theory. In addition they also found the modules of the program up-to-date and appealing
to the needs of the participants. The size of the group was also appreciated by the
participants since in small groups, they felt more relaxed to ask questions and it was easier
to get feedback.

In a more recent study, Yal¢in Arslan (2019) analyzed the influence of lesson
study approach on the PD of EFL preservice teachers in Turkey. Data was collected from
research lessons, observations, and reflections during the teaching process. The findings
revealed that lesson study contributes to teacher learning by maintaining concrete
examples of practice for teachers.

To sum up, the studies on PD programs essentially explored teachers’ views on
effective PD implementations and the factors that caused dissatisfaction regarding these
programs. Data were collected via tools such as questionnaires, interviews and
observation. The findings of the studies illustrated that PD implementations which are
research-based, needs oriented, self-directed, up to date, promoting practice rather than
theory are found to be beneficial by the participants. However, the ones which offer
traditional methods, ignore teachers’ needs, involve low-quality instructors, do not
involve teachers in the design are found not to be satisfactory.

In the light of the discussions and recent studies above regarding effective PD
programs, teacher research and action research, which are among the alternative methods

to traditional PD implementations, are examined in the following section

2.4. Teacher Research

The origins of teacher research dates back to 1940’s to Kurt Lewin and action
research which is considered as the ancestor of teacher research. However, more recently
it emerged in 1970’s in the UK with works of Stenhouse (1975) and Elliott (1990) and
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the USA with Schon’s (1983) work on reflective practice. With respect to language
teaching it did not emerge until 1980’s with an aim to promote language teaching via
local, classroom based studies (Borg, 2010).

Teacher research is described as “. all forms of practitioner enquiry that involve

systematic, intentional, and self-critical inquiry about one’s work™ (Cochran-Smith &
Lytle 1999, p. 22). Moreover, Borg (2010, p. 395) makes a comprehensive definition of
teacher research as:
a systematic inquiry, qualitative and/or quantitative, conducted by teachers in their own
professional contexts, individually or collaboratively (with other teachers and/or external
collaborators), which aims to enhance teachers’ understandings of some aspect of their work, is
made public, has the potential to contribute to better quality teaching and learning in individual
classrooms, and which may also inform institutional improvement and educational policy more
broadly.

Borg (2014) asserts that certain processes such as reflection, reading research,
communication and collaboration enhance teacher research. Moreover, according to
Carter and Halsall (1998, pp. 73—74) ‘essential characteristics’ of teacher research are as

follows:

e Itis grounded in data which has been systematically collected and analyzed
for a clearly defined purpose;

e It is undertaken by teachers, though sometimes with the support of external
critical friends;

e It focuses on professional activity, usually in the workplace itself;

e Its purpose is to clarify aspects of that activity, with a view to bringing about
beneficial change — ultimately, to improve student progress, achievement and

development, this being precisely the purpose of school improvement itself.

Bailey (2001, P. 491) makes a distinction between classroom research, teacher
research and action research and explains that ‘the term classroom research refers to the
location and focus of the study. While teacher research refers to the agents who conduct
the study, action research denotes a particular approach’. The term action research will
be elaborated in the next part of this chapter. Moreover, Medgyes (2017) states that he
favours the term ‘teacher-inquirer’ instead of ‘teacher researcher’ since it demonstrates a

teacher’s job which has a pragmatic and problem solving nature.
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Cochran-Smith and Lytle (1999) conceptualize teacher research in three different
ways: teacher research as social inquiry as a way of enhancing social change; ways of
experiencing within communities as a form of collaborative enquiry for teachers to
improve their classrooms and as practical inquiry to improve teachers’ practical
knowledge.

Teacher research has been considered to be beneficial from various aspects. To
illustrate, if teachers are engaged in research either by reading or by doing, their
pedagogical decisions will be based on the research evidence which will affect teaching
and learning (Hargreaves 2001). Moreover, assets of engaging in research in terms of
contributing to teachers’ professional development (Kincheloe 2003) and to their
professional status (Gurney 1989) have been reported.

Kincheloe (2003, p. 18-19) claims that thanks to research teachers can:

e appreciate the benefits of research;

e begin to understand in deeper and richer ways what they know from
experience;

e be seen as learners rather than functionaries who follow top down orders
without question;

e be seen as knowledge workers who reflect on their professional needs and
current understandings;

e explore the learning processes occurring in their classrooms and attempt to

interpret them.

Olson (1990: 17-18) lists six benefits regarding the prospective benefit of teacher

research as follows:

e reducing the gap between research findings and classroom practice

e creating a problem-solving mind-set that helps teachers when they consider
other classroom dilemmas;

e improving teachers’ instructional decision-making processes;

e increasing the professional status of teachers;

e helping empower teachers to influence their own profession at classroom,

district, state and national levels;
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e offering the overriding and ultimate advantage of providing the potential for

improving the educational process.

To conclude, the above-mentioned benefits of conducting teacher research should
be taken into consideration. As it is stated, the assets of engagement in research range
from enhancing the effectiveness of teachers to making them more agent teachers by
developing their capacity for autonomous professional judgements, allowing them to be
curriculum innovators and by making them less dependent on finding external answers to
their problems.

According to Borg (2006, p.23) there are ten conditions affecting teacher research
which are: (1) awareness, (2) motivation, (3) knowledge and skills, (4) choice, (5)
mentoring, (6) time, (7) recognition, (8) expectations, (9) community, and (10)
dissemination potential. Firstly, teachers should be aware of research and its assumptions.
Then, they should have a reason to conduct research for example they should believe that
it will be beneficial for their work. Thirdly, they should have relevant research-related
knowledge and skills. Regarding the choice element, teacher research seems to be more
productive if teachers are enabled to make choices on what and how to study. It is also
important to have mentors for teachers since teacher research, especially at the beginning
needs to be scaffolded by a more experienced and skilled individual. Besides, additional
time and effort is required to do research which is regarded as one of the most common
impediments of doing research. Recognition of knowledge acquired from teacher
research by teachers and other stake holders will popularize teacher research. If teachers
know that doing research is expected from them, it will be a primary motivation to
conduct research. Getting institutional and collegial support for doing research will
motivate teachers to do research. Finally, teachers need to know that their studies will be
made public for others to benefit from their findings. Regarding this condition Freeman
(1996, p.105) states that if teacher research is not made public, the knowledge it generates

will ‘dissipate in the recesses of private conversations, staff rooms, or schools’.

2.4.1. Action Research

Action Research (AR) is considered as a medium to create meaning and
understanding in precarious social circumstances and improve the quality of human

interactions and practices in those conditions (Burns, 2005). Basically, it is based on John
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Dewey’s discussions against separating theory and practice which influenced research
conducted by educators. Kurt Lewin, who is regarded as the father of action research
considered AR as a spiral of steps, ‘each of which is composed of a circle of planning,
action and fact-finding about the result of the action’ (Lewin, 1948, p. 206). Burns (2005,

p. 58) summarized major characteristics of approaches to action research as follows:
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Table 3.
Major Characteristics of Approaches to Action Research
Technical AR Practical AR Critical AR
Philosophical base Natural sciences Hermeneutics Critical theory
Nature of reality Measurable Multiple, holistic, Inter-related with
constructed social and political
power structures

Nature of problem Predefined Defined in context Defined in context in

(problem-posing)

(problem solving)

relation to emerging
values(problematizing)

Status of knowledge

Separate, deductive

Inductive, theory
producing

Inductive, theory
producing,
emancipatory,
participatory

Nature of
Understanding

Events explained in
terms of real causes
and simultaneous
Effects

Events described in
terms of interaction
between the external
context and
individual

Thinking

Events understood in
terms of political,
social and economic
constraints to
improved conditions

Purpose of research

Discover ‘laws’ of
underlying reality

Discover the
meanings people
make of actions

Understand what
impedes more
democratic and equal
practices

Change outcomes

Change is value-free
and short-lived

Change is value-
bounded and
dependent on
individuals involved

Change is value-
relative and leads to
ongoing emancipation

Action research focuses on action and research simultaneously. During the action

process, the participants develop strategies or activities as a response to a problem which

needs to be solved in the context of research which is named as planned intervention. AR

is often regarded as a collaborative process favorably conducted by a group of researchers

collectively (Kemmis & McTaggart, 1982). The research process involves collecting and

analyzing data systematically and reflecting on the implications of findings for additional

action. These processes can change direction because of the flexible nature of AR. In sum,

it is a spiral cycle of planning, acting, observing and reflecting conducted interactively
(Somekh & Thaler, 1997). Kemmis and McTaggart (1988, p. 11-14) elaborate the phases

of AR as follows:

e Plan — prospective to action, forward looking and critically informed in terms

of: i) the recognition of real constraints; and ii) the potential for more effective

action
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e Action —deliberate and controlled, but critically informed in that it recognizes
practice as ideas-in action mediated by the material, social, and political
‘struggle’ towards improvement

e Observation — responsive, but also forward-looking in that it documents the
critically informed action, its effects, and its context of situation, using ‘open-
eyed’ and ‘open-minded’ observation plans, categories and measurements

o Reflection — evaluative and descriptive, in that it makes sense of the
processes, problems, issues and constraints of action and develops
perspectives and comprehension of the issues and circumstances in which it

arises

With respect to the difference between basic research and applied research Burns
(2005) states that while the former intends to develop a theory, the latter aims to apply
theory to practice. AR intends to scrutinize issues which are important practically by
collecting data systematically focusing on local problems to change and improve the
existing situation. Thus, it has an interventionist and subjective approach unlike basic
research.

Regarding teachers as research oriented, self-directed, reflective professionals
instead of a passive receiver of methods was a popular theme in the 1990’s (Nunan &
Lamb, 1996). As Prabhu (1992, p. 225) states “classroom teaching can improve only to
the extent that teachers themselves act as specialists”. Involvement of practitioners in
research bridges the gap between research and teaching profession (Beasley & Riordan,
1981). AR is regarded as an instrument which encourages teachers to have a research
orientation and engage in classroom research (Nunan, 1989). van Lier (1989) emphasized
the link between conducting AR and empowerment of teachers.

However, other researchers remarked the challenges of engaging in research for
teachers. To illustrate, Wallace (1991) asserts that certain factors are required for doing
research such as expertise, time, financial resources and specific personality features.
McKernan (1993) claims that factors such as scarcity of time, and resources, limitations
enforced by institutions, difficulties of getting consent and support from school
administrators, skills to acquire the discourses of research, scarcity of sources of advice,
criticisms from colleagues, and self-doubt hinder teacher research.

When the purposes of AR in the field of ELT is examined, it is observed that it is

seen as means of enhancing professional development of teachers rather than producing
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knowledge in terms of pedagogy or curriculum (Burns, 2005). Currently, in second
language teacher education programs AR is encountered in three forms: as a required
element of formal undergraduate or postgraduate courses; as collaborative teacher-
researcher projects in educational programs and as individual projects by classroom
teachers / teacher educators (Burns, 2009).

Besides, although AR is supported on a large scale due to the aforementioned
assets, involvement of teachers seems to be limited. In addition, empirical data with
regards to the AR cases conducted by teachers cannot be accessed since they are not
usually published which contributes to the legitimation problem of AR and
underestimation of small scale AR projects.

Rainey (2000) surveyed 228 teachers in 10 countries internationally (China,
Colombia, Greece, Japan, Morocco, Poland, Qatar, Saudi Arabia, Thailand, and Tunisia)
found that 75.5 percent had never heard of AR. As a result of her study she highlighted
that teachers needed training to conduct AR and support is required to extend AR beyond
the classroom.

In terms of advantages of educational AR Kemmis & McTaggart (1982, p. 2-5)

list the following features:

e thinking systematically about what happens in the school or classroom

e implementing action where improvements are thought to be possible

e monitoring and evaluating the effects of the action with a view to continuing
the improvement

e monitoring complex situations critically and practically

e implementing a flexible approach to school or classroom

e making improvements through action and reflection

e researching the real, complex and often confusing circumstances and

constraints of the modern school

recognizing and translating evolving ideas into action.

Burns (1999, p. 14-15) reports Australian teachers’ experiences after conducting
AR as follows:
They experienced



28

e deeper engagement with their own classroom practices

e a better understanding of research and methods for carrying out research
e less sense of isolation from other teachers

e asense of sharing common problems with other teachers

e apersonal challenge, satisfaction and professional growth

heightened awareness of external factors impinging on their classrooms.

Furthermore, Wadsworth (1998, p.4) asserts that AR helps teachers to become;

e more conscious of “problematizing” an existing action or practice and more
conscious of who is problematizing it and why we are problematizing it;

e more explicit about “naming” the problem, and more self-conscious about
raising an unanswered question and focusing an effort to answer it;

e more planned and deliberate about commencing a process of inquiry and
involving others who could or should be involved in that inquiry;

e more systematic and rigorous in our efforts to get answers;

e more carefully documenting and recording action and what people think about
itand in more detail and in ways which are accessible to other relevant parties;

e more intensive and comprehensive in our study, waiting much longer before
we “jump” to a conclusion;

e more self-skeptical in checking our hunches;

e attempting to develop deeper understanding and more useful and more
powerful theory about the matters we are researching in order to produce new
knowledge which can inform improved action or practice; and

e changing our actions as part of the research process, and then further

researching these changed actions.

However, there are not many studies on the conceptual change occurring in time
for the teachers who conduct AR. However, Linder (1991) found idiosyncratic changes
in the participants’ personal theories about teaching as a result of a yearlong project in
which participants conducted AR on mixed ability teaching. AR helps teachers to reassess
their existing belief systems and re-theorize their current classroom practices through
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self-evaluation and the empirical evidence gathered through systematic investigation in
the classroom.

As it is mentioned before in the case of ELT the majority of the participants are
not involved in AR since essential circumstances such as motivation, support, knowledge
of research and opportunity to disseminate findings are missing.

Besides, there are also certain criticisms with respect to AR. As a criticism of AR
Jarvis (1981) asserts that AR lacks academic prestige and academic specialists with
training and capacity should deal with research. Burns (2005, p. 67) summarizes the

criticisms about AR as follows:

e It has not developed sound research procedures, techniques and
methodologies.

e Itis small-scale and therefore not generalizable (has low external validity).

e It shows low control of the research environment and therefore cannot
contribute to causal theories of teaching and learning.

e |t exhibits strong personal involvement on the part of the participants and
therefore is overly subjective and anecdotal.

e ltisnot reported in a form that conforms to a recognizable scientific genre.

In order to avoid these criticisms epistemological approaches and assumptions
about the research should be provided by the teachers engaging in AR. Moreover they
should specify the research context and document and analyze the data carefully with a
clear explanation of what the researcher is investigating. Furthermore AR should not be
criticized in terms of not being generalizable or replicable since it attempts to provide a
local understanding. Checkland & Holwell (1998) claim that recoverability, which refers
that the research process can be recovered by an external audience, rather than external
validity is crucial in AR. Thus, providing rich descriptions and practical solutions is
aimed in AR which might help other practitioners in similar situations. In order to reduce
subjectivity, iteration is an important feature of AR since as the cycles of AR are repeated

initial findings will yield to deeper questions expanding the scope of the study.
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2.4.2. Research on Teacher and Action Research

In consideration of the review of literature on teacher research and action research,
exploring recent research on teacher and action research may help us better understand
the concepts in relation to the present study.

Allison and Carey (2007) studied the views of 22 members of staff teaching at a
university language center in Canada on research via questionnaires and interviews. They
found that the participants felt inhibited to engage in research due to lack of time,
encouragement and motivation to do research especially for the ones for whom doing
research is not a requirement for their jobs.

Besides, Atay (2008) implemented an INSET program in a state university in
Istanbul, Turkey to determine Turkish EFL teachers’ attitudes towards classroom
research and the effects of research on teachers’ instructional practices. The participants
were sixty-two teachers who participated in a program involving three parts which were;
theoretical knowledge on ELT (two weeks), issues for investigation (two weeks), and
investigating the classroom and doing research (two weeks). Data was collected through
teachers’ narratives and journals. The results of the study illustrated that teachers
appreciated the significance of examining the data of their own classroom and
cooperating with their colleagues to improve their classroom practices. This study is
significant since teachers had the opportunity to become active researchers instead of
passive recipients of knowledge.

Additionally, Borg (2009) investigated how 505 teachers of English from 13
countries around the world conceived research by using questionnaires and follow up
interviews. The results revealed that the teachers’ level of reading and doing research was
moderate to low due to lack of time, knowledge, and access to material. Moreover, he
reported that the teachers engaging in research were mostly motivated by practical and
professional concerns rather than external factors such as promotion. He identified the
factors hindering teachers to conduct research as attitudinal, conceptual, procedural, and
institutional.

In another study, Wyatt (2011) inspected the achievements of four teachers of
English who engaged in action research as part of their studies and how benefited from
the process by using observations, interviews and the analysis of written assignments.
The findings of the study revealed that the participants highlighted several benefits of

conducting AR such as awareness of their achievements to help others by doing research,
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improvement in their research skills, and feeling motivated as a result of the research
experience. It was also determined that the teachers seemed to become more self-
confident in different aspects of their work and more autonomous.

In addition, Goodnough (2011) examined teacher perceptions of the long-term
effects of engaging in collaborative action research on professional identity and practice.
Ten teachers were interviewed before and after conducting action research. Outcomes
revealed changes in terms of several aspects of teacher identity and classroom practice.
The participants reported benefits such as enhancing their confidence in teaching,
increasing their levels of self-efficacy, viewing learners form a more holistic perspective
and understanding learning needs of the students.

Similarly, Cabaroglu (2014) explored the impact of action research on English
language teacher candidates' self-efficacy beliefs in a 14-week course in which action
research was utilized. Self-efficacy scales, reflective journals and a course evaluation
form were utilized as data gathering instruments. The results revealed that the
participants experienced growth in teaching efficacies, increased self-awareness,
improved problem-solving skills and enhanced autonomous learning. These results show
that action research is a valuable tool to develop pre-service English language teacher
candidates' self-efficacy.

In the same vein, Edwards and Burns (2016) investigated the sustained effects of
participating in an AR program with 16 teachers who completed an AR program between
one and four years ago by using a survey and interviews. They found that the teachers felt
more confident, connected to their students, research-engaged, and recognized by
colleagues and managers.

Finally, Yigitoglu and Dollar (2018) studied the influence of action research on
teacher cognition. MA-student in-service teachers were asked to complete English
teachers’ action research proposals, reports and reflections. Interviews were used to
collect data. Participants were not able to fully utilize action research in their teaching,
due to an interplay of contextual and institutional constraints.

To sum up, the studies on teacher and action research mainly focused on the views
of teacher on research and its benefits using instruments such as questionnaires,
interviews, journals, observations, scales and surveys. The results of the studies pointed
out that teachers essentially feel themselves inhibited to do research due to several reasons
including lack of time, knowledge, encouragement, motivation and access to materials.

In addition teachers benefited from doing research in terms of feeling motivated, more
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self-confident, autonomous, and more aware of their achievements. They also reported
assets of doing research such as enhancing confidence in teaching and self-efficacy, self-
awareness, problem solving skills, autonomous learning and understanding learning
needs.

The concepts agency and teacher agency are scrutinized in the following section

since teacher agency is another crucial aspects of the present study.

2.5. Agency

The concept of agency gained popularity in the late 1970’s as a reaction against
structuralism which failed to consider individuals’ actions. Sociologist Anthony Giddens
together with anthropologists Pierre Bourdieu and Marshall Sahlins concentrated on the
dialectical relationship between human actions and social structures and they remarked
that human beings are made by society as they make society (Ahearn, 1999). Sherry
Ortner (1989) called this as ‘practice theory’ which emphasizes the social effects on
agency and claims that human actions cannot be considered without social structures
shaping them. Unlike ‘action theory’ which asserts that human agency requires intention
ignoring the social nature of agency (Davidson, 1980), practice theory asserts that actions
are continually culturally, socially and linguistically constrained (Ahearn, 1999). In the
same vein, according to Gidden’s (1979) structuration theory, social structures shape
people’s actions via constraining and enabling unlike the idea that agency is synonymous
with free will or resistance.

Moreover, Bourdieu (1977) explained agency inside his habitus theory. He defines
habitus as “a generative process that produces practices and representations that are
conditioned by the “structuring structures” from which they emerge” (p.78). Regarding
agency, the possible actions generated by habitus are infinite in number but confined by
the predispositions of the habitus (Bourdieu, 1977). Thus, it is interpreted that Bourdieu’s
conceptions of agency moves away from free will.

Furthermore, agency is considered as a synonym for resistance by certain
approaches such as feminist theory. Resisting the patriarchal status quo is a must to show
agency according to many feminist theories (Goddard, 2000). However, Ortner (1995)
states that mere resistance does not exist because of the complicated and conflicting

nature of motivations.
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Besides, Duranti (2004, p.453) points out three fundamental features of agency
which are 1) control over one’s own behavior; 2) producing actions that affect other
entities as well as self; 3) producing actions that are the object of evaluation. Duranti
(1994) also investigated the relationship between language and agency by studying the
use of ergative markers (a grammatical form which is used in some languages showing
that the subjects of transitive and transitive verbs are encoded in different ways) and found
that agency is attributed in the situations of praising or blaming. Hence, it is interpreted
that agency can be embedded in linguistic forms too.

According to Ahearn (2001) both the productions and interpretations of all actions
are socioculturally mediated. Thus, he defines agency as “socioculturally mediated
capacity to act” (Ahearn, 2001; 130). Karp (1986) makes a distinction between an actor
and an agent and states that while rule-governed or rule-oriented actions belong to an
actor, an agent person uses power in order to generate effects and reconstruct the world.

Emirbayer and Mische (1998, p.970) define agency as “... the temporally
constructed engagement by actors of different structural environments.” According to
them human agency involves iteration, projectivity and practical evaluation elements. The
iterational element refers to reactivation of past patterns and thoughts selectively and
integration of them to practical activity providing stability and order. The projectivity
element refers to the imaginative creations of possible future directions of actions in
which the actor may reconstruct his/her thoughts and actions based on his/her hopes, fears
and wishes. Finally, the practical evaluative element encompasses the actors’ capacity to
make efficient and normative judgements responding to present situations’ demands and
dilemmas (Emirbayer and Mische, 1998). To conclude, achieving agency is a
composition of the effects of past, adjustment to the future and engagement with the
present.

Biesta & Tedder (2007) suggest an ecological view of agency and state that:

This concept of agency highlights that actors always act by means of their environment
rather than simply in their environment so that the achievement of agency will always result from
the interplay of individual efforts, available resources and contextual and structural factors as they
come together in particular and, in a sense, always unique situations (p. 137).

This explanation points out that agency is not something people possess but it is
concerned with doing something along with the constraints or assets of social and material

environments.
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Regarding the relationship between agency and autonomy, drawing from
Benson’s (2011, p. 58) definition of autonomy which is “a capacity to control one’s own
learning”, it can be interpreted that autonomy is related to having power to make decisions
about what a person can do. When the afore mentioned definitions of agency are taken
into consideration it is realized that agency and autonomy are closely interrelated since
an agent person is also capable of making decisions based on his/her aims. However, the
two concepts have been treated differently in the field of applied linguistics. To illustrate,
while agency refers to reflexive learning actions which are self-conscious, autonomy is
about feeling in charge of learning actions (Candlin & Sarangi, 2004). That is, taking
actions consciously does not guarantee being in control of the process.

Lantolf and Pavlenko (2001) point out that the recent conception of activity theory
(Engestrom, 1987) maintains an approach to consider the relational construction of
agency. In addition to the material and symbolic tools, individual actor is mediated by
social formation too. From the point of view of the activity theory, social constructs, and
material and symbolic resources, as well as other social and personal factors constrain
agency (Johnson & Golombek, 2011).

Lasky (2005) asserts that agency is mediated by the interplay between the
individual “attributes and inclinations and the tools and structures of a social setting” (p.
900). In accordance with this view of agency, human beings “are neither independent and
autonomous agents nor are they shaped and controlled entirely by external influences”
(Ray, 2009, p. 116). Hence, the same individual can exercise more agency in one context
and less in another.

Agency is achievable if individuals are appointed agentic positions which give
them capacity or willingness to act. Harre and Slocum (2003) describe three categories
of actions: Those one has done, is doing, or will do; those which one is permitted, allowed
or encouraged to do; and those which one is physically and temperamentally capable of
doing (p. 125).

Positioning theory explains the relations between these three domains. Namely,
via positional moves or positionings, people can attain or lose the power to speak and act.
In other words, whether or not to exercise agency depends on the individuals’ being
positioned in certain ways.

In order to discern human agency better we need to understand Social Cognitive
Theory on human agency which suggests that the human mind is not only reactive but

also productive, authentic, and active (Bandura, 1997). The following section examines
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the social cognitive theory which is among the theoretical underpinnings of human

agency.

2.5.1. Social Cognitive Theory and Human Agency

According to Bandura (2001, p. 2) “To be an agent is to intentionally make things
happen by one’s actions”. He adds that thanks to agency people can have a say in their
self-development, adjustment and self-renewal as the time changes.

Social cognitive theory advocates agency which is emergent and interactive
(Bandura, 1986). Cognitive processes are brain activities that are emergent and have
determinative effects. People perceive unique events and actions and decide to implement
one of them. Two major routes are taken to explain the basic mechanisms of human
functioning. The first one studies the microanalyses of the processing of human mind
such as making use of coded information to do various tasks. The other one focuses on
the macro analytic functioning of factors which are socially situated in the development,
adjustment and change of humans. In this framework the functioning of humans is
socially interdependent, largely contextualized and coordinated by inclinations of
diversified social sub systems (Bandura, 2001).

Intentionality, forethought, self-reactiveness and self-reflectiveness constitute the
core features of human agency. Bandura (2001, p. 6) defines intention as “.a
representation of a future course of action to be performed.” Instead of expecting or
predicting a future action, intentionality requires commitment to achieve it. The capability
to generate actions in line with a purpose is the basic feature of personal agency.
Forethought is concerned with anticipating the outcomes of prospective actions and
guiding actions to produce desired consequences. In addition to making choices and
action plans deliberately agency requires shaping appropriate actions and organizing their
accomplishment which is about self-reactiveness. Finally, self-reflectiveness refers to the
capacity to self-examine one’s own functioning which enables the evaluation of one’s
motivations, values and the meaning they attach to the pursuits of life (Bandura, 2001).

Efficacy beliefs constitute the basis of human agency. If people do not believe that
they are able to generate expected results and anticipate and avoid unfavorable ones they
will have little motivation to proceed when they face difficulties. Hence, having a strong
sense of efficacy decreases susceptibility to stress and depression in demanding situations

and enhances resilience (Bandura, 2001).
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Social cognitive theory characterizes two more modes of agency in addition to
personal agency namely proxy and collective agency. Proxy agency is about reaching
people having access to assets or knowledge which relies on perceived social efficacy
such as children’s turning to their parents. In short it means working with others in order
to accomplish what we cannot achieve on our own. Collective agency is concerned with
the belief that people can produce desired results thanks to their collective power. In
addition to the mutual intentions, knowledge and skills, the groups’ achievements depend
on the transaction dynamics which are interactive, organized and cooperative (Bandura,
2001). Thus, personal agency functions within a system of sociocultural effects.

Human functioning is explained by means of triadic reciprocal causation by social
cognitive theory (Bandura, 1986). The elements of this causality are “internal personal
factors” consisting of cognitive, affective and biological events, “behavioral patterns” and
“environmental influences” which effect each other reciprocatively. (p.14). Figure 1
illustrates this triadic relationship. Social cognitive theory claims that behavioural effects
are generated as a result of the functioning of sociostructural factors via psychological
mechanisms (Bandura, 2001). To conclude, personal agency and social structure function
in a mutually dependent way. That is, human activity creates social structures and they

restrain or maintain resources and opportunities for personal development.

Personal
determinants

Behavioral Environmental
determinants determinants

Figure 2. Triadic reciprocal causation model of social cognitive theory
Source: Bandura,2001b
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To sum up, human agency is a slippery concept which has been defined in various
ways from various aspects. To illustrate, it has been conceptualized as individual capacity
and choices as in action theory, a mutually constitutive and interdependent relationship
between individual capacity and contexts as in practice theory, ecological view of agency

and social cognitive theory and activity theory.

2.5.2. Teacher Agency

Teachers are believed to be the most important agents influencing the
improvement of educational policy since they implement policy in their classrooms, and
shape learning conditions of students directly (Anderson, 2010; Priestley et al., 2015).

Priestley et. al (2015, p.3) defines teacher agency as “agency that is theorized
specifically in respect of the activities of teachers in schools”. Figure 2.2 below depicts
Priestlt et. al’s interpretation of Emirbayer and Mische’s conceptualization of agency

which was explained previously.

Practical-evaluative

e Cultural
o ldeas, values, beliefs,
discourses, language
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I (relationships, roles,

o Lufeh|st'or|es' ' - power, trust) - e Short term
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o Resources

o Physical environment

: 1

AGENCY
Figure 3. Priestley et. al’s interpretation of Emirbayer and Mische’s conceptualization of
agency
Source: Priestley, Biesta & Robinson, 2015 p.4
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When the diagram is analyzed in terms of teacher agency, the iterational aspect
involves personal capability (skills and knowledge), beliefs (professional and personal)
and values rooted in past experience. Thus, the focus of teacher education should be on
building resources and engaging teachers in a reflective way. In addition to professional
education, school experience is also of great importance. Personal experience seems to
be more significant than professional experience to build teacher agency. The projective
aspect of teacher agency deals with teachers’ short term and long term goals regarding
their work often rooted in their beliefs and values. Finally, the practical-evaluative aspect
has a great influence on agency since it shapes how teachers make decisions and act by
both enhancing and inhibiting their agency (Priestley et. al, 2015).

Anderson (2010, p.541) defines professional agency of teachers as “the capacity
to make choices, take principled action, and enact change”. Molla and Nolan (2020) state
that achieving agency requires contexts where teachers negotiate or struggle against the
constrictions posed by the policy or the authority. Sen (1999) describes agentic teachers
as the ones who have ability to distinguish what they value in their professional lives and
get it. Thus, the focal point of professional learning is changed from acquisition of
knowledge to engagement by teachers’ articulating their preferences and exerting
influence according to the freedom based assessment of agency. Teachers who are agentic
can recognize and make use of opportunities to improve their professionalism and take
action to change such as being proactive in their behaviors (Anderson, 2010).

Crocker and Robeyns (2010) state that being a professionally agentic teacher
depends on to the extent you make decisions autonomously and deliberatively, act
considering your decisions and generate change in your practice. On the other hand,
according to Calvert (2016) being an agentic teacher is related to certain aspects involving
teacher’s internal features such as the inclination to participate in professional learning,
the structural conditions of the school for professional learning and the extent to which
the system includes teachers in making decisions about their learning.

Furthermore, according to Wang et al. (2017) teacher agency is about teachers’
ability and capacity to make everyday decisions regarding context-specific pedagogies
actively, to take actions intentionally, and to initiate changes strategically in line with a
socio cultural approach.

Pyhilto et al. (2015, p. 813) explains professional agency as “a capacity that
prepares the way for the intentional and responsible management of new learning, at both

an individual level and community level”. This requires making use of others as a
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resource intentionally and also being a resource for others (Edwards, 2005). An active
professional agent perceives himself/herself as an active learner who makes decisions and
acts intentionally and reflects on his/her actions. Having motivation to improve and
implement his/her expertise is another feature of professional agents (Giddens, 1984). To
conclude, from the point of view of teacher agency, it is about teachers’ constructing their
learning contexts.

Teachers’ professional agency depends on the professional interplay between
teachers, pupils and their parents, and the other members of the school community
(Greeno, 2006). Hence, the opportunities, limitations and the demands of the context
regulate teachers’ professional agency. In addition to adaptation, teachers’ professional
agency can also include opposition which will commence initiatives or alter prevailing
power relations in the school (Sannino, 2010). Thus, teachers are capable of changing
their working environment via using various strategies.

Molla and Nolan (2019, p. 554) identified five aspects of teacher’s professional
functioning which are “expertise, deliberation, recognition, responsiveness and
integrity”. Corresponding to these aspects they determined five features of teacher’s
professional agency namely; “inquisitive agency, deliberative agency, recognitive
agency, responsive agency, and moral agency” as a result of the study they conducted to
investigate the interaction between teacher agency and professional practice (Molla &
Nolan, 2020, p. 72). Inquisitive agency refers to teachers’ searching for and participating
in appropriate professional learning programs. Besides, deliberative agency is concerned
with having the ability to reflect critically on one’s actions. In teachers’ case it is the
capability and having power to reconsider assumptions, values and policies in relation to
their practices. Recognitive agency is about teachers’ being valued and respected
regarding their professional work. Recognition enhances agency since teachers, who are
respected for their professional practices, are more inclined to identify their purposes and
try to achieve them. When it comes to responsive agency, it is concerned with meeting
different learning needs of the students and responding creatively to emergent problems.
Finally, moral agency is about practitioners’ capability to act ethically.

Teacher agency is mainly characterized as teachers' responses to educational
reforms in recent studies (Robinson, 2012; Sannino, 2010, Yang, 2012). However,
teacher agency may have different indications, and may have different stages from

consenting to resistance to negotiation (Robinson, 2012).
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In terms of the relation between agency and identity Buchanan (2015) state that
there is a reciprocal relation between a person’s professional agency and professional
identity. As teachers build awareness about who they are both in their school and
professional contexts, the actions they take become in line with their awareness and their
actions influence their identity constructions. That is, teachers construct and reconstruct
themselves making use of their self-conceptions and their actions comply with their self-
conceptions.

Toom et al. (2017, p.126) describe professional agency as “an integrated concept
comprising teacher's cognitive, motivational and attitudinal resources as well as skills and
abilities to promote and manage learning in multiple professional contexts, especially in
the classroom with pupils and in the professional community™.

In a nutshell, teacher agency can be explained as a phenomenon which is emergent
and accomplished in constantly changing contexts in the process of time involving past,
future and present goals changing each time agency is achieved.

Regarding the importance of teacher agency, supposing that agency is not merely
the capability of individuals but it is something they achieve, the significance of context
should be considered more critically since it has a potential to debilitate the agent ones.
Assuming that experiences of the past influence agency today, it can be concluded that
future agency of teachers will be influenced by today’s contexts (Emirbayer & Mische,
1998).

Another implication is about the fact that in unproblematic situations innovative
actors may be just going with the flow instead of accomplishing agency (Emirbayer &
Mische, 1998). Thus, as autonomy does not mean agency, autonomous teachers may not
achieve to be agent because they do not have cognitive or relational sources or they just
follow their past behavior patterns in a habitual way. On the other hand, policies
specifying goals may shape and enhance agency helping teachers make decisions and
plan future actions (Priestley et. al, 2015, p.3). Besides, Molla and Nolan (2020) assert
that agentic teachers are also empowered and autonomous during their professional
practices.

As another feature of agentic teachers Molla and Nolan (2020) assert that they
have the determination and power to make reasonable decisions to assist their students
and they add that opportunities for continuous professional learning which benefit from
the dialectical relationship between teachers’ subjective conditions and objective contexts

of teaching will promote professional agency of teachers.
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In addition to fulfilling complicated tasks, agentic teachers also “have the “skills
and will to strengthen their own capabilities for life-log learning and sustained
professional growth” (Lipponen & Kumpulainen, 2011, p. 812). Thus, it can be
interpreted that teacher agency has a role in assisting professional development.
Moreover, agency helps teachers to achieve self-realization by motivating them to stay
true to themselves (Ketelaar et al., 2012). Another asset of agency is that agentic teachers
are more likely to consider what they do meaningful (Priestley, Biesta, & Robinson,
2015). To conclude, on the basis of the literature on the features of agentic teachers, in
the current study, the professional agency of teachers’ has been described as their beliefs
and practices to exercise power on the structured educational context and to accomplish

their professional development.

2.5.3. Research on Teacher Agency

In the light of the above discussions, going through the research on teacher agency
may shed even more light to the core of this study. Thus, recent research results on teacher
agency are presented in this section.

Yang (2012) examined the nature and extent of teacher agency with respect to
requirements of the new curriculum reform by using surveys with 44 EFL teachers,
interviews and observations with three case teachers and focus group interviews with 18
students from three case teachers. The study illustrated that both theoretical and practical
knowledge together with support from students and professional peers are required for
the EFL teachers’ improvement of pedagogical agency.

In another study Biesta et. al. (2015) investigated the role of beliefs in teacher
agency to understand the dynamics of teacher agency and the factors that contribute to its
promotion and enhancement using observation; semi-structured individual and group
interviews. They found that beliefs play an important role in teachers” work. There is an
apparent mismatch between teachers’ individual beliefs and values and wider institutional
discourses and cultures which indicate that the promotion of teacher agency does not just
rely on the beliefs that individual teachers bring to their practice, but also requires
collective development and consideration.

Besides, Pyhélto et. al (2015) explored teacher learning with respect to teachers’
professional agency by using a survey with 2310 Finnish comprehensive school teachers.

The findings revealed that teacher learning with regards to professional agency involved
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several factors such as abilities, beliefs of efficacy, motivational aspects requiring
transformation of teachers’ teaching practices, encountering collective efficacy, building
positive interdependency, appreciating reciprocal agreements and making use of
strategies to seek help.

Moreover, Kayi-Aydar (2015) examined the identity negotiations and agency of
three pre-service classroom teachers at a research university in the United States by using
interview data and teachers' journal entries. The results revealed that the teachers took on
various, and sometimes conflicting, positional identities which shaped teachers' agency
and self-reported classroom practices in relation to their social context.

Additionally, Biesta et. al. (2017) scrutinized the role of teacher talk in the
attainment of agency in one primary and two secondary schools in Scotland. Two
experienced classroom teachers and a single senior line manager in each school
constituted the participants. They used observation, semi-structured individual and group
interviews, a personal and professional history interview at the start of the project,
analysis of key policy texts and teacher network mapping. Their study revealed that
teacher talk can make essential difference for teacher agency. To illustrate, when teachers
talk about education, their talk allowed them to have opinions on current situation which
is about the practical-evaluative dimension of the achievement of agency and it also
illustrated orientation about the future showing the projective dimension of agency.

Furthermore, Tao and Gao (2017) inspected teachers’ enacting agency to assist
their professional development during curricular reform at a university in China. They
conducted life history interviews with eight language teachers and used field notes as data
gathering instruments. They found that the participants made different choices and took
different actions which were mediated by their individual identity commitment as a
response to similar contextual opportunities and constraints.

In a similar context, Ruan (2018) explored a Shanghai tertiary female EFL
teacher’s agency by investigating how she demonstrated her agency and how she
negotiated with the situated context to manage her roles in her career path. Interviews,
classroom observations, artifacts, living graphs, and SNS-based communication were
used to collect the data. It was found that; the participant accomplished her agency
recursively through influences from the past, orientation towards the future, and
engagement with the present; her achievement of agency was facilitated by reflection and

self-regulation and her situated context supported or constrained her agency.
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In Turkish context Gllmez (2019) studied the relationship among factors that
relate to teacher agency namely teachers’ personality traits, levels of academic optimism,
and their commitment to teaching. A survey instrument which includes 4 scales was given
to 577 in-service secondary and high school teachers working in public schools. The
results revealed that teachers’ academic optimism and their commitment to the teaching
profession were significant predictors of teachers’ agency, while the direct effect of
personality traits on teacher agency was not significant.

In addition, Jenkins (2019) conducted a longitudinal qualitative case study which
investigated teacher agency using the Triadic Reciprocity Framework Core Agency
Concepts (TRFCAC) model. The participants were twelve high school teachers and semi-
structured interviews were used as data gathering instruments. Results manifested that
teacher agency occurred in a blend of three ways: as proactive agency which includes
teachers’ planning and initiating curriculum change as a personal decision; as reactive
agency which requires teachers to create change in consequence of an environmental
effect; and as passive agency where teachers resist passively to a enforced curriculum
change.

Finally, Molla and Nolan (2020) explored the interaction between teacher agency
and professional practice using semi-structured interviews with ten teachers. They
identified five features of teacher’s professional agency namely; inquisitive agency,
deliberative agency, recognitive agency, responsive agency, and moral agency.
Moreover, they found that the participant teachers’ agency was limited in respect to
expertise, recognition and responsiveness.

To conclude, the studies summarized above focused on different aspects of teacher
agency ranging from its nature, extent, factors enhancing and constraining it and its
relation to various features such as identity, beliefs, teacher talk and professional
development. As data gathering instruments they mainly used surveys, interviews and
observation. The findings of the studies revealed that while factors such as theoretical and
practical knowledge, support from students and peers, beliefs of efficacy, reflection, self-
regulation, academic optimism, commitment to teaching enhance teacher agency, context
can constrain it.

The following section reviews the literature on teacher effectiveness, another

parameter of the present study, which is closely related to teacher agency.



44

2.6. Teacher Effectiveness

Many factors contribute to student achievement such as family or school related
factors but teacher who is at the center of education seems to be the most influential one
(Stronge & Tucker, 2000). Enhanced student achievement is only as good as the
classroom teacher and their teaching practice(s) (Skourdoumbis, 2014, p.113). Moreover,
Buchanan (2012) asserts that success of the whole education system is based on the
quality of teachers (Buchanan, 2012).Thus, there are various attempts to make a definition
of an effective teacher but because of the qualitative nature of “being effective”, it is
difficult to make a precise list of the features of an effective instructor.

The research dealing with the effectiveness of teaching and teacher education
reveals that under different periods teachers were conceptualized from different
perspectives. For instance, in the 20's-40's, teacher characteristics were emphasized and
teachers were regarded as knowledge transmitters. In the 50's-80's, teacher behavior in
the classroom was related to learning outcomes and teachers were conceptualized as
facilitators of knowledge (Cochran-Smith & Fries, 2005; Zeichner, 2005). Finally, they
are regarded as professionals who assist learning as an active social phenomenon with an
emphasis on critical features of education (Buchanan, 2015; Burns & Mclintyre, 2017).

Research on teacher effectiveness focus on different aspects such as student
success (Stronge et.al. 2011; Burroughs, 2019), comments of students (Barnes & Lock,
2010; Cubukgu, 2010; Wichadee and Orawiwatnakul, 2012; Demir6z & Yesilyurt, 2015;
Goksel & Soylemez, 2018), teachers (Bozkus & Tastan, 2016; Yuan & Hu, 2018;
Mohammaditabar et. al., 2019), both teachers and students (Brown, 2009; Arikan, 2011;
Simpson and Mengi, 2011) or administrators (Williams, 2010; Pinto et. al. 2012).

World Bank’s (2011) defined teacher effectiveness “as the capacity of a given
teacher to lead their students to sustained achievement gains” (p. 16). Hunt (2009, p. 1)
proposed a comprehensive definition of teacher effectiveness as:

The collection of characteristics, competencies, and behaviors of teachers at all educational levels
that enable students to reach desired outcomes, which may include the attainment of specific

learning objectives as well as broader goals such as being able to solve problems, think critically,

work collaboratively, and become effective citizens.

Stronge and Hindmam (2003) classify characteristics of effective teachers under
six domains based on the research findings which are; prerequisites of effective teachers,
teacher as a person, classroom management and organization, organizing for instruction,

implementing instruction and monitoring student progress and potential. Prerequisites of



45

effective teachers includes issues such as content knowledge, knowledge about students
with special needs and coursework on pedagogy. The second domain teacher as a person
is about personality features such as being fair, caring or reflective thinkers. Classroom
management and organization is related to providing learning environments which are
safe, organized and productive. The fourth domain which is organizing for instruction
includes features such as determining priorities, planning instruction and time allocation.
Research has revealed that effective teachers set explicit goals which are linked with
classroom activities. As for the implementing instruction domain, it involves using
strategies such as problem solving, hands-on-learning, giving feedback to meet individual
needs. Finally, monitoring student progress and potential is about facilitating student
achievement by monitoring student learning and adapting their instructions in line with
their observations.

In another study Stronge (2007) made a detailed classification of the qualities of

an effective teacher and put those under five categories which can be seen in table 4

below.
Table 4.
Quialities of Effective Teachers
Category Quality
Personality Traits Caring for students

Treating students fairly and respectfully
Positive interaction with students
Enthusiasm in teaching
Motivation to work
Devotion to professional development
Awareness of strong and weak sides
Classroom management Establishing classroom management
Organizing tasks, instruments and space in class
Establishing student discipline
Planning of instruction Considering instruction important
Time management
Having high expectations of himself and students
Organizing contents for an effective instruction
Instruction Using different instruction methods and strategies
Guiding students with clear examples
Supporting learning by understanding rather than by
memorizing Using questioning effectively
Directing student attention to lesson
Monitoring of student progress  Giving homework appropriate to lesson content and student
capacity
Providing face to face interaction to students left behind of
class
Considering student needs and proficiency

Source: Stronge, 2007
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Shulman made a distinction between different kinds of teacher knowledge which
are content knowledge (Mathematics, Science, Art, Geography etc.), general pedagogical
knowledge (knowledge of principles and strategies for classroom management and
organization), curriculum knowledge (with a particular grasp of the materials and
programs that serve as the “tools of trade” for teachers), pedagogical content knowledge
(Teachers’ own special form of professional understanding), knowledge of learners and
their characteristic, knowledge of educational contexts (the characteristics and effects of
groups, classrooms, schools, school district administration, communities and cultures),
knowledge of educational ends (purposes, and values and their philosophical and
historical grounds) (Shulman, 1987, p.8).

Alashwal (2019) classifies the characteristics of effective teachers into two
groups; professional and personality features. The former is made up of various
knowledge fields which are self- knowledge, knowledge of context, knowledge of
students, pedagogical knowledge, subject knowledge, curriculum knowledge and
knowledge of the method of teaching. On the other hand, the latter includes traits about
the professional role and the responsibilities of teachers. Various character traits
constitute personality qualities such as confidence, desire to learn, adaptability and
listening skills.

According to Darling-Hammond and Baratz-Snowden (2007, p. 112) effective
teachers:

1. Use various assessment tools to measure both what students learn and how they
learn;

2. Organize activities and instruction based on students’ prior knowledge and

developmental levels;

Engage students in active learning;

Convey expectations for high quality work;

Provide constant feedback for student improvement;

Design a well-managed classroom;

N o g~ w

Collaborate with colleagues and students’ families.

Bray-Clark and Bates (2003), associating teacher effectiveness, agency and self-
efficacy state that effectiveness of teachers depends on personal agency of teachers that

is, teachers’ defining tasks, utilizing strategies, seeing their possibility of success and
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finally solving the problems they encounter. Self-efficacy referring to an individual’s
belief in his or her capability “to organize and execute the course of action required to
manage prospective situations” (Bandura, 1997, p. 2) is a critical element of teacher
effectiveness too. Personal agency concept which involves teachers’ capability of being
“self-organizing, self-reflective, self-regulating and proactive in their behavior”
highlights the significance of self-efficacy.

In Turkish context, Higher Education Council (HEC) has designated proficiency
guidelines for effective teachers. HEC highlighted the following criteria under the

heading of proficiency guidelines for teachers:

» Knowledge of subject matter

* Planning the learning and teaching process
* Classroom management

* Effective communication skills

* Effective evaluation and feedback

« Updating one’s professional development (YOK, 1998, p 16, 17)

Besides, in 2006, MONE described general teacher efficacies consisting of 6
main, 31 sub-efficacies and 233 performance skills. The six main efficacies include;
individual and professional values- professional development, becoming acquainted with
the students, the process of teaching and learning, monitoring and evaluating learning and
development, the school, family and society relationship and program and content
knowledge (MEB, 2006).

Finally, 21% century skills should be taken into consideration since in addition to
the afore-mentioned features, teacher effectiveness is related to the acknowledgement of
these skills too. Kim et. al. (2019, p.100) explain the 21st-century skills as “a range of
competencies, including critical thinking, problem solving, creativity, meta-cognition,
communication, digital and technological literacy, civic responsibility, and global
awareness”. Framework for 21st Century Learning (P21, 2011, p. 3), refers to the 21%
century skills as the 4Cs of the Learning and Innovations Skills domain which are a)
critical thinking and problem solving, b) communication, c) collaboration, and d)
creativity and innovation. Critical thinking necessitates evaluating what is said for its
virtue and authenticity depending on what you know. Thus, it is related to problem

solving since it requires asking questions for clarification of opinions to solve problems
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innovatively (Kvinja, 2014). The Partnership for 21st Century Skills (P21, 2009, p.13)
describe five groups of communication skills including “the ability to articulate thoughts
and ideas effectively, both orally and nonverbally, the ability to listen and make sense of
what is being said, the ability to utilize communication effectively, the ability to utilize a
wide range of media and related technologies and ability to communicate in different
environments.” Strathclyde, (2014) defines collaboration as giving and getting feedback
from peers or other members of the team so as to accomplish a common task, sharing
good ideas with others as well as acknowledging their contributions. Finally, Kvinja
(2014) explains the creativity skill as being able to solve problems innovatively and
inventing new technologies or creating new applications of the existing technologies. To
conclude, teachers’ 21% century skills should be emphasized in order to generate 21st-
century learners.

In conclusion, as Kivunja (2014) claims there are not any universal laws of
effective teaching but there are various ways of teaching effectively according to recent
research. Similarly, Tomlison and Germundson (2007) liken teaching effectively to
creating jazz in terms of combining various elements and styles using instructional
strategies and methods. Thus it should be emphasized that what is effective in one context

may not be effective in another one.

2.6.1. Research on Teacher Effectiveness

This section examines recent research results on teacher effectiveness in order to
have a better understanding on the issue along with the literature discussed above.

Khojastehmehr and Takrimi (2009) attempted to find out the perceptions of the
English teachers in Khuzestan on teacher effectiveness. 215 male and female secondary
school English teachers participated the study and a 50-item questionnaire was used as
data gathering tool. Results revealed that, instructional strategies were viewed as more
critical for teacher effectiveness than other characteristics.

Similarly, Demir6z and Yesilyurt (2015) examined the perceptions of prospective
English teachers studying at Department of English Language Teaching (ELT) and
Department of English Language and Literature (EL&L) with regard to an effective
foreign language teacher. They used Effective Teacher Questionnaire for the collection
of data and the t test results showed that there was a significant difference between ELT

students’ and EL&L students’ perceptions of an effective foreign language teacher.



49

Besides, Bozkus and Tastan (2016) investigated both the importance order of
qualities that effective teachers have and differences of perceptions based on gender,
branch and school types with 981 teachers working at public schools by using a
questionnaire. Results of the study showed that most important quality perceived by
teachers was classroom management followed by the planning of instruction, personality
traits, instruction, and monitoring of student progress. Moreover, they found that
classroom teachers attached more importance to classroom management than branch
teachers.

In addition, Ilin (2016) studied a female novice ELT teacher’s conceptions of the
qualities of an effective teacher by using repertory grid technique. The findings of the
study revealed that theoretical knowledge was sufficient for a teacher to be effective.

In another study Goksel and Séylemez (2018) explored English EFL pre-service
teachers’ conceptions of the characteristics of an effective EFL teacher. The data were
collected through concept maps from a group of EFL pre-service teachers attending the
same teacher-education program, focus group interviews with 20 pre-service teachers
selected randomly from the participant group, and the researcher’s notes taken throughout
the study. The results showed that the most important characteristics was having the
necessary language skills to be able to use English fluently and accurately in the
classroom. Moreover, being patient, helpful and humorous with good relationships with
their students were also mentioned.

Additionally, Yuan and Hu (2018) investigated the qualities of effective EFL
language teacher educators from the perspectives of pre- and in-service teachers at a
university in China. bata was gathered from focus group interviews and the findings of
the study demonstrated the perceived qualities of effective language teacher educators,
including, in the words of some of the participants, being ‘fountains of knowledge’,
having ‘eyes on the stars and feet on the ground’, and ‘providing a personal touch’.

In the same vein, Kulekci (2018) scrutinized prospective EFL teachers’
perceptions of characteristics of effective teachers by using a questionnaire and semi-
structured interviews with 165 male and female prospective English language teachers.
The findings revealed that various characteristics associated with ELT were determined,
such as giving examples related with the real life situations, being prepared for the lesson
and developing themselves continually.

Furthermore, Bergman (2018) inspected influential teacher qualities by using a

survey with 98 science teachers. The results revealed that the seven most frequent features
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of influential teachers were passion, rapport, pedagogy, time, high expectations, fun, and
helpful.

Another study conducted by Karabuga (2018) explored how teachers’ beliefs
about the qualities of effective teachers are shaped after taking part in Lesson Study
practice, and how teacher learning is structured through the social context and
collaboration between colleagues and the contributions of Lesson Study on the
professional development of teachers with five EFL teachers in a Ph. D. dissertation
thesis. She used interviews, teachers’ reflective journal entries, field notes, video
recordings of the teacher workshops and research lessons, rep-grids and minute papers as
data gathering instruments. The results of her study revealed that EFL teachers did not
experience a great deal of change in their beliefs about the qualities of effective language
teachers after practicing Lesson Study model but they added constructs under the
categories of Teacher-Student relationships and Professionalism at the end of the study.
Moreover, it was found that the teachers had a positive attitude towards LS practice both
at the beginning and at the end of the study. The participants also benefited from the study
in terms of personal and professional growth, improvements in teachers’ knowledge and
teaching practices, an increase in teachers’ confidence towards themselves, their students,
and their teaching abilities, and development of positive attitude towards professional
development, students, and teaching profession.

Moreover, Mohammaditabar et. al. (2019) studied EFL teachers’ perspectives of
qualities of a good language teacher. The participants were 386 Iranian EFL teachers
working at different educational settings who completed a self-report questionnaire on
qualities of a good language teacher. Semi-structured interviews were also conducted
with 40 EFL teachers. They found the participants in all the educational settings in
question attach importance to teaching boosters, care and enthusiasm. However,
evaluation, was the last-ranked quality of a good language teacher as perceived by EFL
teachers.

Finally, one of the most recent studies is Metruk’s study (2020) which investigated
Slovak pre-service EFL teachers’ and Slovak in-service EFL teachers’ perceptions of a
good and effective language teacher with seventy four pre-service EFL teachers and sixty
three in-service teachers via a 57-item Likert type questionnaire. The results showed that
the pre-service teacher participants preferred traditional teaching more than their in-

service teacher who preferred CLT (Communicative Language Teaching) markedly.
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To sum up, the studies presented above struggled to find out the perceptions of
pre-service and in-service teachers on the qualities of an effective teacher by using various
methods. The most common methods are questionnaires and surveys supported by
interviews. It is observed that two studies made use of rep-grids which are also used in
the current study to explore the personal theories of EFL instructors on an effective
teacher. When the findings of the studies are concerned, it is noticed that the
characteristics mentioned by the participants can be grouped under categories such as
instructional practice, personality traits, teacher-student relationship and professionalism.
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CHAPTER 111

METHODOLOGY

3.1. Introduction

This chapter presents information about the methodology of the present study
which involves subparts such as the research design, the participants, data collection
tools, and the procedures followed during data collection and analysis.

3.2. Research Design

A qualitative research design which is based on interpretive paradigm is used in
the study. Interpretive paradigm aims to understand and interpret the perspectives of the
social actors and the reasons and motivations of social actions. The aim of the qualitative
research is to interpret how people create meaning and social reality in their natural social
contexts. It intends to describe social facts in depth to interpret complicated relations
among the social facts in their own social contexts (Neuman, 2000). However, as one of
data gathering instruments the current study also employed a scale which is a quantitative
tool. Thus, the study made use of mixed method when the tools for gathering data are
concerned.

The present study is an explorative case study (Yin, 1984) and an interpretative
one based on Merriam’s (1988) classification. Yin (1984) pinpoints three types of case
studies with regards to their outcomes: (a) exploratory (as a pilot to other studies or
research questions); (b) descriptive (providing narrative accounts); (c) explanatory
(testing theories). Exploratory case studies can be used to generate hypotheses that are
tested in larger forms of research. Nonetheless, Adelman et al. (1980) warn the
researchers not to use case studies solely as preliminary studies and add that they are
noteworthy and valid methods of research in their own right. Merriam (1988) labels three
types of case studies which are; (a) descriptive (narrative accounts); (b) interpretative
(developing conceptual categories inductively in order to examine initial assumptions);
(c) evaluative (explaining and judging). Thus, the present study is both exploratory since
it may help the generation of hypotheses regarding the effects of action research on the

perceptions of teacher agency and effective teacher and an interpretative one.
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Yin (1981) states that “The need to use case studies emerge when an empirical
inquiry must examine a contemporary phenomenon in its real-life context, especially
when the boundaries between phenomenon and context are not clearly evident.” (p 59).
Moreover, Cohen et al. (2002) point out that since case studies present unique instances
of actual people in actual situations, they help the comprehension of the ideas more clearly
when compared to the presentation of them with abstract theories and principles.
Observing effects in actual contexts bearing in mind that they determine both causes and
effects is one of the assets of case studies.

Hitchcock and Hughes (1995) point out several features of case studies:

e Itis concerned with a rich and vivid description of events relevant to the case.

e It provides a chronological narrative of events relevant to the case.

e It blends a description of events with the analysis of them.

o |t focuses on individual actors or groups of actors, and seeks to understand their
perceptions of events.

e It highlights specific events that are relevant to the case.

e The researcher is integrally involved in the case.

e An attempt is made to portray the richness of the case in writing up the report. (p.

317)

Regarding the weaknesses of case studies Nisbet and Watt’s (1984) mention that
the results may not be generalizable. They add that they are not easily open to cross-
checking and there may be the problem of observer bias. The aforementioned issues were
considered and certain precautions were taken such as using various validation techniques
and inter-coders during the study.

Besides, Yin (2003) bases his approach to case study on a constructivist paradigm.
Constructivists claim that truth is relative and that it is dependent on one’s perspective.
This paradigm recognizes the importance of the subjective human creation of meaning,
but doesn’t reject outright some notion of objectivity.

The current study is also based on Kelly’s (1955) personal construct psychology,
which proposes that internal constructs form each person’s individual sense and reality
and we construe the world using these constructs. While ‘constructs’ are defined as the
existing patterns or beliefs which influence our interpretations, ‘construing’ is described

as interpreting something via thinking, feeling and reacting . Thus, the same objective
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situation is interpreted in unique ways by different people (Denicolo, Long &Bradley-
Cole, 2016). According to Kelly, people try to make sense of the universe, themselves
and the situations they encounter like a scientist. By making hypothesis and testing them,
people form personal constructs which constitute their theories and beliefs and which can
change and be adapted by experience (Fransella & Bannister, 1977).

Lastly, since the present study investigates the possible change in the constructs
of the participants as a result of conducting action research, it fits into one of Denicolo et.
al.’s (2016) classification of case studies labelled as ‘before and after study’. According
to Denicolo et. al. (2016) these studies are concerned with investigating constructs

regarding an issue before and after the intervention.

3.2.1. Role of the Researcher

The researcher’s role is two folds in the current study; as a researcher and as a
participant. As a researcher, she was mainly an observer keeping a record in her field
notes in each step of the study in order to analyze the phenomena intensively. As Denicolo
et al. (2016) suggest constructivist approaches require both an interactive and idiographic
attitude in the data collecting procedure with an aim to understand the rich variety of
meaning that the participants attach to their experiences. Thus, along with being a careful
observer, she was an active interpreter of meanings providing opportunities for the
participants to reflect on their experiences throughout the research procedure.

As a participant, she had a chance to experience the procedure from the point of
view of the participants as well as experiencing the procedure from the researcher’s
standpoint. This enabled her to see the difficulties that the participants encountered
especially during the online action research process and to take action to overcome these
difficulties.

3.3. Participants

In the study which is concerned with investigating the perceptions and constructs
of EFL instructors regarding their senses of agency and an effective teacher, participants
are seven EFL instructors working at a state university. Criterion sampling which is a
kind of purposive sampling technique belonging to non-probability sampling techniques,
is used for the selection of the participants. Non-probability sampling techniques are

preferred in qualitative studies when the researchers do not have an intention to generalize
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findings beyond the sample in question (Cohen et al., 2002). Cohen et al. (2002) state that
in purposive sampling, researchers choose the sample for a specific purpose which is
satisfactory to their needs. Furthermore, Denicolo et al. (2016, p.113) add that “criterion
sampling is used when participants must exhibit specific attributes” such as being
members of a sports team. In the current study, the participants are all EFL instructors
who work at the same institution. Moreover, their students’ profiles are similar in age and
level of English. All these features make them suitable to the scope of the study.

All of the participants are females and their ages range from 32 to 45, and their
years of experience range from 9 to 22 years. Demographic information about the

participants can be seen in table 5 below.

Table 5.

Demographic Information About the Participants

Participant  Sex Age Years of experience  Institution

Sea Female 39 16 State University
Astronaut  Female 32 11 State University
Elly Female 32 9 State University
Blueberry  Female 45 22 State University
Tobe Female 38 16 State University
Melisa Female 42 20 State University
Ginger Female 38 15 State University

Pseudonyms which the participants chose were used instead of real names.
Besides, since the participants work at Akdeniz University, an approval from the ethics
committee of Akdeniz University was received. Participants also signed a consent form
(See Appendix A) which informs them about the content, procedure of the study and

confidentiality of the participants.

3.4. Data Collection Tools

In order to find out the perceptions of the participants on their senses of agency in
the classroom before and after conducting action research (the first and second research
guestions) a teacher agency scale formerly developed by Gulmez (2019) was adopted and
administered to the participants and to get a deeper and more detailed understanding of
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how agent they feel in their classrooms semi structured interviews and observation
techniques were utilized. In order to analyse the data gathered through semi-structured
interviews and observations, content analysis technique was used.

Furthermore, repertory grid technique, a non-directive elicitation technique, semi-
structured interviews and observation technique were used to reveal the constructions of
the participants regarding an effective teacher before and after conducting action research
(the third and fourth research questions). Denicolo et. al.(2016) state that repertory grids
are effective sources to elicit deeply held assumptions and values in a structured way.
Thanks to repertory grid technique the underlying construct systems of individuals can
be revealed and they are engaged in a reflective dialogue about their motivations and
attributions. Moreover, semi-structured interviews and observation technique were used
for the triangulation and validation of the data obtained through rep-grid technique. The
interviews were recorded and later transcribed verbatim in order to implement content
analysis technique.

The data collection tools utilized in the present study concerning each research
question are illustrated in Table 6 below.

Table 6.
Data Collection Tools

Research Questions Data Collection Tools

1. What are the perceptions of EFL instructors Teacher agency scale (Time 1), follow-up
working at a state university regarding their interviews and classroom observations
agency in the EFL classroom before conducting

action research in their classrooms?

2. Can we detect any changes in the way the Teacher agency scale (Time 2), follow-up
instructors perceive their agency in the classroom interviews and classroom observations
after conducting action research in their

classrooms?

3. How do the participant teachers conceptualize Repertory-Grids (Time 1), follow-up

the qualities of an effective teacher before interviews and classroom observations
conducting action research in their

classrooms?

4. Can we detect any changes in the way the Repertory-Grids (Time 2), follow-up
instructors perceive an effective teacher after interviews and classroom observations
conducting action research in their classrooms?
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3.4.1. Repertory Grid

Repertory grid, which is referred as "a hard tool for soft psychologists”, was
created by Kelly (1955) and can be described as a tool used to analyse and reveal an
individual’s conceptual system (Shaw, 1980). Thanks to the mathematical basis of the
grid both qualitative and quantitative data can be gathered which reminds us the metaphor
‘person as a scientist’. A repertory grid includes a matrix of three parts which are
elements, constructs and ratings arranged around a sole topic. They all combine and give
us a ‘mental map’ of the participants’ constructions related to the investigated topic
(Denicolo et. al., 2016).

In line with the aims of the present study, repertory grid was used to elicit beliefs
of EFL instructors in terms of qualities of an effective teacher and to explore any changes
in their beliefs as a result of the action research process.

In the current study, the repertory grid administration procedure consisted of three
phases. The first one was the construct elicitation phase, second, the ranking of the
constructs, and finally giving priorities to the constructs cited. Before the repertory grid
elicitation procedure, the participants were informed about the phases. Then, the
researcher asked the participants to think about the qualities of three (the number may
vary depending on the nature of the study) Effective, three Typical and three Ineffective
elements (teachers) from their own repertoire without giving names. The participants
were asked to think about the similarities and differences between the elements (teachers)
in order to fill in the bipolar grid (Appendix B) by using the triads such as E1, E2, E3
formed by the researchers. The participants continued to generate constructs until they
could not think of any more constructs. In the second phase, the participants rated each
of these constructs on a 1 to 5 scale, 1 being the closest and 5 farthest to the construct.
They also rated themselves and their ideal teacher. Finally, five high priority constructs
were selected by the participants and listed in the order of importance. The reason behind
this procedure is to investigate the participant teachers’ most important or high priority
constructs and as well as to observe whether those constructs undergo any change as a
result of the experience they had throughout the action research process. Then, the data
gathered was computed and each grid was subjected to focus analysis to picture and
illustrate the way thoughts are organized in the participants’ minds.

The same procedure was repeated at the end of the action research process.

Moreover, upon getting rep-grids (time 1 and time 2) back from the teachers, they were
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interviewed in order to have more insight on their constructs and ratings, and to make the
points that needed more elaboration clear. Besides, in order to have a deeper
understanding of teachers’ beliefs regarding the qualities of an effective teacher and to
investigate whether or not the teachers changed their beliefs as a result of conducting

action research, lesson observations were utilized both at time 1 and 2.

3.4.2. Interviews

Interviewing which is regarded as “conversation with a purpose” (Dexter, 1970,
p. 136) is a common tool used to collect qualitative data. Kvale (1996, p.14) describes an
interview as a way of interchanging views between two or more people on a topic of
mutual interest. Thanks to the interviews the participants can confer their own perceptions
of the world and convey their own opinions of the situations.

Based on the degree of structure interviews can be classified as structured,
unstructured and semi-structured interviews. In the structured format, a guide containing
the questions to be asked which is prepared before the interview is used. While this kind
of interviews enable comparing participants, they are limited in richness. On the other
hand, the unstructured interview also known as the ethnographic interview involves little
interference and maximum flexibility for the interviewee to reveal as much information
as possible. Finally the semi-structured type which is the most common one used in
applied linguistics involves pre-prepared questions as a guide. However, the interviewee
is also encouraged to elaborate on particular issues since the researcher does not want to
limit the depth of the interviewee’s story (Dérnyei, 2007).

The present study made use of semi-structured interviews since the researcher did
not want to limit the participants’ constructions regarding an effective teacher and teacher
agency. The pre and post interviews were conducted in English before and after
conducting action research as a tool to validate the data collected via repertory grids and
teacher agency scale. The duration of the interviews ranged from 20 minutes to 35
minutes. While the follow-up interviews regarding effective teacher are prepared in line
with each participant’s grid data, the ones regarding teacher agency are prepared based
on the participants’ teacher agency scale results. Furthermore, while the interviews
conducted at the beginning of the study were face to face, the ones carried out at the end
of the study were online using the MS (Microsoft) Teams application due to the pandemic.

At both times they were recorded and transcribed verbatim for data analysis.



59

3.4.3. Teacher Agency Scale

The teacher agency scale used in the present study was developed by Gulmez
(2019) to measure teacher agency and included items that relate to a number of agentic
behaviours of teachers. She decided to develop this tool because of the inexistence of
such a tool since the concept of teacher agency has only been recently explored.
Regarding the validity and reliability of the scale, Cronbach alpha coefficients were also
estimated for each subscale. Alpha coefficients which ranged between .70 and .89 deemed
satisfactory. In addition, item-total correlations (ranging from .54 to .71 for “instruction”,
from .58 to .80 for “community service”, from 65 to 76 for “evaluation”, from .49 to .69
for “planning”, from .51 to .69 for “dissemination”, and from .60 to .70 for
“empowerment”) indicate that the items were strongly correlated with the total scale
(Gulmez, 2019).

The scale was designed on a 5-point rating scale with the following anchors: 1:
Never, 2: Seldom, 3: Sometimes, 4: Often, and 5: Always.

Teacher Agency Scale aimed at identifying teachers’ agentic behaviors within the
context of teaching, in and out of their classrooms. It particularly intended to measure the
extent to which teachers took the steps to further and enhance their teacher practice
(Gilmez, 2019).

The final version of the scale includes 34 items under six subscales which are: (1)
Planning, (2) Instruction, (3) Evaluation, (4) Empowerment, (5) Community service, and,
(6) Dissemination.

The Planning items underline the actions teachers engage in to individualize the
activities of planning based on the needs of the students using a variety of tools and
support. The Instruction dimension includes teacher behaviors as the integration of school
and out of school learning, fostering students’ development through supporting them to
engage in scientific projects and dissemination of them, and using scientific research
results in teaching/learning processes. The subscale Evaluation, refers to the diverse and
authentic implementations of teachers in assessing their students’ learning as wells as
their teaching using other stakeholders’ and their own reflections. The Empowerment
subscale is related to engaging students in planning, instructional and evaluation
activities. The Community Service subscale includes activities as organizing various

parent involvement and acculturation activities. Finally, the Dissemination subscale
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includes the teachers’ endeavours to share their authentic works with their colleagues,

other schools, ministry, and other external stakeholders.

Sample items from each sub-scale are provided in Table 7 below.

Table 7.

Sample Items for Each Subscale

Subscale

Sample Items

Planning

Instead of using ready made plans | prepare my own plans based on the
needs of my students every year.
[Hazir planlar kullanmak yerine her y1l 6grenci grubumun ihtiyaglar

dogrultusunda yeni planlar olustururum. ]

Instruction

I utilize scientific research results in learning/teaching processes.
[Ogretme/ogrenme sureclerinde bilimsel arasgtirma sonuclarini

kullanirim. ]

Evaluation

| give detailed feedback to my students about their progress by
evaluating the testing outcomes.
[Olgme sonuglarmi degerlendirerek 6grencilere gelisimleri ile ilgili

detayli geri bildirim veririm.]

Empowerment

I make my students evaluate each other’s learning processes.
[Ogrencilerin birbirlerinin 6grenme siireclerini degerlendirmelerini

saglarim.]

Community service

I organize events for parents to participate in several social, cultural,
and art activities.
[Ailelerin cesitli sosyal, kulturel, sanatsal etkinliklere katilimi icin

organizasyonlar duzenlerim.]

Dissemination

I share my authentic works with external stakeholders (other schools,
Ministry of National Education, public education centers, etc.).
[Ozgiin caligmalarimi dis paydaslarla (diger okullar, MEB, halk egitim

merkezleri gibi) paylagirim.]

Gulmez (2019) examined the factor structure of the Teacher Agency Scale

initially through Exploratory Factor Analysis (EFA) with the pilot data and then through

the Confirmatory Factor Analysis (CFA) using the main study data.

Modifications were made based on the results of these analysis such as omitting

certain items and adding new subscales.
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3.4.4. Classroom Observations

The observational technique allows behavior and events to be recorded as they
occur. The fact that there is no time lag between observation and recording guarantees
validity. Moreover, the researcher has a chance to see the world from the perspectives of
the participants (Guba & Lincoln, 1981).

Observation is a part of the ethnographic research but classroom observation
focuses on specific aspects of particular areas rather than providing an ethnographic
explanation. Classroom observation can be categorized as participant versus
nonparticipant and structured versus unstructured observation. While the participant
observer is like a member of the group, the non-participant observer is not usually
engaged in the setting. Gold (1958) regards researcher roles in observation on a
continuum namely the complete participant being at one end, participant-as-observer, the
observer-as-participant, and finally the complete observer at the other end. Furthermore,
the distinction between structured and unstructured observation is related to having a
particular focus and pre-determined observation categories or not (Dornyei, 2007).

That is, while a highly structured observation involves having a hypothesis in advance
to test using the observational data, a semi-structured or an unstructured observation has
an aim to generate hypothesis rather than testing it (Cohen et al., 2002).

In the current study, classroom observation technique was used to validate the
findings obtained through repertory grids and teacher agency scale. The researcher’s role
was a complete observer since the lessons were online and recorded on the Ms Teams
programme. Thus, the researcher watched the recorded lessons without interfering in the
lesson. Moreover, the observations can be regarded as semi structured ones because
although there was a checklist prepared in advance based on the collected data through
scales and rep grids, the researcher was open to include data that was not covered in the
checklist. Hence, the data was collected in a less pre-determined manner when compared

to structured observations.

3.5. Procedure

The study started in the second term of 2019-2020 academic year and finished at
the end of the second term of 2020-2021 academic year. The stages followed during the

research process are summarized in Table 8.
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Table 8.

The Stages Followed During Research Process

No The Stages Time

1 First meeting with the participants (signing the 0403.2020

participant consent form)

2 Introduction of the data gathering instruments 11.03. 2020
(Online education started due to the pandemic)

3 Administration of teacher agency scale (Time 1) 18.03.2020

4 Administration of Repertory grids (Time 1) 25.03.2020

5 Analysis of the teacher agency scale (Time 1) 18.03-15.04.2020

6 Follow-up interviews about the analysis of the 15.04-30.04.2020
scale(Time 1)

7 Analysis of repertory grids (Time 1) 01.05-15.05.2020

8 Follow-up interviews about the analysis of the rep- 15.05-25.05.2020
grids(Time 1)

9 Lesson observations (Time 1) 25.05-05.06.2020
(Summer holiday started)

10  Meeting with the participants (informing about the 12.11.2020
action research procedure and reflecting on online

teaching)

11  Deciding on the action research topics and research 12.11-26.11-2020
questions
12 The action research procedure 30.11.2020-08.01-2021

13 Meeting with the participants and reflecting on the actin  15.01.2021

research procedure (winter break started)

14 Administration of teacher agency scale (Time 2) 01.03.2021

15  Administration of Repertory grids (Time 2) 08.03.2021

16  Analysis of the teacher agency scale (Time 2) 08.03-22.03.2021

17  Follow-up interviews about the analysis of the scale 22.03.-05-04.2021
(Time 2)

18  Analysis of repertory grids (Time 2) 05.04- 19.04.2021

19  Follow-up interviews about the analysis of the rep- 19.04-03.05.2021
grids(Time 2)
20  Lesson observations (Time 2) 03.05-17.05.2021
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The first meeting with the participants was held on 04" March 2020. The
researcher first explained the aim of the study to the participants. They had already signed
the participant consent form (Appendix A), which informed them about the aim, scope
and contents of the research and their responsibilities during the study. Moreover, they
were informed that they can withdraw from the study whenever they wanted and their
names would be confidential during the study. They picked up pseudonyms to be used in
the study.

3.5.1. The Procedure before Conducting Action Research (Time 1)

The researcher introduced the data gathering instruments of the study and wanted
the participants to fill in the teacher agency scale. After the teacher agency scale was
analyzed, the participants were interviewed in order to have a better idea about their sense
of agency as a teacher and to validate the findings. Finally, observation technique was
utilized as another means of validation of the data obtained via teacher agency scale.

Furthermore, the participants were administered rep-grids to explore their
constructions of an effective teacher and after the data collected by rep-grids were
analysed, follow-up interviews were conducted. Finally, observation technique was

utilized to validate the findings.

3.5.2. Collaborative Action Research Procedure

As Kemmis and McTaggart (1992:10) state “to do action research is to plan, act,
observe and reflect more carefully, more systematically, and more rigorously than one
usually does in everyday life”. Kemmis and McTaggart (1992) state that by conducting
action research people strive for improving their own practices. According to Oja and
Smulyan (1989) four elements characterize participation in the shared experience of
collaborative action research: ‘“(a) its collaborative nature, (b) its focus on practical
problems, (c) its emphasis on professional development, and (d) its need for a project
structure which provides participants with time and support for open communication’’ (p.
12) within recursive cycles of planning, acting, reflecting and revising (p. 17). Moreover,
Zuber-Skerritt (1996) adds that any action research project or program has an aim to
achieve improvement in practice, innovation, alteration or advancement of social

practice, and the practitioners’ better comprehension of their practices’.
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Similarly, in the current study, before the participants started their studies, the
researcher wanted them to think about problems they face in their classrooms and possible
solutions to these problems and write them on a piece of paper which is the very first step
of action research procedure. Moreover, a presentation about implementing action
research which consisted of the features of action research, models related to how to

implement it and possible action research topics from the literature was given to the

participants.

Photo 1. The researcher is giving a presentation on action research

Various experts in the field of action research have designed their own model or
stages for action research. Some of the commonly practiced stages of action research can
be listed in table 9.
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Table 9.
Stages of Action Research
Stage Kemmisand Sagor (1992) Calhoun O'leary British
McTaggart (1994) (2004) Council
(1990) (2015)
1. Planning Problem Selecting the Observe Notice a
formulation area of focus problem
2. Acting Data Collecting Reflect Plan
collection data
3. Observing Data analysis  Organizing Plan Teach/Act
data
4, Reflecting Reporting of Analysing Act Observe
results and
interpreting
data
5. Re-planning  Action Taking action Observe Reflect
planning

Since it is the most recent one, the model suggested by the British Council was
implemented in the study.

Participants were also informed about qualitative and quantitative research types
and data collecting tools briefly. Then they talked about the problems they noticed in their
classrooms and possible solutions to them.

However, they could not start the procedure immediately because it was
announced that schools were closed for three weeks due to the COVID-19 pandemic.
During that time the researcher met with the participants via skype to decide on the action
research topics. Nonetheless, the online education which started in March 2020 continued
in 2020-2021 academic year too. Thus, the studies of the participants started at the
beginning of the first term of 2020-2021 academic year and ended at the end of the term.
Since the teaching contexts of the participants changed in terms of the students they teach
and the way they teach, the researcher held meetings with the participants regularly via
MS teams programme. During these meetings the mentioned problems by the participants

about online teaching and solutions to these problems are illustrated in Table 10.
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Table 10.
Encountered Problems and Suggested Solutions
Encountered Problems Suggested Solutions
Few students participate in the lessons Using chat box for writing activities is

effective because students can read each
other’s texts.

There is little ss-ss interaction Making the students turn on their cameras
gives a sense of classroom and enables
interaction.

There is too much teacher talk Using social media for writing or speaking
activities will enable peer feedback and
increase motivation.

The students are not motivated Blogs can be used as a means of giving writing
and speaking homework and checking them.

The students do not turn on their cameras so  Using tools like vocaroo to record voices will

there is no eye contact help to improve students’ pronunciation.

There are technical problems such as internet

access

Teaching writing is problematic. Students do

not do writing assignments

There are a lot of distractors

Teacher motivation is low because of the low

participation rate

Difficulty of giving feedback.

The communication is artificial

It is hard to conduct effective speaking

activities

Finally, the participants decided on a problem in their virtual classrooms and started
the action research procedure. The action research topics of the participants can be seen

in table 11 below.
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Table 11.
The Action Research Topics of the Participants
Participants Topics
Astronaut Using reading aloud technique to improve
primarily learners’ speaking skills and writing
skills
Blueberry The effects of participating in out of class

online discussion groups on the speaking
skills of prep school students

Elly The effects of writing in the target language
on the speaking skill and students’ feeling of
success

Ginger Using vlogs to enhance students’ speaking
skills

Melisa Using WhatsApp as a tool to give peer
feedback enhance EFL students” writing skill

Sea Using follow up questions to enhance
speaking competency of EFL students

Tobe Making out of class online speaking practice
to enhance speaking skills of prep school
students

During the practice, the researcher met them twice a month and they reflected on
their study. The practice lasted for 2 months. Finally, the participants gave a presentation

on the phases of their studies.

3.5.2.1. The Action Researches of the Participants

Astronaut

Astronaut conducted the study between December 2020 and January 2021 with
13 voluntary prep class students —all from engineering departments and all at pre-
intermediate level- for 6 weeks. The study aimed to improve primarily learners’ speaking
skills like pronunciation, fluency and intonation using reading aloud technique as well as
reinforcing writing skills including grammatical and lexical accuracy &range through
producing short texts.

Students were given a topic related to the subject of the week (both content-wise
and syntax and lexis-wise) and asked to write a post finding a picture just like they do on
their social media accounts —and so which they are familiar and presumably would be

interested-, and later, to read their text aloud naturally as though they were throwing a
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speech. They were required to send the picture, their post and their voice recording once
a week due a certain deadline.

Upon their submission, she provided them with a piece of oral feedback and a
sample reading of their texts. She also gave written feedback to highlight the correction
or betterment in their written texts.

All of the students were the ones who followed online lessons except one of them
who was following the videos only, nevertheless, all of them were eager to learn and
practice. They found it interesting and motivating.

Before the study, they were asked to record their voice reading a certain paragraph
from their course book as a piece of pre-data to be redone after the study which will offer
a pre/post sense of their speaking skills. What’s more, their speaking test marks were
saved to be compared with the post-speaking test results. Moreover, 5 of the students
were given a semi-structured interview questions as a supporting evaluation of the study.

It was quite apparent that they all used dictionaries and online platforms to look
for different kinds of information thanks to the curiosity-raising topics. All the topics
were personal, so they actually enjoyed reflecting their likes and opinions. Peer
communication among students almost disappeared due to online lessons and this study
was also a way for them to get to know one another.

All five students were on the idea that their speaking skills, pronunciation, writing skills,
grammatical performance lexical knowledge improved by this study. Additionally, some

of the comments they made as self-evaluation were as follows:

e | think this activity gave me the ability to write longer and more detailed English
texts.

e I'mnot afraid to write paragraphs anymore. I’m not afraid of making mistakes while
writing a text anymore and | think | speak English better now. And | think we should
keep these missions because they are so fun.

e My vocabulary has improved both because | did word research in my own articles
and because I did I looked at the words I did not know in my friends' articles on the
internet.

e Thanks to this practice I don't think Turkish in my mind when making sentences. |
think English when making sentences so | can speak or write more fluently.

e Thisactivity has positively affected my writing skills because | learned to make more

meaningful and more formal sentences and it taught me how to use conjunctions
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more expressively. | also learned many new patterns. For example, to summarize

etc.

In addition, the speaking and writing test results before and after the study were
examined. It was found that while the speaking test marks got lower for most of the
students after the practice, the writing test marks got higher. This might have been
affected by the different evaluation rubric and scale. Yet, the target for speaking skills
was reached according to qualitative evaluation made both by the teacher and students
themselves. Last but not the least, this study obviously worked more to improve writing
skills than speaking skills.

In the meeting after the project is over, the other participants expresses that they
found the study and especially the weekly topics provided for writing and speaking
activities effective. Astronaut stated that:

Extract 1
Especially at this time of pandemic, | think this study motivated the students. Rather than
improving their skills or the numerical achievement results, the main asset of this study was to

integrate them to the lesson at this difficult time.

Blueberry
Blueberry teaches English to prep class students. She has 18 students in her class,

but only 10 students attend the lessons actively since attendance is not compulsory.

The main problem she encounters in her lessons is that her students are not good
at speaking and they are not volunteer to speak as they are afraid of making mistakes. The
students do not know how to organize their ideas and how to respond their friends’ ideas
in a discussion group, either. To increase the chance of students improving their speaking
skills, she decided to create a platform on MS Teams for discussion groups while they are
getting socialized in a way outside class, which she thinks is really valuable especially
during this Covid-19 pandemic. By doing so, she intended to make students get more
competent and confident in speaking skill. The students who were participating in online
classes were eager to be a part of this project. She created three different groups, assigning
them the same topic for the first week. The teacher prepared a word document, listing
students into three different groups. She also included the ones who were not attending
the lesson, thinking that they might also want to participate in the project; yet, the process

did not work out as she had planned.
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Mostly the students who were actively present in online class were much more
enthusiastic to participate in the discussion groups. For the other weeks, she created new
groups assigning different topics this time so that the students could have the chance to
cooperate and interact with different classmates. She chose topics from the book they are
covering in class. She also prepared a guideline for them so that they could follow a route
while getting prepared for the discussions. All the information the students needed-
topics, name of the group members, guideline for the discussion and deadline- was
available on MS Teams weekly. The groups were required to record their discussions
with cameras on and upload them on Teams so that they could get an idea about what the
others were doing. It took the students usually four days to complete the task.

Her research questions were:

1. Does participating in out of class online discussion groups promote speaking
skills of prep school students?
2. Does giving a guideline for discussions help students enhance their speaking

skills?

At the beginning ten students participated in the study actively. By time, the
number of the students participating in them declined. The study lasted for six weeks.
Every week they discussed about a different topic assigned to them, except last week
because she assigned the same topic to the same group formed at the very beginning so
that the students could see their own progress during this project. After watching the
videos, she gave feedback to her students.

As data gathering instruments Blueberry used an open ended questionnaire which
she implemented via Google docs. She also applied semi structured interviews via MS
teams so that she could get more detailed information about the process.

Concerning the first research question, the results of the study revealed that all of
the participants of the project agreed on its being helpful to improve their speaking skill.
Most of them also reported that they had great chance to improve their vocabulary and
grammar. Furthermore, they stated that the project helped them to get more confident
when speaking.

As to the second research question, most of the participants pointed out the
importance of guideline provided, making them feel more secure. Most of them also

expressed that these discussions group also made them feel much more competent and
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organized when writing a paragraph. Very few students also expressed the importance
of collaboration when preparing for a task designed.

In conclusion, this project helped her students to enhance their speaking skill.
Although the number of the students participating in lessons decreased by time, the ones
who were attending lessons would like to continue to take part in these discussion groups.

In the final meeting Blueberry stated that:

Extract 2

There is a noteworthy improvement in the students’ speaking skills. Moreover, while they
are searching their topics on the internet, they learned how to simplify their language when
looking for information in English. They were enthusiastic while doing the activities since they
had fun. They also wanted to continue the project in the second term. It was a fruitful experience.

Elly
Elly teaches English for general purposes to preparatory classes at School of

Foreign Languages. She teaches 12 hours a week to a day class and 8 hours a week to a
night class. In total, she has 40 students. However, 18 of them actively take place in the
lessons as attendance is not an issue in the assessment.

When she started to have online lessons with the students, she realized that
students did not have the same opportunity to practice speaking or to produce the
language with different activities as in face to face lessons before the Corona virus
pandemic. She asked students their opinions, as well and they stated that they did not
know how to produce the language outside the online lessons. She had an action plan to
contribute students’ productive skills. As a second productive skill, she aimed to
contribute to students’ writing skill due to the similarity of the processes. Thus, she
required students to write a task and send it to a pen friend chosen in the class each week.

Her research questions were:

1. Does writing constantly contribute to students’ English language
improvement?

2. Does writing as a productive skill contribute to their speaking skill?

3. Does writing in the target language give students feeling of success and

motivation to progress and study more?
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18 students participated in the study. The study lasted for 11 weeks. Students
wrote a task similar to the topic in the course book each week and sent it to a pen friend
and to the teacher. Students also wrote back to the pen friend and had a chat when they
had time. Moreover, students wrote sentences everyday as much as they could with the
new vocabulary learned at the daily lessons. The teacher also wrote them back and
commented on their writings.

As data gathering instrument, Elly used an open ended questionnaire which she
implemented via email.

The results of the study revealed that all of the participants agreed that writing
constantly in English contributed to their English language improvement. When asked,
some of them stated that they could make sentences about what they wanted to say in
time slowly. Some students also said that they were way better in English after 11 weeks
thanks to writing constantly besides their own study. While one of them also mentioned
that she was able to make longer sentences, another student stated that he could express
himself better in English now than before.

Regarding the second research question, all of the participants agreed that writing
constantly in English helped them to improve their speaking skill. Nearly all participants
stated that they made sentences more easily than before in the speaking part of the last
module test. Moreover, some of them also mentioned that they could speak more fluently
and make the word order to make sentences more quickly than before.

Finally, when the third research question is concerned, all of the participants
agreed that being able to write in the target language gave them the feeling of success.
Nearly all participants agreed that when they were able to produce sentences in the target
language, they felt that they achieved and could achieve more. Most of the participants
wanted to continue studying English and make progress in it. Some of them especially
stated that feeling of success also gave them motivation to study and learn more.

In conclusion, this action project helped her students to enhance their speaking
skill via improving their writing skill. Moreover, in process, when students completed
their writing tasks and felt that they were able to produce sentences, they were more
motivated to progress in the target language with the feeling of success. Therefore, they
all wanted to continue writing in the target language constantly for their English language
improvement.

Elly pointed out that it was a nice and fruitful experience. She added that:
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Extract 3

Action research really worked. I mean when we notice a problem, doing action research
can work. The procedure also contributed to my professional development especially via sharing
information. We always come across with problems but we ignore them. This project showed me

that teachers can do something to solve problems and it wasn’t as difficult to do as I thought.

Ginger
Ginger teaches general English for B1-level students at a preparatory school.

Students are enrolled in different faculties including tourism, engineering, and
gerontology. Due to the pandemic, none of the classes at this higher education institution
can be done face-to-face. Ginger teaches 12 hours a week on Microsoft Teams. In the
class list, there are 20 students but only 10 students are attending the lessons regularly
since attendance is not compulsory to online classes. These 10 actively attending students
are the experiment group and the other 10 students who do not regularly attend the online
lessons yet watch the recordings of lessons afterward are accepted as the control group.
The main problem Ginger encounters in online lessons is that the students are not
enthusiastic about doing any kind of speaking activities. As a result of their reluctance,
they are not able to perform well in speaking exams. Thus, she decided to use Vlogs
(video-blogs) in order to foster students’ speaking performance. Six different topics were
determined by the teacher based on the curriculum, such as introducing your flat and
talking about your favorite film. Students were expected to record their vlogs every week
and upload them to a private file in Microsoft Teams. Therefore, all the students and the
teacher of the class can see the videos and comment on them. The main aim of the study
is to figure out whether using vlogs can enhance students speaking activities.
Furthermore, the effectiveness of using Microsoft Teams and peer feedback is questioned.

The research questions of the study are:

1. Does using vlogs as a tool enhance the students’ speaking skills?
2. Which aspects of speaking can improve through vlogs?
3. Does feedback (from peers and the teacher) enhance students’ speaking

skills?

At the beginning of the study, students were given a 50-minute training on how to
provide feedback to a vlog appropriately and which aspects to take into consideration in

their comments. To avoid any case of offensive behavior, all students were warned, and
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they all agreed to be polite and helpful while commenting on each other’s work. Before
recording any vlogs, students had a speaking quiz of which results were accepted as a
pre-test. Ten students participated in the study regularly and the study lasted for six
weeks. Every week, students uploaded a vlog that was in line with recently learned
vocabulary and grammar topics.

Also, students are expected to watch each other’s vlogs and comment on them.
For each vlog, the teacher provided written feedback to the vlogger which includes
strengths and weaknesses of the vlog regarding grammar, pronunciation, organization,
creativity, and the use of visuals. In the end, students had the same speaking quiz as a
post-test. Having completed all the vlogs, students were randomly divided into two
groups, and focus group interviews were conducted. Thus, data gathering instruments
Ginger benefitted from a speaking quiz as a pre and post-test which she implemented
herself, and semi-structured interviews via MS teams.

For the first research question, the findings of the study revealed that there was a
significant difference between students’ pre and post-test results in favor of ones who
regularly uploaded vlogs and commented on their classmates. The students who did not
prepare any vliog or comment on others vlog did not show any progress in terms of their
speaking skills. However, all of the students who actively uploaded their vliogs and
comment on classmates’ vlogs showed great improvement.

Regarding the second research question, although the participants were hesitant
and anxious about sharing their vliogs with other students, they all agreed that this project
increased their motivation to speak in English and fostered their pronunciation and
organization skills. When asked how, they stated that they recorded the same content as
many times as they wanted and uploaded it when they felt it was ready. Therefore, they
felt more confident as they had enough time to prepare and practice what they were going
to talk about.

As for the third research question, all of the participants agreed that reading their
teacher’s and peers’ comments contributed to their learning. Watching each other’s vlogs
helped them to understand their own mistakes and to see different ways of using English.
Moreover, students mentioned that the detailed teacher’s feedback delighted them as
these written feedback forms were very detailed and included various aspects of language

and vlog such as pronunciation, grammar, visual aids, and content.
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In conclusion, this project helped her students to enhance their speaking skills and
increased their motivation by using their English in a meaningful and fun way. Finally,
students become more confident and more willing to speak English with their classmates.

In the final meeting she stated that:

Extract 4

It was a nice experience. At first it was a bit difficult because the students were not willing
to participate so | recorded the first vlog. When they watched my vlog, the students liked the idea
and they were motivated to join the project. For me, the procedure was refreshing and motivating
because | remembered the research procedure. Doing an extracurricular activity was pleasant both
for me and the students. Before we started, | feared that the students would not finish the project
but we could come to the end without any problems. Besides, thanks to this project, | could build
a link with the students. Lastly, listening to the studies of other participants gave me insights that

I can use in my lessons.

Melisa

Melisa teaches vocational English for four hours a week to fourth year nursing
students. She has 63 students but only 15 students attend the lessons actively since
attendance is not compulsory. The main problem she encountered in her online lessons
was that her students made a lot of mistakes in their writing assignments. Thus, she
decided to use Facebook to enhance peer feedback for writing activities. She wanted to
find out if using Facebook for peer feedback will improve the students’ writing skill.
However, when she explained the project to her students and started a Facebook page she
noticed that the participation was law. Either the students did not have Facebook accounts
or they did not check their accounts regularly. Hence, she changed her plan and started a
WhatsApp group and added the students. Her research questions were:

1. Does using WhatsApp as a tool to give peer feedback enhance the students’
writing skill?
2. Does giving feedback to their peers enhance the students’ writing skill?

3. Does getting feedback from their peers enhance the students’ writing skill?

Ten students participated in the study actively. The study lasted for six weeks.

Every week they completed a writing task parallel to the topic in their course books such
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as a pain report, symptoms of an illness and the like. Then they shared it in the group.
They had to read and comment on each task. Finally the teacher checked and commented
on each task.

As data gathering instruments she used an open ended questionnaire which she
implemented via google docs. and semi structured interviews via MS teams.

When the first research question is concerned, the results of the study revealed
that all of the participants agreed that this project helped them with the writing skill. When
asked how, they stated that they learned, revised and used vocabulary and sentence
structures about their department. Moreover, they also stated improving their punctuation
and using new grammar structures in their tasks. Finally, one participant stated that she
could write more complicated texts when compared with her first task.

Regarding the second research question, all of the participants agreed that reading
their peers’ written works contributed to their learning. Nearly all participants mentioned
seeing both the correct and incorrect forms in their peers’ works helped them improve
their vocabulary and grammar. Moreover they also mentioned understanding their own
mistakes more easily and being more careful when reading.

Finally, when the third research question is concerned, all of the participants
agreed that their peers’ reading their written works contributed to their learning. Three
participants mentioned seeing, correcting and minimizing their mistakes by the help of
peer correction. They also stated that they learned faster and tried to be more careful.

In conclusion, this project helped her students to enhance their writing skill via
peer feedback. Moreover, they wanted to continue with the project in the second term and
made certain recommendations such as integrating speaking or reading aloud their tasks.

She stated that:

Extract 5

At this time of pandemic when everyone has to keep distant from each other, this project
was a motivation to come together even if it is virtual. Witnessing the willingness to attend the
lessons was enough to make me happy. I’m very happy because students usually do not want to
do extra work but this time they are eager. | think this is because of the online education where
they have little opportunity to interact with each other so they use every chance to communicate

with one another.
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Sea

She teaches preparatory classes at a state university. During the study, the level of
her students was pre-intermediate. She was teaching two different classes at the same
level and she had 6 participants from the two classes in total.

One of the problems she wanted to deal with in her students’ learning process was
the fluency of their speaking. She wanted her students to have more real life like
conversations in and out of class. She also wanted them to be able to have not just question
and answer exercises in class but also conversations in which the students can ask and
answer follow up questions. Thus, she asked for volunteers to do extra speaking exercises
apart from the online lessons. She organized a MS teams group and met with the volunteer
students there. They used the question and answer exercises in their students’ book and
tried to change them into real life like conversations including follow up questions. Her

research question was:

1. Does asking and answering follow up questions enhance the students’

competency in speaking skill?

The students participated the study actively. The study lasted six weeks and every
week they had a pair work conversation using an exercise from the student’s book. They
were familiar with the exercises and this helped them to feel more comfortable when
trying to ask and answer follow up questions. The students met in MS Teams group and
the teacher recorded the conversations each time.

As data gathering instrument she used an open ended questionnaire which she
applied via MS teams interviews with each student.

The results of the study revealed that all of the participants agreed that this project
helped them improve their competency in speaking. When asked how they felt their
grammar, vocabulary and speaking skill improved, they reported that they felt more
confident in each weeks’ study. Moreover, one of them stated that he became more and
more practical in thinking in English when trying to ask a follow up question. They told
that they found themselves using the correct tenses automatically each week through the
study without extra effort.

In conclusion, this project helped her students to enhance their conversation skills
with the help of follow up questions and this helped them feel more comfortable and

confident when speaking English. Moreover, the students shared some feedback about
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the organization of the study for next time. They suggested that the study could also be
formed as group work, so that more students would be in interaction.
She stated that:

Extract 6
Thanks to this project | realized that when there is something wrong in the lesson, I can

intervene and do something to solve it rather than ignoring it. | took responsibility and it was nice.

Tobe

Tobe teaches English for 12 hours a week to Prep- Class students. She has 16
students but only 10 students attend the lessons actively since attendance is not
compulsory. The main problem she encounters in her lessons is that her students are not
good at speaking and also they are not volunteer to speak as they are afraid of making
mistakes. During the online classes they cannot have the chance to speak with a partner.
Thus, she decided to use Microsoft Teams to enhance speaking skills for speaking
activities. She wanted to find out if using Microsoft Teams for out of class speaking
practice enhance the students’ speaking skills of Prep school students.

Most of the students were enthusiastic when she explained the project to her
students and started immediately as the teacher created new teams of 2 or 3 students. The
teacher prepared the questions, dialogues or role-play topics parallel to their schedule.
The teacher also changed the partners every week and sent them a document including
the topics, questions and the partner list. Every week they made speaking practices
according to that list. It was not compulsory to record the videos but she wanted the
students to record it so that she could watch and give them feedbacks later. Her research

question was:

1. Does making out of class online speaking practice enhance speaking skills of

prep school students?

Ten students participated in the study actively. The study lasted for six weeks.
Every week they completed a speaking task parallel to the topic in their course books and
recorded the video of the meeting they did on Microsoft teams. They had to complete
each task or questions given as a list on the first day of the week. During the project they
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practiced with different partners. Finally the teacher checked, commented or gave
feedbacks on each task.

As data gathering instruments Tobe used an open ended questionnaire which she
implemented via google docs. and semi structured interviews via MS teams.

The results of the study showed that all of the participants agreed that this project
helped them with the speaking skill. When asked how, they stated that they learned,
revised and used vocabulary, grammar and sentence structures during the practices.
Moreover, they also stated that they feel more confident when they answer Yes- No or
Wh- Questions or perform role play dialogues during the classes.

In conclusion, this project helped her students to enhance their speaking skill.
Moreover, her students wanted to continue with the project in the second term as it
improves their speaking skills.

Tobe mentioned that:

Extract 7

The speaking skills of the students really improved but my real problem was that nearly
no one in the class wanted to participate in the speaking activities during the lessons, they were
reluctant to speak and they feared to make mistakes before the study. After the study this changed.
They are very happy to speak now and the want to continue the study in the second term. Besides,
the online platform we use to teach has helped us a lot in terms of recording students’ productions,
checking them. Moreover the students felt themselves valuable since they thought that the teacher

is doing something extra for them

3.5.3. The Procedure after Conducting Action Research (Time 2)

In the last phase of the study, the same agency scale was administered to the
participants in order to reveal their perceptions on their agency. They were interviewed
and observed again to see if conducting action research made any changes on their views
about their senses of agency.

Moreover, they were given rep-grids again and they were interviewed again to
find out the impacts of conducting action research on their constructions of an effective

teacher. Finally, observation technique was utilized to validate the findings.
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3.6. Data Analysis

The analysis utilized in the present study is fundamentally based upon the analysis
of data from time 1 and time 2 repertory grids of teachers, time 1 and time 2 interviews
with teachers to validate the grid data, classroom observations conducted at time 1 and
time 2 to validate the grid data, SPSS analysis of the teacher agency scale at time 1 and
time 2, time 1 and time 2 interviews to validate the scale data, classroom observations
conducted at time 1 and time 2 to validate the scale data and field notes of the researcher.

Data analysis process of each instrument is given in detail below.

3.6.1. Repertory Grid Data Analysis

The participant teachers’ time 1 and time 2 repertory grids were analyzed via Rep
Plus V1.1 Program. FOCUS and EXCHANGE analysis were conducted specifically to
illustrate the obtained constructs. Furthermore, content analysis was used to analyze the
constructs and high priority constructs and follow-up interviews.

3.6.1.1. FOCUS Analysis

The Focused grid analysis is used to interpret raw grid data. This analysis makes
it possible for each element to be compared with every other element. Hence, the elements
that are most similar are clustered most closely together changing the ordering of elements
in the grid. Finally, each construct is rearranged in a similar way (Cohen et al., 2002). Via
this program the construct and elements clusters are illustrated as tree diagrams and the
unsorted constructs and elements are left in isolation (Ilin, 2003).

In the current study, the repertory grid data obtained from a total of seven English
instructors (at Time 1 and Time 2) were subjected to FOCUS analysis separately. The
cut-off point accepted to determine the similarity level is 80% suggesting that lower than
80% level is not taken into consideration for similarity (Armutcu, 2012). Thanks to this
program the structure and content of personal theories can be explored and participants’

perceptions of self and ideal self can be investigated.

3.6.1.2. EXCHANGE Analysis

The EXCHANGE grid analysis illustrates structural changes experienced by the

participants within a certain time period. In the present study, EXCHANGE analysis was
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used to display structural changes in EFL instructors’ constructs regarding the qualities
of an effective teacher at the beginning and at the end of the action research procedure.
The significance level indicating any structural change is 80%. That is, the elements and

constructs that fall below this level are considered as indications of structural change.

3.6.2. Content Analysis of the Constructs and Follow-up Interviews

Cohen et al. (2007) defines content analysis as a process in which written data is
summarized and interpreted via coding, categorizing, comparing and concluding stages.
According to Dérnyei (2007), coding is used for reducing or simplifying the data in order
to connect them to broader concepts while categorising refers to developing meaningful
categories into which words, phrases, sentences, etc. as the units of analysis can be
grouped, comparing refers to making connections between categories. Finally,
concluding stands for drawing theoretical considerations on the basis of the text and the
results of the analysis (Cohen et al, 2007). The aforementioned stages were implemented
while conducting content analyses of the constructs and follow-up interviews.

In the present study, the analysis of the constructs of the participants started with
listing all the constructs cited by seven participants of the study at Time 1 and Time 2.
Then, coding and categorizing stages were implemented by determining codes and
categories to classify each construct. During this stage, two other EFL instructors created
codes and categories and final categories were determined by comparing all three
instructors’ classifications in order to provide inter-coder reliability. Afterwards, the data
was illustrated through tables.

As a result of the content analysis of the constructs, the data was presented under
the titles of the frequency of the participants’ all constructs at Time 1 and at Time 2 under
categories, high priority constructs of each EFL instructor both at Time 1 and Time 2, the
top high priority constructs at Time 1 and Time 2 and instructors’ construction of Self
and Ideal Self as teacher.

Regarding the analysis of the follow-up interviews, first, the interviews of the
participants were transcribed verbatim. Afterwards, certain codes were determined by
identifying the frequencies of the citations and similar responses were accumulated under
a common category. Similar to the analysis of the constructs two other EFL instructors
took part in the creation of codes and categories before determining the final categories
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by comparing all three instructors’ classifications in order to provide inter-coder
reliability Finally, the data was labelled and displayed via tables.

The data obtained through follow-up interviews were used to interpret and validate
the findings of the analyzed grids and teacher agency scales. The extracts from the

interviews 