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ABSTRACT
The effect of using video recordings as a reflective teaching tool on 

EFL teachers’ performance in EFL Classes

Hayder Ali Abdulridha Al-Zubaidi

MA Programme in English Language Teaching

Supervisor: Asst. Prof. Dr. Mustafa Kurt

January 2014, 252 pages 
 
The purpose of this qualitative study is to explore the importance of video recordings as a means of monitoring and improving the performance of EFL teachers and to find out the attitudes of English language teachers towards the use of video recordings as a reflective teaching tool in English classes. Five voluntary EFL teachers at Near East University schools participated in the research. The data was collected through interviews, video, and observations. The findings of the study revealed that by using video tape as a reflective teaching tool through self-observation, participants were able to reorganize their lessons and enhance their teaching process after discovering some inadequacies if their first lesson following of a viewing of the video recording. The study revealed the effectiveness of using the video as a reflective teaching tool and strongly recommended that it should be used more frequently. 

The findings indicate that EFL teachers strongly support the use of video recordings as a self-observation and reflective tool to improve their teaching. Most teachers improved the second lesson after discovering some missing parts and shortcomings of the first one through their video record.  Significant differences have been identified through observation among the first and second lessons. Most teachers have changed their style and the methods they follow with the first lessons. 


It is recommended that teachers should be encouraged to use video recording and have their lessons recorded at least two times in a year. 
ÖZET
Bir derinlemesine düşünme öğretim aracı olarak video kayıtlarının kullanmanın YDİ sınıflardaki İngilizce öğretmenlerinin performansına etkisi
Hayder Ali  Abdulridha Al-Zubaidi

İngilizce Öğretmenliği Lisans Programı

Danışman: Yrd. Prof Dr Mustafa Kurt

Ocak 2014, 252 sayfa

Bu nitel araştırmanın amacı videonun YDİ öğretmelerinin performansını izleme ve geliştirme aracı olarak önemini araştırma ve İngilizce sınıflarında bir derinlemesine düşünme öğretim aracı olarak videonun kullanımına karşı öğretmen tutumlarını tespit etmektedir. 

Yakın Doğu üniversitesi okullarının beş gönüllü İngilizce öğretmeni bu çalışmaya katıldı. Veriler, mülakat, video ve gözlem yoluyla toplandı. Video kullanılarak, kişisel gözlem ve paylaşımla öğretmenler işledikleri ilk İngilizce derslerini yeniden gözden geçirerek yetersiz gördükleri yönlerini video aracılığıyla keşfettiler. Bununda ötesinde, araştırmaya katılan öğretmenler, derinlemesine düşünme bir araç olarak video kullanımının önemini belirttiler. Bu çalışma ayrıca, derinlemesine düşünme bir araç olarak video kullanımını önemini gösterirken, daha sık kullanılması gerektiğini de belirtir. Bu çalışma, 2012-2013 bahar   döneminde, İngilizce dersi verilen beş farklı sınıfta (ilkokul, ortaokul, lise, üniversite hazırlık, ve üniversite)  yapılmıştır.

Araştırmanın ilk bölümü giriştir. Bu kısım genel bir açıklamayla araştırmanın arka planı, amacı, önemi ve zorlukları hakkında bilgi verir. İkinci. bölüm literatür taramasının olduğu bölümdür. Derinlemesine düşünmenin tarihi ile ne olduğunu,  açıklar ve derinlemesine düşünme araştırması ile ilgili birkaç örnek verir. Üçüncü bölüm olan yöntem bölümü ise katılımcıları ve araştırmanın taslağını anlatır. Dördüncü bölüm bulgulara ve tartışmalara ayrılmıştır. Bulgular İngilizce öğretmenlerinin video kayıtlarını kullanarak   öğretimlerini geliştirmek için kişisel gözlem yapabildikleri ve derinlemesine düşünebildiklerini şiddetle desteklediler. Birçok öğretmen ilk video kayıtlarını izledikten ve eksikleriyle kusurlarını bulduktan sonra ikinci derste bunları düzeltiler. Birinci ve ikinci derslerde yapılan gözlemlerde dersler arasında ciddi faklar tespit edildi. Öğretmenlerin çoğu ilk dersteki ders anlatma stilini ve yöntemlerini değiştirdi. Beşincibölüm sonuç bölümüdür. Araştırmanın kısa bir anlatımını barındırır. Araştırmanın bulguları kayda alınmış derslerin, öğretmenlerin kendilerini izleyebilmeleri açısından hatırı sayılır ölçüde katkı sağladığını gösteriyor. Araştırmanın bir diğer can alıcı noktası ise öğretmenlerin farklı seviyelerde derinlemesine düşünme yapmalarıdır. Son olarak rapor, öğretmenleri en az iki kere video kaydı yaparak derslerini kaydetmeleri için yüreklendirecek tavsiyelerle bitiyor.
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CHAPTER I
 INTRODUCTION
                                                                                 “When I do not know myself, 

                                                      I cannot know who my students are….

                          I cannot know my subject”  

                                                                         Plammer (1997)  
      
 I made a decision to focus my research in the area of reflective teaching, which I found interesting for two reasons. First, during my second semester in the master program in English Language teaching, our lecturer asked certain questions to all master students about reflective teaching (RT). Unfortunately, nobody knew anything about reflective teaching then. It was sad for a master student not to hear about it before starting the program. Second, as a teacher for more than 10 years in the field of teaching English as a foreign language in my country, I did not learn anything in any program about reflective teaching, nothing at all. Moreover, nothing was mentioned in the undergraduate program I studied at that time either.                         
The problem

Scholars and researchers who investigated in the domain of education supported the prominent role of reflective teaching in stimulating the learning process. (Dewey, 1933; Schön, 1987; Farrell, 1998; Boud & Walker, 1998; Zeichner 1991; Clarke, 1995; Jay & Johnson, 2002; Richards & Lockhart 2007; Tower, 2007; Kurt, 2009). Most of these scholars revealed that RT involved teachers in activities in which their performance could be recalled and evaluated. Tower (2007) gave a subservient definition of RT by saying that if teachers do not reflect, they are teaching "in the dark"(p. 7) without knowing whether they are efficacious and whether they need to improve their teaching. Reflection can be considered the pillar of English language teaching and professional growth. According to Kurt (2009) “reflection is essential for professional growth and more effective teaching” (p. 12). Therefore, reflecting on teaching is a method which makes teachers   be aware of how they teach. It is a method for self-assessment. Furthermore, Dewey (1933) stated that “It is more important to learn to reflect than to master teaching skill” (as cited in Cruickshank et al., 2003, p. 323). Ross (1987) stated that “Reflection helps you make rational decisions about teaching and learning and helps you assume responsibility for the results of those choices in the classroom” (as cited in Cruickshank et al., 2003, p. 313). 
 Notwithstanding the importance of reflective teaching to bolster the learning process, most of English language teachers do not apply it. Several authors and researchers detected those teachers who know and who do not know about reflective teaching are not applying it in their teaching process (Bozkurt, 2008; Kurt, 2009; Wang, 2012). Kurt (2009) went further and proved that even gender, experience and level of education do not have any effect on the implementation of reflective teaching. These substantial returns stimulated me to apply one tool of reflection which is a video recording (VR), as a self- observation and self-evaluation tool, to find out whether it is paramount to improve teachers’ performance or it is just a squandering of time. 
Background of the study

             Modern societies need highly trained and qualified teachers because of the crucial role they play in the educational process. Teachers have to be qualified in order to perform their career. Being a good teacher helps students to acquire the language skills they need for a wide variety of purposes.
 Reflective teaching refers to the activities or processes in which teachers' experience or performance is recalled, considered, and evaluated (Richards, 1998). Reflection basically originated from the ideas of Dewey (1933), who is often considered to be the originator of the concept of reflection. He suggested that only through reflection real learning can take place.  Reflection, as a creative process that organises our thinking, was a core feature of Dewey's approach - an idea he developed in How We Think (1933). For Dewey reflection was more than just running through what was done. It involves the learner in drawing pointers for future action from past experience and requires a healthy scepticism and an open mind. Dewey (1933) acquainted reflection as “the active, persistent and careful consideration of any belief or supposed form of knowledge in the light of the grounds that support it and the further conclusions to which it tends” (p. 6). Moreover, Schön (1987), added to this definition by drawing attention to the relationship between time and reflection. He introduced the concepts of reflection-in-action and reflection-on-action. What Schön referred to by reflection-in-action was the judgments teachers make while teaching, whereas he thought of reflection-on-action as recalling and evaluating past teaching experiences. Furthermore, Pennington (as cited in Richards & Lockhart, 2007)   stated that reflective teaching is a means of looking at what the teacher does in the classroom by collecting information and analysing them. Thus, teachers identify and explore their own practices and underlying beliefs. This may then lead to changes and improvements in the teaching process. Accordingly, RT is a sort of professional development and an approach by which teachers examine their beliefs, assumptions and teaching practices by using the information obtained as a basis for critical reflection about teaching. Such critical reflection of one's practices can trigger a deeper understanding of teaching, and contribute to one's professional development, practice, and self- evaluation. Kurt (2009) stated that “Reflective teaching has been one of the important trends in education since it helps teachers and learners in problem solving and decision-making processes and it fosters critical-thinking abilities” (p. 1). In fact, the efficiency to make an evaluation about one’s own teaching has got much prominence in an educational community in the recent years. It is substantially believed that it is these judgements that make it possible for teachers to reflect on their teaching and gain insight into how well they teach, which is indispensable to ensure quality teaching and learning (Amobi, 2006). Because of the significant role of reflection on teaching and learning, most teacher education programs put emphasis on reflective practice in the courses they provide (Williams & Watson, 2004).

RT in English as a foreign language (EFL) classroom assists teachers to scrutinize and reflect upon their classroom experiences. Teachers are encouraged to collect datum about their own teaching, to inspect their attitudes, beliefs and assumptions; and then to use information obtained as a basis for critical reflection on teaching practices (Richards, & Nunan 2007). Moreover, Qing (as cited in Yassaei, 2012) stated that “RT asks EFL teachers to stop, to slow down in order to notice, analyse, and inquire on what they are doing. It tells them to a relate theory and practice, to evaluate both old and new teaching experience, and to make interpretations on the situations encountered” (p. 256). Reflective teaching suggests that experience alone is insufficient for professional growth, but that experience coupled with reflection can be a powerful impetus for teacher development (Bailey, et al., 2004). Reflective teaching is the teacher's thinking about what happens in classroom lessons, and thinking about substitution means of attainment, goals or aims. Richards and Nunan (2006) stated that, “reflection is concerned as a means to provide teachers with an opportunity to consider the teaching events thoughtfully, analytically and objectively” (p. 19). A good reflective teacher should not only know about reflective teaching and reflective teaching techniques, but also how to apply them. Teachers should develop the ability of accepting the idea that they work under the sun not in “dark classes”. Good teachers are learning, learning from students, from peers and colleagues, from supervisors and monitors, from academic information in the field, and from their own trials and errors, and all these processes can only be done by using reflective teaching practice.
Why do not teachers apply reflective techniques?
            In fact, many studies (Kurt, 2009; Wang, 2012) established that teachers whether they know about reflection or not, do not apply it.  Wang (2012) debated some of the obstacles identified for teachers who were unable to engage in reflection. The obstacles are a) lack of motivation on the instructor’s part, or failure to see the value in being good teacher; b) lack of knowledge about teaching and the role of reflection; c) and fear of taking risks. Moreover, she added that “reflect on teaching is dependent upon their personal ability to reflect” (p. 50). It appears to be that teachers have different perspectives and levels of reflection. However, the issue that teachers do not apply reflection and reflective teaching techniques (tools) need more profound analysis.
Why Video?   
Despite the fact that reflection in teaching has many techniques (tools) such as teacher’s diary, peer observation, written accounts of experiences, mind mapping, students’ feedback, self-report, teacher journal, autobiographies, scenario analysis, critical conversation (Storytelling), teaching logs, conference log, group discussions, survival advice memos, action research, The Good Practices Audit, Participant Learning Portfolios, Collaborative Diary Keeping, Critical Incident Questionnaire, and Scenario Analysis, video is a powerful reflective teaching tool. Harford and MacRuairc (2008) proclaimed the importance of using video recordings as a reflection tool for increasing a self- observation and evaluation techniques. 
The video enables teachers to pause, rewind, and re-view the recording at any time. Moreover, video can be archived and recalled at any time.  Through the use of video recordings teacher can witness himself as a teacher. Likewise, Richards (2002) thinks that video recordings of lessons as a reflective teaching tool can also provide a basis for reflection, like mirror on which teachers face themselves and see how students see them.  However, in spite of the fact that there are many useful insights to be gained from diaries, self-reports, and peer observation they cannot capture every moment of teaching processes. Many things may happen in a classroom and only some aspects of a lesson can be recalled. Many significant classroom events may not be observed by the teacher. A 30 minute video recording usually provides more than sufficient data for analysis (Richards & Lockhart, 1996). The goal is to capture as much of the interaction of the class as possible, both from teacher to class and from student to student. Additionally, video has been an important tool in the preparation and professional development of classroom teachers since the late 1960s (Fuller 1970).
 The video recording was chosen in this study as a reflective teaching tool for the reasons given by Smith (1981), namely that the use of mechanical recording devices usually gives greater flexibility than observations done by hand. Edwards and Westgate (1987) stated that capturing much of the data on video record also allowed much greater depth than would have been possible even using techniques involving live coding. In like manner video as  reflective teaching tool is often seen as a useful means of providing feedback to teachers in various kinds of teaching and learning situations. It develops the teachers’ ability to articulate and reflect on what happens in their lessons. Video recordings can be useful in showing teachers certain aspects of their behaviour whether they were relaxed, worried, talking too fast or too slow, and where they stood (Brookfield, 1995). Equally important, video recordings of lessons in teaching can provide teachers with specific information for the analysis and evaluation of their classroom teaching performance, from an observer perspective, with an unlimited access. The creation of electronic platforms for teachers to store videos of lessons in teaching practice and add comments on teaching performance is one of the possible approaches to promoting the depth and quality of self -reflection (Sherin & van Es, 2005). 
By the same token, video the only audio-visual reflection tool, enables teachers to experience a great deal of ‘self-confrontation’, which  McCurry (2000) referred to as “a process where individuals are exposed to information about how others see them in an ‘external’ view” (p. 7). Identically, video recording might be a very prolific powerful instrument to enhance teachers’ learning performance. Schratz   (as cited in Richards & Lockhart, 2007) stated that “Audio-visual recordings are powerful instruments in the development of a lecture’s self-reflective competence. They confront him or her with a mirror like ‘objective’ view of what goes on in class” (p. 11).
The resource of observation.
English language teachers need feedback to improve their teaching processes, performances, beliefs, and techniques they follow. What is the main source of feedback nowadays? Is the traditional way of feedback ( by a supervisor in the classroom)   still effective to improve teachers’ performance, beliefs, and attitudes about his teaching process, or do we need to develop new ways of observation and feedback? The supervisors and the experts are not the only source of feedback. Richards and Lockhart (2007) believed that:

For many teachers, classroom visits by supervisors are the main source of feedback on their teaching. While comments of supervisor or other outside visitor can be a useful source of information about one’s teaching, teachers themselves are in the best position to exam their own teaching. Rather than drawing on experts’ opinions, theories, or external sources of knowledge as an impetus for change or development (p. 3)

With advances in technology, teacher educators have started to make use of different technological equipment to promote self-reflection. With video recordings teachers can get suitable feedback about their teaching and can share them with peers, friends, and experts in the field. Moreover, the introduction of the internet has contributed to the use of video recordings as a reflective tool, because sharing video-recorded lessons through the internet makes it possible for teachers to develop new ways of observation (Kapanja, 2001). 
After understanding the importance of video as a reflective teaching tool, it seems that there is a need to apply the video recording as a reflective tool and investigate the importance of this tool as a self-observation and self-evaluation. In fact, a considerable deal of literature on reflective teaching is focused on the role of reflection in pre-service teachers training (Yeung Sze & Yin Shirley, 2005; Kapanja, 2001; Beck et al., 2002; Li Hua, 2003; Huang, 2010; Hasanbasoglu, 2007; Davis & Kimbrough, 2008;  Birmingham & Lofthouse, 2011; Laverty, 2012; Hallman, 2012; Collin et al., 2012), because it is believed that the earlier student teachers are introduced to reflection, the better prepared they will be for their profession. On the other hand, Göde (1999) and Kpanja (2001) differentiated the effect of using video between pre-service and in-service teachers. Therefore, it appears that there is a need for further studies in the field of in-service teacher.
Aim of the study
The main aim of the study was to investigate the use of video recordings as a reflective tool in EFL classes and find out the attitudes of EFL teachers towards the process. This study also attempted to investigate to what extent teachers think about their performance on teaching when they are asked to self-observe their teaching through the video, and what they think about using the video recordings as a reflective tool, and its effectiveness as a reflective tool. More specifically, the study aims to answer the following questions: 
1- How does the use of video recordings as a reflective teaching tool affect EFL teachers' teaching performance?

2- What are the views of EFL teachers about using the video recording as a reflective teaching tool?   
3- What do EFL teachers think about their teaching performance after viewing their own recordings? 
Limitations 

This study is limited to the investigation of the effect of using video recordings among EFL teachers at Near East University schools  and did not include all schools in Cyprus. 
Another limitation was the nature of the video recordings. The existence of the video camera in the classroom might have resulted in artificial behaviour on the part of the teachers and the students. Although the teachers stated that they did not feel   different because of the video recording, there is a possibility that the video recording encouraged different behaviours.  .
 Significance of the study

          This study is hoped to be of value to the researchers and experts in ELT, since it presents a qualitative research of the characteristics and techniques of reflective teaching; EFL teachers and supervisors to evaluate real lessons; course and syllabus designers who have to consider reflective teaching and reflective teaching tools when designing EFL course books of teacher training, and EFL teachers to use more technology inside classrooms and improve their self-observation and self-evaluation techniques by using video recording.                                      
CHAPTER II 
THE REVIEW OF LITERATURE

Introduction

This chapter presents the theoretical aspects of reflective teaching (RT). It is divided into two sections: the first one presents an overview of the theoretical background on which the present study rests. It sheds light on reflection, reflective teaching,   video recording and teacher education. The second section is concerned with previous studies that are related to the present one.    
Good teachers are always learning. They are learning from students,   from their peers and colleagues,   from supervisors and mentors,   from their own trial and error, and learning from academic environments. Good teachers continue to learn throughout their careers, this is called on going professional development or lifelong learning. One tool that can help teachers develop professionally is known as reflective teaching practice or techniques. Reflective teaching means thinking about what happens in the classroom, both in terms of the teaching   and in terms of the learner responses and then acting on these. We can ask ourselves, were the goals of the session met? Why or why not?  What worked well? Did learners act as expected? Why or why not? How can class sessions be improved to provide opportunities for better learning?

Reflective teaching asks teachers to look at their teaching in the way that they are asking students to look at their learning. Reflective teaching means looking at what the teachers do in the classrooms, thinking about why they do it, and thinking about if it works. It is also defined as a process of self-observation and self-evaluation. In fact, by collecting information about what goes on in the classroom and by analysing and evaluating this information, the teachers identify and explore their own practices and underlying beliefs. This may then lead to changes and improvements in teaching. The concept of teachers’ reflection refers to the extent to which EFL teachers contemplate and reflect on their teaching experience in the classroom in order to improve their teaching skills. According to Farrell (2008) teachers “collect data about their teaching, examine their attitudes, beliefs, assumptions, and teaching practices, and use the information obtained as a basis for critical reflection about teaching”(p. 2). Basically, the purpose of current study is to investigate the use of video as a reflective teaching tool in teacher observations conducted in in-service teachers to enhance English as foreign language (EFL) teachers’ performance, what EFL teachers think about video recording as a reflective teaching tool, and what EFL teachers think about their teaching performance after viewing their own recording. In order to evaluate this, video recorded self-observation was used as a tool in promoting reflection in teacher observations.
 
Reflection

         The question of “what reflection is” has been of great interest to scholars, and the literature on reflective practice involves a great many attempts to define the term “reflection.” Although these definitions seem to differ from one another, each describes a different fact of reflection, and they all are useful for understanding the concept. Reflection is serious and careful thought. It is the process whereby learners think about and try to make sense of prior situations and experiences. The Oxford English Dictionary (1994) defines the word reflection as ‘the action of turning back or fixing the thoughts on some subject; meditation, deep or serious consideration’. Jay and Johnson (2002) use the term ‘reflection’ to refer to one’s thinking deeply about a significant matter and then evaluating beliefs, values and experiences with reference to the social context within which one engages in this evaluation. Reflection may be defined as an approach by which teachers can have a deeper understanding of their own teaching styles, beliefs and identities (Boud & Walker, 1998). 
 Historical Background.      

       
The idea of thinking about one's own cognition can be traced back to the time of Plato and Aristotle. John Locke in 1690 used the term reflection to refer to the perception of the state of minds, or 'the notice which the mind takes of its own operations. Dewey (1933) considered reflection as a form of problem-solving. In “How We Think”, he defined reflection as the active, persistent and careful consideration of any belief or supposed form of knowledge in the light of the grounds that support it and the further conclusions to which it tends” (p. 74). Dewey pointed out the importance of reflection in teaching. He stated that reflective teaching is a series of behavioral careful consideration in education. Likewise, the instructors try to solve the teaching difficulties that they face in the classroom. Additionally, with the open-minded attitude in teaching; teachers will improve their teaching skills and enhance teaching self-efficacy. Dewey (as cited in DeVore & Thorsen, 2013) “concluded that reflection is an active and intentional cognitive process involving sequences of interconnected ideas that interact with understanding beliefs and knowledge. The quality of reflective teacher is one who possesses whole-heartedness, open-mindedness, and responsibilities” (p. 90). With that concept teachers need to accept the idea of observation to develop their teaching process.

 Schön (1987), added to this definition by drawing attention to the relationship between time and reflection. He introduced the concepts, reflection-in-action and reflection-on-action. What Schön refers to by reflection-in-action is the judgments teachers make while teaching, whereas he thought of reflection-on-action as recalling and evaluating past teaching experiences (cited in Reed, Davis & Nyabanyaba, 2002). Farrell (1998) added reflection-for-action to Schön’s concepts, claiming that reflection-for-action, using the findings of reflection-in-action and reflection-on-action for future professional activities, is also a key component of teacher reflection. So reflection for action is a process when teachers observe themselves and then   decide to change some beliefs of their teaching process and techniques. In 1987, Schön introduces the concept of reflection as a critical process in refining one's artistry or craft in a specific discipline. Schön recommended reflection as a way for beginners in a discipline to recognize consonance between their own individual practices and those of successful practitioners. As defined by Schön, reflection involves thoughtfully considering one's own experiences in applying knowledge to practice while being coached by professionals in the discipline (Schön, 1996). In 1995, Farrell asserts that reflection is an active and deliberative cognitive process, involving sequences of interconnected ideas which take account of underlying beliefs and knowledge. Reflection generally addresses practical problems, allowing for doubt and perplexity before possible solutions are reached (Farrell, 1995). After the concept of reflection is introduced by Schön, many schools, colleges, and departments of education began designing teacher education and professional development programmes utilising this process. As the reflection grew in popularity, some researchers cautioned that incorporating reflection in their teacher education programmes meant to sacrifice some important content in teacher education (Clift et al, 1990). These researchers recommended that reflection combine John Dewey's philosophy on the moral, situational aspects of teaching with Schön 's process for a more contextual approach to the concept of reflective practice. More recently, Boud and Walker (1998) applied Schön’s concept of reflection to teacher education. They took the issue with what they considered to be a checklist or reflection on demand mentality, reflection processes with no link to conceptual frameworks, a failure to encourage students to challenge teaching practices, and a need for personal disclosure that was beyond the capacity of some young teachers. They also suggest that these weaknesses can be addressed when the teacher-coaches create an environment of trust and build a context for reflection unique to every learning situation.  After that,  Schön (1987) devoted the use of reflection to generate models from a body of previous knowledge. These models are used to re-frame a problem; then experiments are performed to bring about outcomes which are subjected to further analysis. This model called reflection-in-action recognizes that there is little or no separation of research from practice, little or no separation of knowing and doing. Schön 's model of reflection-in-action compliments the iterative and investigative natures of action research. 
  
What is Reflection?         

      
Reflection has many definitions in the context of teacher cognition. It involves a state of doubt, hesitation, perplexity, or mental difficulty, in which thinking originates. This uncertainty is followed by the act of searching to find materials that will resolve this doubt and settle the perplexity (Dewey, 1933). Zeichner (1991) regards reflection as   more than just thinking hard about what teachers do. Thus, reflective teachers give careful attention to their experiences, how meaning is made and justified, how   they analyse the influence of context and how   they shape human behaviour. Reflection goes beyond the technical aspects of an experience to the personal, ethical, and political dimensions of teaching. Reflection is about social justice, equity, and change. It is also seen as a kind of inquiry into pedagogy and curriculum, the underlying assumptions and consequences of these actions, and the moral implications of these actions in the structure of schooling (Zeichner & Liston, 1996). Becoming reflective requires an active engagement or consciousness in the experience. Reflection requires the ability to analyze and prioritize issues, to use tacit and resource-based knowledge, and to develop a feasible plan of action. Clarke (1995) suggests that reflection is not about a single event in time, but occurs over time as teachers begin to construct meaning for them. Richards (1990) sees reflection as a key component of teacher development. He says that self-inquiry and reflection can help teachers move from a level where they may be guided largely by impulse, intuition, or routine, to a level where their actions are improved.  He also describes reflection as a metacognitive strategy that helps teachers think up on their experiences, actions and decisions during their teaching practices. Zeichner and Liston (1996) define teaching as a process that is taking place when someone (a teacher) is teaching someone (a student) about something (a curriculum) at some place and sometime. Dewey (1933) sees a further distinction in teaching when he says routine teaching takes place when the means are problematic but the ends are taken for granted. However, he sees reflective action as entailing active, persistent, and careful consideration of any belief or supposed form of knowledge in light of the grounds that support it and the further consequences to which it leads. 

       
Kullman ( 1998) states that reflection is the mental process of trying to structure or restructure an experience, a problem, or existing knowledge or insights by making it an explicit subject of thinking. He also regards it as a process of thinking for an extended period by linking recent experiences to earlier ones in order to promote a more complex and interrelated mental schema. Reflection normally involves looking for: Commonalties, differences, and interrelations beyond their superficial elements. Bartlett (1990) sees reflection as a key to make explicit, starting from a concrete experience, one’s own frame of interpretation and further on to assess and to adapt this frame. The aim is to ameliorate the effectiveness of one’s own performance. It’s a kind of orientation afterwards, after an action or a sequence of actions the teacher reflects about the actions and their outcomes which leads him/her to better actions in the future. The aim is to reach a higher level of professional performance. Changes in the thinking of the teacher lead to changes in the performance of the teacher    ( Kullman, 1998). 

             Reflection is an important aspect of both teaching and learning. Dewey (1933) recognizes that it is the reflection on experiences that leads to learning- not merely the experience itself. Teachers learn from those experiences that they ponder, explore, review, and question. Today researchers are looking at the developmental or evolutionary aspects of critical reflection in teaching. Still, it is reflection, not experience alone that is found to be a teacher (Hopkins, & Antes 1990). Kemmis and Mctaggart (1982) believe that reflection is a research into:                                                                                                           a particular kind of practice, one in which there is a craft-knowledge and a particular model of knowledge and research with an action as an out-come. This knowledge is practical knowledge. They also say that action research, is a form of self-reflective enquiry undertaken by participants (teachers, or principals, for example) in social situations in order to improve the rationality and justice of :  a) Their own social or educational practices , b) their understanding of these practices, and c)the situations (and institutions)in which these practices are carried out. Zeichner and Liston (1996) regard reflection as a multifaceted process.  It is an analysis of classroom events and circumstances. By virtue of its complexity, the task of teaching requires constant and continual classroom observation, evaluation, and subsequent action. Jay and Johnson (2002) use the term ‘reflection’ to refer to one’s thinking deeply about a significant matter and then evaluating beliefs, values and experiences with reference to the social context within which one engages in this evaluation.                                                                             

             Reflection is also a means used by teachers in their attempting to recall, understand, and make sense of the world.  It is an active, persistent, and careful consideration of a belief or supposed form of knowledge in the light of the grounds that support   and the further conclusions to which it tends. It refers to the capacity of a teacher to think creatively, imaginatively and at times, self-critically about classroom practice Dewey (1933). Bartlett (1990) states that reflection is disciplined inquiry into the motives, methods, materials and consequences of educational practice. It enables practitioners to thoughtfully examine conditions and attitudes which impede or enhance student achievement. It is a way of thinking about educational matters that involve the ability to make rational choices and to assume responsibility for those choices. He also asserts that reflection is a process involving decision making in a socio-political context, identification of problems, a search for satisfactory answers, and investigation of social problems realized in living. Jay and Johnson (2002) stated about reflection, “one of the most powerful tools in effective teaching is the presence of a well-defined image of what is to be learned” (p. 74). 

Reflective learning is the process of self-observation and self-evaluation. By identifying and exploring own practices, learners get to changes and improvements in their learning. Reflective learning is a means of educational development. The aim of a learner-centred approach is to make learners take control of their learning. Each context and learner needs its own methodology. In learner-centred approach, the learner is centralized, and the needs of the learner have priority in the learning process. Reflection is a kind of mental activity which happens under the operation of motivational forces (Wildman, Magliaro and McLaughlin 1992). Involving learners in the process increases motivation and therefore the success. The cognitive and metacognitive strategies which are learner-centred strategies are used for this purpose of increasing motivation and success.
  Becoming reflective requires an active engagement or consciousness in the experience. Richards sees reflection as a key component of teacher development.  He says that self-inquiry and reflection can help teachers move from a level where they may be guided largely by impulse, intuition, or routine, to a level where their actions are improved. Richards also describes reflection as a metacognitive strategy that helps teachers think up on their experiences, actions and decisions during their teaching practices (Richards, 1990).        
 
Perspectives of Reflection.
            Theorists identify four perspectives concerning reflection, these include: 
Metacognition                                                                              

The questions surrounding an individual's ability to reflect is at the core of the historical roots of the concept of metacognition (Brown & Mcintyre, 1987). Metacognition as an area of inquiry may be divided into three components: (a) metacognitive knowledge (the awareness of one's knowledge), (b) metacognitive judgments and monitoring, (c) control and self-regulation of cognition. All three components overlap, and a discussion of any one necessarily concerns the notion of reflection in some sense. Through reflection, one becomes aware of one's own knowledge or cognitive strategies; and one cannot monitor or regulate one's own cognitive strategies, if one is not aware of what those strategies are (Smyth, 1991). One may consider metacognitive knowledge as an awareness of one's own knowledge on many different levels; however, knowledge about the task and knowledge about the strategy variables that influence the cognition are the more traditional metacognitive knowledge constructs. Thus, researchers interested in the notion of metacognitive knowledge, consider the object of reflection as the mind's operations to be cognitive strategies for performing specific tasks. In such cases, the metacognitive individual must have clear, predetermined goals and standards in order to monitor and regulate the cognitive strategies effectively (Smyth, 1991). Among those researchers who consider the object of reflection to be task-based cognitive strategies, some hold these cognitive strategies to be specific to particular tasks in particular domains. Other researchers consider these cognitive strategies to have a broader range: they may have been learned with respect to a specific application; however, they may be transferred across tasks and disciplines, if a student practices the strategies across domains (Smyth, 1991).
Solving Problems in Uncertainty
 Theorists such as John Dewey propose that individuals engage in reflection when they encounter problems with uncertain answers when no authority figure has an answer, when they believe no   answer is correct, and when the solution cannot be derived by formal logic. The uncertainty or the belief in uncertainty is the essential requirement in this case for reflection to occur. An individual must acknowledge that some problems may not be solved by one absolute truth. According to Macroff (1988), a reflective teacher in such problematic circumstances, must evaluate the potential solutions to the problem in the light of existing information, which may be incomplete and unverifiable. Reflection requires the continual evaluation of beliefs, assumptions, and hypotheses against existing data and against other plausible interpretations of the data. The resulting judgments are offered as reasonable integrations or syntheses of opposing points of view. Because they involve on-going verification and evaluation, judgments based on reflection are more likely to be valid and insightful than are beliefs derived from authority, emotional commitment, or narrow reasoning (Dewey, 1933). Macroff (1988) developed a model of reflective judgment grounded in this theory of reflection. The Model of Reflective Judgment emphasizes the thinker's epistemic assumptions-what can be known and how a person can know. In this vision of the higher order cognitive ability, the reflective teacher examines and evaluates the available relevant information and opinions to construct a plausible solution to a problem at hand. This plausible solution becomes the individual's belief that is subject to change as he gathers more information. The object of reflection in this situation-the state of one's own mind is recognized as temporary. A reflective thinker draws on available information to construct his own belief system, one that is subject to change. 
Philosophical Mind                                                            

      
 The philosophical perspective of reflective thinking recalls Dewey's description: reflection requires the continual evaluation of beliefs, assumptions, and hypotheses against existing data and against other plausible interpretations of the data. Macroff (1988) asserts that teachers engage in reflection to perceive the state of their own mind, however, one may say either that reflection is not limited to the context of problem solving or that problem solving is the natural state of the philosophical mind that always questions authority and the existence of one single correct answer. Osterman and Kottkamp (2004) compare reflection to the philosophical mind. The philosophical mind routinely probes the foundations of its own thought, realizes that its thinking is defined by basic concepts, aims, assumptions, and values. The philosophical mind gives serious consideration to alternative and competing concepts, aims, assumptions, and values, enters empathetically into thinking fundamentally different from its own, and does not confuse its thinking with reality. By habitually thinking in a global way, the philosophical mind gains foundational self-command, and is comfortable when problems cross disciplines, domains, and frameworks. A philosophical mind habitually probes the basic principles and concepts that lie behind standard methods, rules, and procedures. The philosophical mind recognizes the need to refine and improve the systems, concepts, and methods it uses and does not simply conform to them. The philosophical mind deeply values gaining command over its own fundamental modes of thinking (Macroff, 1988).
  
The Arts                                                                                                      

     
  Just as the philosophical mind and the mind of the problem solver engages in reflective teaching by considering alternative thoughts and perspectives and all available information, the mind of the perceiver of art engages in reflection. Freidus (1997) posits that learning to look at visual art may help one learn to think reflectively. When interpreting a work of art, one must ask many questions concerning various aspects of its creation and representation and consider all perspectives and alternative interpretations to appreciate fully the work. The mind of the art interpreter considers the various perspectives of the physical nature and historical, social, and cultural context of a work of art, just as the philosophical mind considers the nature of the context and frame of reference of her own thoughts. Moreover, because interpreting art requires the observer to recall her own experiences and knowledge in order to come to some plausible conclusion, the process of interpreting a work art may be considered the reflection process (Macroff, 1988). 

 
Essential Issues about Reflection

     
Hatton and Smith (1995) identified four essential issues concerning reflection: Teachers should learn to frame and re-frame complex or ambiguous problems, test out various interpretations, and then modify actions consequently, thoughts should be extended and systemized by looking back up on actions sometime after they have taken place. Certain activities labelled as reflective, such as the use of journals or group discussions following practical experiences, are often not directed towards the solution of specific problems. Teachers should consciously account for the wider historic, cultural, and political values or beliefs in framing practical problems to arrive at a solution.
Types of Reflection.
             Reflection is classified into five types which are:
Technical Rationality

Technical Rationality examines teaching behaviors and skills after an event, such as a class. They should use appropriate tools for that, like video. The focus of reflection is on effective application of skills and technical knowledge in the classroom (Freire, 1985), and it also focuses on cognitive aspects of teaching. Many beginning teachers start to examine their skills from this perspective in controlled situations with immediate feedback from teacher educators. The beginning teacher is trying to cope with the new situation of the classroom (Fuller 1970).  The teacher undertakes reflection, not so much to revisit the past or to become aware of the metacognitive process one is experiencing (both noble reasons in themselves) but to guide future action (the more practical purpose).
Reflection-in-Action 

Reflection-in-Action is the second notion of reflection (Schon 1987). For this to occur, the teacher has to have a kind of knowing-in-action which is analogous to seeing and recognizing a face in a crowd without listing and piecing together separate features. The knowledge in the intelligent action is publicly observable, but we are unable to make it verbally explicit. Schon (1987) says that teachers can sometimes make a description of the tacit, but that these descriptions are symbolic instructions; knowledge-in-action is dynamic, facts are static. For Schon (1983), thought is embedded in action and knowledge-in-action is the center of professional practice. Reflection-in-action, again according to Schon (1983), is concerned with thinking about what the teachers are doing in the classroom while they are doing it, this thinking is supposed to reshape what they  are doing. There is a sequence of moments in a process of reflection-in-action.                                                                                                                                                      

1. Situation or action occurs to which teachers bring spontaneous routinized responses, as in knowing-in-action;                                                                                                                                          

2. Routine responses produce a surprise, an unexpected outcome for the teacher    that does not fit into categories of knowing-in-action. This then gets attention.                                                                       

3. This surprise leads to reflection within an action. This reflection is to some level conscious but need not occur in the medium of words.                                                                               

4. D-Reflection-in-action has a critical function. It questions the structure of knowing-in-action, thinking about the thinking that got them there in the first place.                               

5. Reflection gives rise to on-the-spot experimentation. The teachers think up and try out new actions intended to explore newly observed situations or happenings. Schön (1983) says that reflection-in-action is a reflective conversation with the materials of a situation. It is called reflection-on-action.
Reflection-on-Action 

     
   Reflection-on-Action deals with thinking back on what teachers have done to discover how their knowing-in-action may have contributed to an unexpected action (Hatton and Smith 1995). This includes reflecting on their reflecting-in-action, or thinking about the way they think, but it is different from reflecting-in action. 
Reflection-for-Action                                                                                                                                                          

  
Reflection-for-Action is different from the previous notions of reflection in that it is proactive in nature. Marianne (2001) argues that reflection-for-action is the desired outcome of both previous types of reflection; however, they say that teachers undertake reflection, not so much to revisit the past or to become aware of the metacognitive process one, but to guide future.                                                                

Action Research 

       
Action Research is a form of self-reflective enquiry undertaken by teachers in social (including educational) situations in order to improve the rationality and justice of (a) their own social or educational practices, (b) their understanding of these practices, and (c) the situations in which the practices are carried out. It is most rationally empowering when undertaken by participants collaboratively, sometimes in cooperation with outsiders (Hopkins & Antes 1990). Action Research is also the systematic study of attempts to improve educational practice by groups of participants by means of their own practical actions and by means of their own reflection upon the effects of those actions (Freeman, 1996).
Levels of Reflection.    

        
Reflection is not an innate skill possessed by all those in the teaching profession, nor is it uniformly achieved, and merely writing reflective narratives without feedback from mentors and peers will not make teacher more reflective (Best, 1981). In order to understand and improve upon skills in the process of reflection, it is important to understand the levels of reflection, these levels are: (a) Instructional Reflection: Instructional reflection is concerned with refining teaching strategies. (b) Pedagogical Reflection: Pedagogical reflection concentrates on the relationship between the problematic situation and their actions. (c) Critical Reflection: Critical reflection exhibits deep contemplation and commitment to social justice. These levels are developmental, and initial studies show that not every person will progress through the levels until they reach reflection. But the teacher can assess himself by sharing with the components of each level (p. 33-39).
 
Dimensions of Reflection.
        
In a sense, teachers reflect constantly as they teach, responding to on-going situations in the classroom as they arise. This is sometimes called reflection-in-action. Reflection-in-action usually happens very fast, perhaps even intuitively. It can be transient and quickly forgotten. It is only after a teaching event that there is time for in-depth reflection. This is sometimes called reflection-on-action. When the process of reflection-on-action is rigorous, systematic and on-going, teachers are acting as reflective teacher. The figure (1) below differentiates levels at which reflection can take place, from the fleeting and transient to the in-depth, on-going examination of teaching.  
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Figure 1. Dimensions of Reflection ( Zeichner and Liston , 1996, p, 47)
Table 1
 Dimensions of Reflection

	Rapid reflection
	Immediate and

automatic
	Ongoing decision-making while teaching happens very fast, almost constantly, often privately.

	Repair
	Thoughtful
	Teacher makes a decision to alter behavior in response to cues from students.

	Review
	Less formal at  a particular        point in time
	Teacher thinks, writes or discusses some element of teaching or students’ learning; often interpersonal and collegial.

	Research
	More systematic
Over period of time
	Thinking and observation become more sharply focused around particular issues; involves collecting data over time. Action research, exploratory practice, teaching journals.

	Retheorizing

and

Reformulating
	Long term Informed by public academic theories
	More abstract and more rigorous; teachers critically examine their practical theories, and consider these in the light of academic theories.


Collaborative Nature of Reflection.
The opportunity to share with colleagues and friends is important in becoming a more reflective teacher. Feedback, comments, and discussion about reflections might come from the mentor or supervising teachers, university supervisor/coordinator and/or peers in the programme. Reflection, as a method of inquiry into teaching, can be collaborative. For example, questions from a friend can help clarify an issue for the teacher, just as a probe or comment from a university supervisor can help teachers look deeper into the situation. Collaboration when developing a portfolio includes requesting feedback from mentor, university supervisor, or colleagues and peers. It can also take the form of discussion with colleagues who will assist the teacher in identifying appropriate artefacts or to help to clarify beliefs and dispositions. The feedback option on the Electronic Portfolio provides opportunities for peer evaluation and editing as part of this collaborative process (Penny. Ur, 1996). Recently, a great deal of attention has been devoted to the topic of reflection and to the development of reflective teachers. By itself, however, reflection is not necessarily critical (Brookfield 1995). To engage in reflection requires a moving beyond the acquisition of new knowledge and understanding, into questioning of existing assumptions, values, and perspectives. Brookfield (1988, pp. 6-11) believes that there are four elements that can be considered central to reflection these are:
1. Assumption Analysis: involves thinking in such a manner that it challenges teachers’ beliefs, values, cultural practices, and social structures in order to assess their impact on their daily proceedings. Assumptions are the teachers’ way of seeing reality and to aid them in describing the order of relationships. 
2. Contextual Awareness: Contextual Awareness is realizing that assumptions are socially and personally created in a specific historical and cultural context.
3. Imaginative Speculation: Imaginative Speculation is imagining alternative ways of thinking about phenomena in order to provide an opportunity to challenge prevailing ways of knowing and acting.     

4. Reflective Skepticism: Reflective Skepticism is questioning of universal truth claims or unexamined patterns of interaction through the prior three activities, assumption analysis, contextual awareness, and imaginative speculation. It is the ability to think about a subject so that the available evidence from that subject's field is suspended or temporarily rejected in order to establish the truth or viability of a proposition or action.  

 
Reflection and Professional Development.  

    
RT and Professional Development are inseparable if teachers are to understand their practice. This union puts them in a position where they are better able to consider more alternative strategies and tailor their practice to match their students’ needs. Richards& Farrell (2005) view reflection as a vital first step to identifying teachers’ personal beliefs and theories. To recognize the importance of addressing teachers’ current theories and belief systems, and suggests that teachers need to reflect on their own theories, articulate them explicitly, and compare them with those of their colleagues. Freeman (2002) emphasizes that reflection must become a central pillar in ELT. To do this, she states that it is important to teach the skills of reflectivity and provide the discourse and vocabulary that can serve teachers in renaming their experience. In order to develop understanding through reflection, Freeman points out that one needs the words to talk about what one does, and in using those words one can see it more clearly. Articulation is not about words alone, however. Skills and activity likewise provide ways through which new teachers can articulate and enact their images of teaching. Reflection alone is therefore insufficient, but is an integral part of an on-going, cyclical process. Wellington (1991) argues, it is through repeated cycles of professional development, practice and reflection that professional competence arises.
Reflection and Mentoring.
Commitment to self-enquiry and readiness to change practice are important if the individual is to get the most out of the process.
Many scholars and researchers in the field identify self-awareness as essential to the reflective process. Richards and Lochart (2007) state that “While comments of supervisor or other outside visitor can be a useful source of information about one’s teaching, teachers themselves are in the best position to exam their own teaching” (p. 3). This implies that the individual needs to be well informed/ appraised of their own character, including beliefs and values and evaluate his norms, traits, method or approach he follows. Many models of reflective practice also include self-awareness and questioning of beliefs, values and attitudes. Reflection relates to a willingness to change practice, where new conceptual perspectives are reached in order to inform practice. If the EFL teachers are not willing to change practice they will not gain the potential benefits from the process in terms of practice development, advances will not be made and professional practice will not evolve. Many of the skills identified as essential for a good supervisor are required by the work-based supervisor to guide the reflective practitioner. A willingness to commit time to the process and to listen to the learner helps foster a relationship that can bring challenging issues to the fore.

There are many similarities between reflective practice and supervision; therefore teachers can make effective use of reflective practice as a learning tool within the context of supervision. It is however important that the teacher and the work-based supervisor are committed to the process and have a shared understanding of the process to make the experience effective (Tice, 2007).
Reflection and Problem Solving.              

         
Smyth (1989) raised questions about whether solving problems should be considered an inherent characteristic of reflection. Some proponents would argue by their logic or practice that its essential nature is thinking about action. This may involve processing while a group event is taking place or debriefing after a specific experience for the purpose of developing insights, in terms of a clearer understanding of the relationships between what took place, the purposes intended, and difficulties which arose viewed within broader cultural or professional perspectives. Certain approaches labelled as reflective which are being employed currently, such as the use of journals or video recording group discussions following practicum experiences, though encouraging reaction to practical events, often are not deliberately directed towards the solution of specific practical problems.
 
Importance of Reflection.
Reflection entails all kinds of risks and complexities; there have to be some compelling reasons why anyone would choose to begin this activity. Few of teachers are likely to initiate a project that promises enlightenment only at the cost of masochism. To become reflective, the teachers need to see clearly that their work is interested. However, why should the teachers bother to take this activity seriously (Pennington 1995). So, reflection is important for: 

1. Helping to Take Informed Actions
       
Simple utilitarianism dictates that reflection is an important approach for teachers to develop. Becoming reflective raises a chance of taking informed actions. Informed actions are based on assumptions that have been carefully and critically investigated. These actions can be explained and justified to the teachers. If a student or colleague asks teachers why they are doing something, they can show how their action springs from certain assumptions they hold about teaching and learning. The teachers can then lay out the evidence (experiential as well as theoretical) that undergirds these and they can make a convincing case for their accuracy. An informed action is one that has a good chance of achieving the consequences intended. It is an action that is taken against a backdrop of inquiry into how people perceive what they say and do. When the teachers behave in certain ways they expect their students and colleagues to read into their behaviors the meanings they intend. Frequently, however, their words and actions are given meanings that are very different from, and sometimes directly antithetical to, those they intended. When they have seen their practice through others' eyes they are in a much better position to speak and behave in ways that ensure that a consistency of meaning exists between them, students and colleagues. This consistency of meaning increases the likelihood that actions have the effects they want (Pennington 1995).
2. Helping to Develop a Rationale for Practice
    
The reflective habit confers a deeper benefit than that of procedural utility. It grounds not only the actions, but also the sense of who the teachers are in an examined reality. The teachers know why they believe, what they believe. A reflective teacher is much better placed to communicate to colleagues and students (as well as to himself) the rationale behind his practice. He works from a position of informed commitment. He also knows why he does and thinks and what he does and thinks. Teachers’ communication to students will induce sense of being grounded. This sense of grandness stabilizes when he feels swept along (Pennington 1995).
3. Helping to Avoid Self-Laceration
         
If teachers are reflective they are also less prone to self-laceration. A tendency of teachers who take their work seriously is for them to blame themselves if students are not learning. These teachers feel that at some level they are the cause of the anger, hostility, resentment or indifference that even the best and most energetic of them are bound to encounter from time to time. Believing themselves to be the cause of these emotions and feelings, they automatically infer their solution. They take upon themselves the responsibility for turning hostile, bored or puzzled students into galvanized advocates for their subjects brimming over with the joys of learning. When this does not happen (as is almost always the case) these teachers allow themselves to become consumed with guilt for what they believe is their pedagogic incompetence. Reflective teachers who systematically investigate how their students are experiencing learning know that much student resistance is socially and politically sculpted. Realizing that resistance to learning often has nothing to do with what they've done as teachers, helps them make a healthier, more realistic appraisal of their own role in, or responsibility for, creating resistance. They learn to stop blaming themselves and they develop a more accurate understanding of the cultural and political limits to their ability to convert resistance into enthusiasm (Pennington 1995).
4. Grounding emotionally
       
Reflection also grounds the teachers emotionally. When the teachers neglect to clarify and question their assumptions, and when they fail to research their students, they have the sense that the world is governed by chaos. Whether or not the teachers do well seems to be largely a matter of luck. Lacking a reflective orientation they place an unseemly amount of trust in the role of chance. The teachers inhabit what Freire (1985) calls a condition of magical consciousness. Fate or serendipity is seen as shaping educational process, rather than human agency. When the teacher thinks in this way they are powerless to control the ebbs and flows of their emotions. One day a small success causes them to blow their level of self-confidence out of all proportion. The next, an equally small failure (such as one bad evaluative comment out of twenty good ones) is taken as a devastating indictment of our inadequacy. Teachers caught on this emotional roller coaster, where every action either confirms their brilliance or underscores their failure, cannot survive intact for long. Either they withdraw from the classroom or they are forced to suppress (at their eventual peril) the emotional underpinning to their daily experiences. So the reflective habit is connected to teachers' morale in powerful ways (Pennington 1995).

5. Enlivening Classrooms
        
It is important to realize the implications for students of their own reflection. Students put great store by actions and they learn a great deal from observing how to model intellectual inquiry and democratic process. A reflective teacher activates his classroom by providing a model of passionate scepticism. Reflective teachers who make their thinking public, and therefore subject for discussion are more likely to have classes that are challenging, interesting, and stimulating for students. Students observe teachers closely and they are quick to notice and condemn any inconsistency between what the teachers say, believe and what they actually do. Seeing a teacher model of reflective teaching is enormously helpful to their own efforts to think dialectically. By openly questioning their ideas and assumptions an emotional climate is created in which accepting change and risking failure are valued. By inviting students to critique the efforts and by showing them that these critiques are appreciated and treat them with the utmost seriousness they deconstruct traditional power dynamics and relationships that stultify reflective inquiry. A teacher who models critical inquiry into her/his own practice is one of the most powerful catalysts for reflecting in her/his own students. For this reason, if for no other, engaging in reflection should become perhaps the most important indicator teachers look for in any attempt to judge their effectiveness (Pennington, 1995).

6. Increasing Democratic Trust
 
     In classrooms students learn democratic behaviour. They learn whether independence of thought is really valued, or whether everything depends on pleasing the teacher. They learn either that success depends on beating someone to the prize using whatever advantage they can, or on working collectively. Standing above the fray by saying that the teachers practice is a political is not an option for a teacher. Even if the teachers profess to have no political stance, and to be concerned purely with furthering inquiry into a discrete body of objective ideas or practices. The ways to encourage or inhibit students' questions, the kinds of reward systems the teachers create, and the degree of attention they pay to their concerns, all create a moral tone and a political culture.

     
Teachers who have learned the reflective habit know something about the effects they are having on students. They are alert to the presence of power in their classrooms and to its possibilities for misuse. Knowing that their actions can silence or activate students' voices, they listen seriously and attentively to what students say. They deliberately create public reflective moments when students' concerns not the teacher's agenda are the focus of classroom activity. Week in, week out, they make public disclosure of private realities, both to their students and to their colleagues. They make constant attempts to find out how students are experiencing their classes and they make this information public. All their actions are explicitly grounded in reference to students' experiences, and students know and appreciate this (Pollard &Tann 1994). Trust is the thread that ties these practices together. Through their actions teachers build or diminish the amount of trust in the world. Coming to trust another person is the most fragile of human projects. It requires knowing someone over a period of time and seeing their honesty modelled in their actions. College classrooms provide the conditions in which people can learn to trust or mistrust each other. A teacher who takes students seriously and treats them as adults shows that she can be trusted. A teacher who emphasizes peer learning shows that it's important to trust other students. A teacher who encourages students to point out to her what about her actions is oppressive, and who seeks to change what she/ he does in response to their concerns, is a model of reflection (Pennington, 1995).
 
Reflection and Critical Thinking (CT).
  
The trend in EFL teaching now is not to use the knowledge as an end in itself, but as a means or a vehicle to develop students' thinking, to help them to:  interpret, analyze, synthesize, evaluate, infer, as well as explain evidence. All of these abilities and more characterize critical thinking. 

Critical thinking (CT) is not only important to students, but to the whole society as well. The future of any nation depends on how critical thinkers the people of that society are. Dewey (1933) highlighted the importance of thinking individuals for society and mentioned that one cannot claim that learning information provides judgment. Memory is like a refrigerator, which stores the knowledge to be used in the future. Dewey (1933) stated that “memory provides a stock of meaning for future use, but judgment selects and adopts the one to be used in an emergency” (p. 115). For Dewey, thinking plays a crucial role for individuals in the process of learning. Therefore, steps to implant critical thinking in the process of education should be taken with the understanding that critical thinking cannot be learned as a separate concept by itself, but must be integrated into content curriculum activity. CT is extremely important as it helps us learn and grow. The catalyst for change is critical thinking. The current deficiency of critical thinking is a serious problem that needs to be considered (Barratt, 2009). Unfortunately, research shows that educators continue to focus their instruction on providing practice information rather than teaching reasoning and problem solving. Often graduates are unable to analyze problems, adapt techniques and make decisions in practice (Zygmont & Schaefer, 2006). This may partially be due to the fact that many educators have not been taught how to think critically; therefore, continue to model the same strategies used in their previous education. Reflection requires teaching to think rather than learn lexical knowledge. Reflection is not about logic, especially not about formal logic. But it is a very useful and enlightening study. It is meant to be a multidisciplinary or complex subject, and a course in multidisciplinary studies, a theory as well as practice related to cognition, computing and language. The difficulty in writing about reflection or thinking at all lies in the speed of thinking and the tendency of thoughts to flow, hence blocking the effort for self-inspection, or introspection with any tangible result to record the process apart from saying or writing a part of the on-going stream of consciousness (Williams & Burden, 1994).       


            One possible solution to observing and grasping ideas in their transient status may be to set up a theory of thinking in terms of data and operations on those data. So, a useful metaphor or a different paradigm could be a description of cognitive operations - regardless of their physical realization in the brain, which is another approach to the problem. But since teachers are not interested in devising new medication or drugs for manipulating the processes in the brain, or to alter consciousness, the teachers do not find neurocognitive research particularly useful for the moment. Later, it may well happen that the theoretical model and the empirical research converge and will be offering mutually beneficial insights and a suitable terminology. It is a fact that the entries on thought, thinking and reflecting the lack of a suitable model for the description of what goes on in the mind. Usually people talk about thinking in connection with emotions and will as well, which is a mistake, as thinking as a term should be limited to reason and rationality, in other words unaffected by feelings and determination relying on reason and reasoning only. Reason and reasoning are often identified with logic, and logic is mainly thought of as formal logic with its roots in ancient philosophy and mathematical logic. Informal logic is better suited for the purpose of describing reflective thinking, however besides logic and philosophy. There is a need to address a number of other disciplines to demonstrate that the subject is best understood in a multidisciplinary setting. In an academic context, reflection usually involves:

1. Looking back at something (often an event i.e. something that happened, but could also be an idea or object)

2. Analysing the event or idea (thinking in depth and from different perspectives, and trying to explain, often with reference to a model or theory from the subject)

3. Thinking carefully about what the event or idea means for the teacher and his on-going progress.                                                                                  

             RT is thus more personal than other kinds of academic activities. It also means thinking reflectively in everyday life (Ojanen, 1993). Reflection is not a subject that can be taught in a certain field as critical thinking. It is therefore an approach of self-observation in order to document the mental operations that take place in mind with an aim to put them right if they show some irregularities or abuse. Introspection is not enough; the teacher needs to document his understanding in commonly accepted format which is then the basis of mutual understanding and resolution as opposed to controversy (Pollard, 2004).

     
 Thinking takes place so fast that the teachers have no direct access or introspection of the details, what they can grasp is then output in terms of speaking aloud, making decisions or anything tangible in their behaviour. By recording the lessons and analyzing the consequences the teachers can see clearly how they have come to a conclusion and judge it that path taken is justified. In that way the most basic mental operations the existence of which is a question of having common sense to see and use the terminology already in circulation. Interestingly enough a book with similar subject but a reverse objective was written a long time ago about the art of becoming the upper hand or how to reason so that teachers always come on top of the debate regardless of any other considerations in reason, emotion or will (Theil, 1999).
 Reflective Teaching.
           Reflection is the pillar of English language teaching and professional growth. Kurt (2009) supported this by stating that “There is no doubt that reflection is essential for professional growth and more effective teaching” (p. 12). Moreover, Collin & Karsenti (2011) stated that “Reflection has become a mandatory professional competency in many initial teacher training programs” (569). RT refers to teachers' thinking about what happens in classroom lessons, and thinking about alternative means of achieving goals or aims (Schön, 1987). Richard (2005) defined reflection as "an  approach to teaching and teacher education based on the assumption that teachers can improve their understanding of teaching  and the quality of their teaching experiences , by using different kinds of  tools"(p. 451). Moreover Tice (2007) defines reflective teaching as "a process of self-observation and self-evaluation by collecting information about what goes on in the classroom, and then analyzing and evaluating this information" (p. 120). The operational definition of reflective teaching is an approach in which EFL teachers examine their beliefs, assumptions and teaching practices and use the information obtained as a basis for critical reflection about teaching and for improving their practice (Richards, 1990). Finally Kurt ( 2009 ) defines RT “Reflective teaching has been one of the important trends in education since it helps teachers and learners in problem solving and decision-making processes and it fosters critical-thinking abilities (p.1). Tice (2007) states that “reflective teaching is an inquiry approach that emphasizes an ethic of caring, a constructivist approach to teaching and creative problem solving” (p. 32). According to the definition of Longman Dictionary of Language Teaching and Applies Linguistics ( Richard & Schindt, 2002), reflective teaching is “an approach to teaching and to teacher education which is based on the assumption that teachers can improve their understanding of teaching and the quality of their own teaching by reflecting critically on their teaching experiences”  (p. 451).
Background of Reflective Teaching


RT means looking at what the teachers do in the classrooms, thinking about why they do it, and thinking about if it works. It is also defined as a process of self-observation and self-evaluation. By collecting information about what goes on in classroom and by analyzing and evaluating this information, the teachers identify and explore their own practices and underlying beliefs. This may then lead to changes and improvements in teaching. RT is therefore a means of professional development which begins in the classroom (Tice, 2007). Pedagogical thoughts on RT can be traced back to as far as the 1930s when Dewey (1933) compared routine action to reflective action. However, it was not until the turn of the 1990's decade that its popularity rose among teachers in the scholarly environment. This is probably because of its increasing popularity and application to professional development approaches and school reform. When dealing with school reform, reflective teaching is the preferred expression, but it is also used in connection to matters that relate to the teaching-learning environment (Osterman and Kottkamp, 2004). An involved relationship is noted between Dewey's concept of reflective action or practice and Osterman and Kottkamp's analysis of reflective teaching. Both terms (used interchangeably) intersect at application level since the spotlight has shifted from the traditional knowledge attainment to the contemporary creation and application of knowledge; and both give birth to reflective teaching. It is within this framework of reflection, related action and further reflection that best practice and professional development are bred and born. They assert the need for educators to be continually engaged in reflective process (Osterman and Kottkamp, 2004). 

RT can enhance professional development by acquiring knowledge; it is the changes that are made in respect of deeply held action theories that sustain professional practice. RT is integrated into the teaching learning experience where the emphasis is on creating and applying knowledge in constructive ways. Osterman and Kottkamp (2004) further note that it is not a separate activity but a way of doing business that broadens the notion of professional development and takes it into the mainstream of organizational life. It has become a central theme, either explicitly or implicitly, in professional development tertiary institutions (Isaacs & Parker, 1996). The significance of this development can be found in looking back thirty five years. In 1975 the term RT was not common parlance in tertiary institutions. At that time, Stenhouse (1975) refers to school teachers engaged in one form of RT, action research, as extended professionals, 21 years later the term RT is common parlance in tertiary institutions and it is no longer considered the exclusive activity of extended professionals.  Rather, it is now considered an essential competence for all professionals (Rearick, 1997). However, the expectation for lecturers to engage in reflective teaching practice has led to a growing confusion about the meaning of the term. The notion of RT has lost the sharpness of meaning since becoming popularized in the last ten years. It has become unclear what constitutes reflective teaching. 

Morrison, (1995) states that the unclear nature of the term reflective teaching is related to it having become a popular term in education and in the professional development programmes of many professions over the past decade.  However, the term enjoyed a singular interpretation. RT is one of those common sense or everyday terms which have been adopted by educationalists and professional developers who gave it a particular pedagogical meaning. A sharper understanding of pedagogical reflective practice can be gained by separating and comparing it with the everyday interpretations of the term. It is done by providing an interpretation of both pedagogical and everyday RT.

RT goes beyond the man in the mirror analogy. It extends to a profound awareness of classroom practices and learning outcomes within a broader educational structure, and as Tice (2007) observes, this process of self-observation and self-analysis leads to changes and improvements in one's teaching. Uzat (1998) upholds Richard and Tice's views but illustrate them within a RT Pyramid with three levels-technical, contextual and dialectical levels. Although these three levels relate to RT, it is the conceptual level that rests squarely on reflective practices in the learning environment since it deals directly with pedagogical matters as examined relative to a relationship between entering is another term which has been given various interpretations ranging and critic for a colleague to acting as a wiser and more experienced adviser to a less experienced monitor.

 
The process begins with the lesson itself or any other teaching activity. Next, there is the checklist stage, which tells exactly what takes place. After the analytical evaluation, lesson takes place through the process of reflection. Richards (1995) states that this process takes place in three stages while Osterman and Kottkamp (2004) in adapting Kolb's experiential learning theory, maintain that the process unfolds in an experiential learning cycle where a problematic experience is pivotal to other ranked stages in the cycle problem identification, observation and analysis, abstract reconceptualization and active experimentation. The processes and actions involved in the reflective process throw wide open issues related to teacher motivation, teacher competency, and attitude towards professionalism and refer to Dewey's analogy. Pollard's characterization of reflective teaching is loaded with implications for teachers and their classroom practices. Open-mindedness and wholeheartedness are central to effective delivery and productive learning outcomes, which in turn engender a responsible attitude. It is such an attitude together with reflecting on one's own practices that provide the stimulus for observation and reflection with a view to effecting change.

Richards (1995) sees RT as involving in conscious recall and examination of a past experience as a basis for evaluation and decision-making and a source to planning and action. Conscious recall suggests that this is not done in a vacuum as if daydreaming, but rather within the context of a definitive purpose and clearly structured boundaries. RT commands no single or simple definition. The complexity of the action itself makes it difficult to place a definitive label on it. However, there are particular features by which it can be identified, and as many situations within which it can be interpreted. Pollard (2004) captures the essence of reflective teaching in the following characterizations:

(a).RT implies an active concern with aims and consequences, as well as means and technical efficiency.(b) RT is applied in a cyclical or spiralling process, in which teachers monitor, evaluate and revise their own practice continuously. (c) RT requires competence in methods of evidence to support the progressive development of higher standards of teaching. (d) RT requires attitudes of open-mindedness, responsibility and wholeheartedness.   Practice of RT helps teachers, as professionals, to examine their work. Active participation in reflective teaching provides teachers with data and with procedures which bring coherence out of complex cognitive processing and give shape to massive amounts of activity. In effect, reflective teaching allows teachers to situate their stories (Kettle & Sellars, 1996). Schön (1983) describes RT as a process of attending to the problems of practice, and of allowing oneself to become open to new possibility during the process of attending to these problems. In doing so, practitioners discover new ways of both acknowledging their own response to these problems, and also they discover ways of seeing and implementing solutions.                                                                                     

           There are two elements in Schön 's definition, namely framing and reframing. Framing precedes action, he describes the method by which teachers interpret and provide shape or a framework for their experiences which are filtered through their value systems, their knowledge, their current theories, and through the practices that they begin to bear on the experiences. Framing as an attempt to name the things to which one will attend, then identify context in which one will attend to them. The second element is reframing in which teachers reinterpret their experience and reframe or amend the way they view their situation on the basis of their experience in trying to change it. Reframing takes place during and/or after their actions (Zeichner & Liston, 1996).The teacher who walks in the shadow of the temple, among his followers, gives not of his wisdom but rather of his faith and his lovingness. If the teacher is indeed wise he does not bid students enter the house of wisdom, but rather leads them to the threshold of their own mind. RT also improves professional practice via corrective actions that result from these reflections. But what really is reflective teaching? From which theoretical assumptions are its principles drawn? In what way is it a catalyst for professional development? How can engaging in RT bring gains to teachers and learners a like? (Pennington, 1993).
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Figure (2.) Reflective Teaching Pyramid (Langer & Colton, 1991, p. 241).

Modes of Reflective Teaching.      

        
One way of manifesting the characteristics of Reflective Teaching is through modes of delivery. Scholars differ on the hierarchical nature of reflective teaching but generally agree on three modes or levels: technical, contextual, and dialectical. Figure (2) illustrates the Reflective Teaching Pyramid which provides an example of its three levels.
Technical Level

 
Langer and Colton (1991) refer to “the initial level of Reflective Teaching as technical rationality” (p. 3). Moreover, Collier and Donnelly (1984) stated that “The first level of RT deals with methodological problems and theory development to achieve objectives” (p. 44). It is also referred to the first level as technical rationality but differs by positing that technical rationality is a non-reflective level. Carr and  Kemmis (1983) added “reflection to the technical aspects of teaching” (p. 34). Collier and Donnelly (1984) simply categorize technical reflection as reaction. Practitioners reflecting at the technical level function with minimal schemata from which to draw when dealing with problems. Getting through lessons and using instructional management approaches are short-term measures that may be reflected on in terms of meeting outcomes. Many teachers are thought to function at a technical level based on a lack of schemata in dealing with educative problems. Outcomes for practitioners reflecting at a technical level may involve appropriate selection and implementation of lessons to achieve objectives. The objectives are not problematic nor does the practitioner deliberate on the context of the situation. Acquisition of skills and technical knowledge is important, as are methodological awareness and ability to implement a present lesson. Technical practitioners may be transitioning into linking theory development to practice and identification of the relevancy of activities and objectives. Teachers need to be making observations and processing information to move toward solving problems and testing possible solutions for decision validity (Freidus, 1997).

       
Facilitators working with practitioners functioning at a technical level should provide genuine, continuous experiences; observational learning instruction; and thoughtful discussion of problems and possible solutions. Experimentation and application of solutions with clear explanations and meaningful activities are also important. Sessions should provide necessary pedagogy, content, and theory, and then foster use, examination, and analysis of instructional and management approaches. Knowledge of student characteristics will also be helpful to the technical practitioner in being able to reflect on problems faced in a field placement (Freidus, 1997).
Contextual Level

          
The contextual mode deals with pedagogical matters as examined relative to a relationship between theory and practice. The non-problematic nature of the technical level gives way to problems at the contextual level. Problems stem from personal biases resulting from a teacher's belief system, looking at situations in context, and questioning of practices based on increased pedagogical knowledge and skills. Problems at the contextual level cause practitioners to reflect on the contextual situation, which often leads to better teaching. An outcome for practitioners reflecting at this level may be understanding concepts, contexts, and theoretical bases for classroom practices, then defending those practices and articulating their relevance to student growth. Self-reflection to interpret and inform practice and establish congruency between theory and practice would be indicative of functioning at a contextual level. Clarification of assumptions and predispositions of practice and consequences helps contextual teachers assess implications and consequences of actions and beliefs. Through increased practice and theoretical knowledge, practitioners examine competing views relative to consequences and actions, and then begin to develop routines and rules of thumb. Understanding personal and environmental interactions is also a desired outcome for practitioners functioning at a contextual level. Facilitators working with teachers functioning at a contextual level should provide knowledge of situational constraints and external agents that may affect effective teaching. Time for collegial support, input, and discussion should be incorporated into sessions to provide bridges between and among concepts, theories, and practices. Questioning should be used to foster reflection with positive and timely feedback being provided (Collier &Donnelly 1984).
Dialectical Level

          
Clarke (1995) regards “Dialectical level as a third and highest level of reflectivity” (p. 60). He also states that RT deals with the questioning of moral and ethical issues related directly and indirectly to teaching practices. Reflectivity is comparable to the dialectical level of Tice (2007). At this level, teachers contemplate ethical and political concerns relative to instructional planning and implementation. Equality, emancipation, caring, and justice are assessed in regard to curriculum planning. Teachers are concerned with worth of knowledge and social circumstances useful to students without personal bias. The ability to make defensible choices and view an event with open-mindedness is also indicative of reflecting at a dialectical level. Collier &Donnelly (1984:95) viewed this highest level of reflection as contemplative. Outcomes for practitioners functioning at the dialectical level relate to looking for and analyzing knowledge systems and theories in context and in relation to one another. Outcomes dealing with critical examination of underlying assumptions, norms, and rules; practicing introspection, open-mindedness, and intellectual responsibility (Dewey, 1933); and questioning moral and ethical issues of teaching, instructional planning, and implementation are all a part of higher aspects of reflection found at the dialectical level. Concern with worth of knowledge and social consequence should be explored as well as defence of choices using external and internal dialogue. Classroom implications should be extended to society while reflecting on opposing viewpoints and cross-examining issues and practices. Risk taking on the part of the dialectical teacher in the form of peer review and self-assessment independent of external standards or conditions will help the teacher at this level achieve self-efficacy and self-actualization. Practitioners are developing expert knowledge and the ability to reconstruct action situations as a means for reviewing the self as teacher, and questioning assumptions previously taken for granted. Examination of contradictions and systematic attempts to resolve issues are probable outcomes. Facilitators working with teachers functioning at a dialectical level should provide a forum to assist them in deciding worthiness of actions and analyzing curriculum approaches, case studies, conventional wisdom, and technocratic approaches. Sessions should enable teachers to look at issues in terms of optimum benefit for students and teacher empowerment. Action research should also be an outcome of Reflective Teaching at the dialectical level. Other activities may be analyzing stereotypes and biases through narratives and storytelling, practicing affective elements of caring and concern, and reflecting on the role of school climate and on society’s role in education (Collier &Donnelly (1984).
Reflection and self - evaluation.
Nunan (2001, p. 85) stated that “evaluation is the collection and interpretation of information about various aspects of the curriculum (including learners, teachers, materials, learning arrangements, etc.) for decision making purposes - the effectiveness of an education program” (P. 85). Self-observation and self-evaluation are methods where the teachers are the key people of investigation and further analysis of their teaching, no extra help of other people is required. “Self-evaluation and self-observation refers to a systematic approach to the observation, evaluation, and management of one’s own behaviour in order to achieve a better understanding and control over that behaviour” ( Richards & Farrell, 2005, p. 34). Like observation of other teachers, it is possible for teachers to video their own teaching, and review the tape while taking descriptive notes or making short transcripts of the classroom interaction to study. The focus here is on teacher’s own development, rather than on developing the ability of a peer or a colleague. It stimulates awareness, reflection, and a questioning approach, and it encourages experiment, (Cosh, 1999). Little (2005) stated that “Self-evaluation plays a central role in shaping and directing the reflective processes on which such development depend” (p. 322). 
 
 RT and traditional work.   

There is a big difference between RT and routine action. If the review of the literature of reflection reveals different definitions of the concept, the same is true for definitions of RT. Hatton and Smith (1995) point out that the term RT like reflection itself, appears to be used loosely, some taking it to mean more than constructive self-criticism of one’s action with a view to improvement.  Hatton and Smith (1995), however, point out that the concept of RT implies the acceptance of a particular ideology. This view of RT in teaching also calls for considerations of moral and ethical problems (Zeichner, 1991), and it also involves making judgments about whether professional activity is equitable, just, and respectful of persons or not. Therefore, the wider socio-historical and political-cultural contexts can also be included in critical reflection (Hatton and Smith 1995). Figure 3 shows that the traditional work leads to knowledge acquisition while the RT leads to understanding and competence. In the assumption field the diagram shows that the traditional work regards knowledge as an end and as matter of cognitive and transmitted work, while the reflective work regards it as a tool and also regards it as a constructed, personal and holistic work. At the strategies domain, traditional work regards the teacher as an expert, passive consumer, customer, didactic, individual and contextual. While RT regards teacher as a facilitator, action researcher, dialectic, collaborative, contextual-based, experiential knowledge and formal knowledge, Figure 3 shows the differences between RT and traditional action:
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Figure 3. Reflective Teaching and Traditional Work (Hatton and smith, 1995, p. 37).
Becoming a Reflective Teacher.                                                                     


The essential role of RT is to help not only novice teachers, but more importantly, experienced teachers to become more aware of their decision-making processes and how their work affects those around them. While the two most commonly used reflection-promoting techniques are reflective journals and peer reflection, other methods are used. These include teaching with self-analysis of video and/or audio tapes, coaching, action research and analysis of selected teaching episodes, assessment and discussion of student learning, and close examination of cases that illustrate examples of context, pedagogy, content, and ethical and moral dilemmas (Langer and Colton, 1991). 

         
Schön (1987) defines RT as knowing-in-action, and explains that when the teachers reflect-in-action in a case they perceive, pay attention to phenomena and surface their intuitive understanding. The teachers are encouraged to reflect in the moment of action (teaching) in the same way students are invited to reflect on their learning. From this perspective, situations do not present themselves as given, but are constructed from events that are puzzling, troubling, and uncertain. The recognition of emotional discomfort in response to professional experiences defines the essence of reflectivity. A teacher who repeatedly is disrupted by a student, and in becoming angry, asks the student to leave the classroom, illustrates the importance of professional reflectivity. By displacing feelings of frustration, anxiousness, and confusion on the student new perspectives on why the event occurred and alternatives for responding differently remain. Schön (1987) asserts that teachers can move from the centre of the learning situation to the centre of their own doubts. Professional reflectivity allows teachers to inform a redirection to new landmarks without being overwhelmed, or blinded by the familiar work. 

Through reflection the teacher will utilize a repertoire of understandings, images, and actions to reframe a troubling situation so that problem solving actions are generated (Ross 1989).  Learning is defined as the social process of construing and appropriating a new or revised interpretation of the meaning of one's experience as a guide to action. By embedding reflectivity into the pedagogical process, they also contend that meaningful learning occurs through self-examination of assumptions, patterns of interactions, and the operating premises of action. This emphasis on reflection can lead to transformational learning exhibited through reflective action. This is elegantly summarized by Susan (1995) in viewing the teacher-classroom interaction as working together in a dance-like pattern, simultaneously involved in design and in playing various roles in virtual and real worlds, while at the same time remaining. Hurst, Wilson and Cramer (1998) used questions that promote RT and statements that support it. The questions used to prompt RT in teachers were:
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Figure (4).Questions for Reflective Teacher,( Hurst, Wilson & Cramer 1998, p. 8)

 RT and Academic Skills Instruction.
RT and academic instruction skills are compatible in two ways. First, RT asks teachers to look at their teaching in the way that they are asking students to look at their learning, and, second, RT compels teachers to look at the reasons and theories behind their practices and forces them to examine factors such as beliefs and assumptions about learning, students' needs, and the teachers' relationship with the larger community (Boud & Walker, 1998).

In examining the first way, RT and academic instruction skills are compatible. The goal of teachers employing RT is to understand the particular individuals, actions, policies, and events that make up their teachers' work and use environment in order to make professional decisions. They engage in moments of reflection and inquiry in order to take action that will help their students learn better. In a sense, then, all good teachers participate in teacher research because they reflect about students' learning (and their own), inquire through multiple data sources (observation, analysis of artefacts conferences, and the like), and then act on their new conclusions (Patterson & Shannon, 1993 ).This goal emphasizes the relationship between the individual and the larger community. Additionally, it emphasizes reflection among students to help them gain a better understanding of themselves and how they learn best. Finally, both stress the importance of being independent learners and teachers. This is compatible with RT practices because the process the student undergoes in becoming an independent learner is similar to that of a teacher engaging in RT.  RT does not assume that behavioural change would eventuate in the fallout of knowledge acquisition. Instead, it attempts to identity, assess and change underlying suppositions that directly influence change. To this end, the strategies employed are crucial (Ross, 1989).

 
RT, Thinking and Practice.               

        
Most writers use these three terms loosely. Dewey himself speaks of reflective action presumably addressing the implementation of solutions once problems had been thought through, and it is clear that most writers are concerned with the complete cycle of professional doing coupled with reflection which then leads to modified action. Brookfield (1995) says that reflective practice is bound up with persistent and careful consideration of practice in the light of knowledge and beliefs, showing attitudes of open-mindedness, responsibility, and wholeheartedness, seems to be a wide agreement that reflection is a special form of thought. Most writers use the terms RT, reflective thinking and reflective practice interchangeably. Schön (1987) links between reflective thinking and practice, in relation to the time frames both occur. He also distinguishes between reflective thinking and reflective practice. Schön's reflection-in-action' (1983) involves simultaneous reflecting (thinking and doing) , implying that the professional has reached a stage of competence where the teacher is able to think consciously about what is taking place and modify actions virtually instantaneously. Most other kinds of reflection involve looking back upon action sometime after it has taken place. However, the researcher found that RT implies thinking and practice. Therefore he uses RT as a main term.
 
 RT Techniques (tools).
RT is achieved through using one or more of these techniques:
Student Feedback
 The teacher can also ask his students what they think about what goes on in the classroom. Their opinions and perceptions can add a different and valuable perspective. This can be done with simple questionnaires or learning diaries (Penny, 1996).
 Clinical supervision
 A supervisor observes a practitioner at work and provides feedback and discussion session with the person observed in order to review and improve the existing practice and develop the abilities and skills of the practitioner.
Peer Observation 
Invite a colleague to come into class to collect information about the lesson. This may be with a simple observation task or through note taking. This will relate back to the area the teacher has identified to reflect upon. For example, the teacher might ask a colleague to focus on which students contribute most in the lesson, what different patterns of interaction occur or how he deals with errors. Peer observation can provide opportunities for teachers to view each other’s teaching in order to expose them to different teaching styles and to provide opportunities for critical reflection on their own teaching. In a peer observation project initiated in a department, the following guidelines are developed: Each participant observes and be observed. Teachers work in pairs and take turns observing each other’s class. Pre-observation orientation sessions are organised. Peer observation occurs when colleagues undertake to observe each other teaching and follow up with constructive discussion about what was observed (Richards & Chales, 1991; Harmer, 2001).

Self-observation
 Self-observation or self-monitoring can be a mediating tool for teachers to realize vibrant professional development, and more crucially, self-observation can be used to foster an awareness of what the teacher’s current knowledge, skills, and attitudes are and the use of such information as the basis for self-appraisal (Richards & Chales, 1991, p. 57). Teachers can collect information about their teaching through writing lesson reports or making audio or video recordings and what they find out can be either kept private or shared with other colleagues or supervisors. If the teachers decide to keep the information to themselves they then “shift the responsibility for initiating improvement in teaching practices from an outsider, such as a supervisor, to the teacher” (Richards & Farrell, 2005, p. 37).
Conference Logs
 Do teachers go to professional development activities, peer conferences, and conventions with a purpose?  Do they reflect on what they’re learning while they’re there and after?  If not usually, they can; if yes, they can do so systematically and come away with something focused to share with colleagues (Brookfield, 1995).
Online Learning Log (OLL)
 In spite of the fact OLL is invented for students to develop their metacognitive strategies, teachers can develop (OLL) for themselves as well. Kurt (2009) stated that “Online Learning Logs (OLL) are designed to activate metacognition and enhance the use of metacognitive strategies” (p. 2).
Teaching Logs
 Reflect for a few minutes each week on teaching, but also watch for patterns to emerge over the weeks to see sources of energy and forces of debilitation that act on in the career (Brookfield, 1995).
Teaching portfolios
Teaching portfolios are collections of evidence of development in teaching expertise. They can contain an unlimited variety of materials including lists of courses taught, improvements in teaching, personal teaching philosophy, evidence of successes, and evidence of engaging in professional development in teaching.
Critical Conversation (Storytelling) 
Storytelling is used as both a verbal and a written form of reflective teaching practice. For example, it has been used in the verbal form as a way of bringing lecturers to focus on their teaching in collaborative sessions and case study reports employ the technique to provide a way for the audience to reflect vicariously. Focused conversation in which one person's experience (storyteller) is examined sympathetically but critically by colleagues (detectives). An umpire watches for judgmental comment. The teacher structures critical conversations using three roles; storyteller, detective and umpire. The storyteller or one person is the focus of the conversation; the detectives are the group members who ask the critical questions and the umpires who monitor the conversational process.  Brookfield (1995) believes that critical conversations can be effective when structured and everyone in the group is guided toward effective discussion.  While this is an interesting concept, one would need to be cautious that the activity does not turn into a psychological therapy session. The teacher in fact often incorporates storytelling (which is one of his recommended strategies for critical reflection) to interest and convince the reader of the merits of critical reflection (Brookfield, 1995).

 Role Model Profiles
 If teachers stop to think about their teaching, several current colleagues and a handful of former teachers stand out as professionals who would like to emulate in some way and who have already influenced teachers in positive ways.  The same may be true for most faculties (Brookfield, 1995).

       
 Scenario Analysis:

 Teachers imagine themselves in the position of the chief actor in a fictional scenario. They try to uncover the implicit and explicit assumptions the actor is operating under, to assess how these assumptions might be checked, and to come up with plausible alternative interpretations of the scenario (Brookfield, 1995).
Student Learning Journals: 
Just as teachers can learn from patterns emerging from their reflections on teaching, so students can learn from the themes that manifest themselves as students reflect on how they are learning.  For example, Brookfield has his students submit monthly summaries, which causes them to comment on patterns in their learning, and he reads to note such patterns and interesting contrasts, as a mentor or interested colleague (Schulman, 1987).

Teacher Journal 
A procedure which is becoming more widely acknowledged as a valuable tool for developing critical reflection is the journal. The goals of journal writing are:

1. To provide a record of the significant learning experiences 

2. To help the participant to be in touch and keep in touch with the classroom's events.

3. To provide the participants with an opportunity to express, in a                           dynamic way, their self-development    

4. To foster a creative interaction (Syrjala, 1996). 
Self-Reports:
 Self-reporting involves completing an inventory or check list in which the teacher indicates which teaching practices were used within a lesson or within a specified time period and how often they were employed. The inventory may be completed individually or in group sessions. The accuracy of self-reports is found to increase when teachers focus on the teaching of specific skills in a particular classroom context and when the self-report instrument is carefully constructed to reflect a wide range of potential teaching practices and behaviours (Richards, 1990). 

Self-reporting allows teachers to make a regular assessment of what they are doing in the classroom. They can check to see to what extent their assumptions about their own teaching are reflected in their actual teaching practices. For example a teacher could use self-reporting to find out the kinds of teaching activities being regularly used, whether all of the programme’s goals are being addressed, the degree to which personal goals for a class are being met, and the kinds of activities which seem to work well or not to work well(Richards, 1990).

 Mind Mapping 
Mind mapping is a process by which the connected ideas surrounding a particular concept or problem are drawn in a map fashion so as to enable the practitioner to reflect on them and to clarify and/or reshape them and move onwards. This has been used as a device for helping students and lecturers reflect on their learning and teaching, respectively (Schön, 1996).


Written Accounts of Experiences
 Another useful way of engaging in the reflective process is through the use of written accounts of experiences. Personal accounts of experiences through writing are common in other disciplines (Schon1991) and their potential is increasingly being recognized in teacher education. A number of different approaches can be used here.

 Critical Incident Questionnaire
 Brookfield (1995) states that students each week tell the teacher anonymously (1) when they felt most engaged with learning activities, (2) most distanced, (3) what action of the teacher or a classmate seemed most affirming, (4) or most puzzling or confusing, and (5) what surprised them most. Students keep a copy and give him one at the end of a weekly class, which he compiles before the next class looking for major themes to discuss openly at the beginning of the next week. 

Collaborative Diary Keeping 
A group of teachers may also collaborate in diary writing. A group of colleagues recently explored the value of collaborative diary-keeping as a way of developing a critically reflective view of their teaching (Schon, 1987). Throughout a 10 week teaching term they kept diaries on their teaching, read each other’s diaries, and discussed their teaching and diary keeping experiences on a weekly basis. They also recorded and later transcribed their group discussions and subsequently analyzed their diary entries, their written responses to each other’s entries and the transcripts of their discussions, in order to determine how these three interacted and what issues occurred most frequently. They reported that, collaborative diary-keeping brought several benefits to their development as second language teachers. It raised teachers’ awareness of classroom processes and prompted them to consider those processes more deeply than the teachers may otherwise have. Collaborative diary-keeping also provided encouragement and support; it served as a source of teaching ideas and suggestions; and in some sense it gave the teachers a way to observe one another’s teaching from a safe distance by reading one another’s diary entries, the teachers were able to share their teaching experiences, and they often felt that they were learning as much from one another’s entries as they were from their own. Reading and responding to the entries led the teachers back to their own teaching to consider how and why they taught as they did. These teachers observed however that:

1.  Collaborative diary-keeping is more effective if the scope of issues considered is focused more narrowly.

2.  A large block of time is needed.

3.  Participants must be comfortable in sharing both pleasant and unpleasant experiences and be committed to gaining a clearer picture of their teaching and   their classroom. (Schön, 1987).


Teacher Diary 
Teacher diary is the easiest way to begin a process of reflection since it is purely personal. After each lesson teachers write in a notebook about what happened. They may also describe their own reactions and feelings and those they observed on the part of the students. They are likely to begin to pose questions about what they have observed. Diary writing does require a certain discipline in taking the time to do it on a regular basis (Brookfield1995).  

 Participant Learning Portfolios
 The monthly summaries and other data lead to an extended statement at the end of the course with specific illustrations about the ways students have found they learn best (Brookfield, 1995).  

 The Good Practices Audit 
The Good Practices Audit is achieved by explaining how a group can collaboratively discuss teaching using a Good Practices Audit, along with a Best/Worst Experiences Matrix, defines the boundaries of a professional discussion of college teaching by stating the problem, analyzing teaching experiences, and making suggested solutions.  After a case study on student attrition to illustrate the Good Practices Audit, Brookfield (1995) notes the role of the discussion leader during a good practices audit to get the ideas out without critique that could be a viable solution. Not every method that seemed easily replicable.  For instance, troubleshooting could easily turn into a gripe session only if not done in the best spirit.  Though not as formulaic as many classroom assessment technique manuals, procedures could turn mechanistic if they are applied without well critical reflection ,(Brookfield, 1995).  

Action Research
Action Research is a reflective process of progressive problem solving. It is the systematic, reflective study of teachers’ actions and the effects of these actions in a school or classroom context. It includes data collection and data analysis.  After the teacher decides on his problem area that he wants to study he can use some survey in his/her class or free online survey tools to prepare surveys to collect data (Boud & Walker, 1998).

 Survival Advice Memos 
Since so many of the faculty is retiring, the teachers ought to get benefit of them but all of them could take stock of current jobs.  What’s essential to know to survive in the current configuration of the job courses and load, committees, advising, study, club sponsorship, etc.?  What do they do to keep up, what do they know in their maturity that they wish a wise and experienced colleague had told them when they first started teaching college?  What should their successor avoid in her or his thinking, actions, or assumptions? (Brookfield, 1995). 

Autobiographies 
Boud & Walker (1998) discuss the use of autobiographies in teacher development. These consist of small groups of around 12 teachers who meet for an hour each week for at least 10 weeks. During this period of time each teacher works creating a written account of his educational experience and the weekly meetings are used to enable each person to read a passage from their autobiography so that it can be supported and commented upon by peers and teachers.

 Group Discussions 
Group discussions can simply be a group of teachers who come together for regular meetings to reflect on their work. A teacher trainer (or moderator) should provide encouragement and support for the group (Schulman, 1987). 

Recording lessons
 Since last century, the emphasis on reflection in teaching by using video as a reflective teaching technique has been increasing. In the 1960s, when portable video equipment first became available, reviewing video recording of microteaching or field lesson teaching has supported pre-service teachers’ reflection. Harford and MacRuairc (2008) stated the importance of using video recording as a reflection tool for increasing a wide information, data, and acknowledge for teachers about their teaching. However, the importance of using video recordings is to provide teachers the ability of pause, rewind, and re-view the recording at any time. In fact, with advances in technology, teacher educators have started to make use of different technological equipment to promote self-reflection. Video recordings, making it possible to record real teaching practices, has been regarded as an invaluable tool for teacher reflection .Video recording of lessons can provide very useful and fat information for reflection. The teacher may do things in class he is not aware of or there may be things happening in the class that the teacher does not normally see. Wang and Hartley (2003) suggested that video technologies have the potential to document the rich contexts of teaching and learning, providing teachers with the necessary perspective to observe and reflect carefully. In like manner, McDonald (2010) stated that video has been used for decades to support teacher learning, and it appears to be a particularly useful tool for helping teachers learn to notice. Video recordings can capture much of the complexity of classroom interactions, and it can be used in contexts that allow teachers time to reflect on these interactions.

 In addition, Tower (2007) stated that many researchers have been showing the importance of using video recordings as a reflective tool to collect and analysis information about the classrooms. On the other hand she mentioned that less attention has been paid to the use of video recordings. Moreover, video as reflective teaching tool is often seen as a useful means of providing feedback to teachers in various kinds of teaching and learning situations. It develops teachers’ ability to articulate and reflect on what happens in their lessons. Video recordings can be useful in showing teachers the aspects of their behavior, where do they stand? , who do they speak to? And how do they come across with the students (Brookfield, 1995). In the same van, the video might be used as a reflection tool, because unlike the other reflection tools, video, the only audio-visual reflection tool, enables teachers to experience a great deal of self-facing, which refers to “a process where individuals are exposed to information about how others see them in an ‘external’ view” (McCurry, 2000, p. 7). Likewise, video recordings of lessons in teaching can provide teachers with specific information for the analysis and evaluation of their classroom teaching performance, from an observer perspective, with an unlimited access. The creation of electronic platforms for teachers to store videos of lessons in teaching practice and add comments on teaching performance is one of the possible approaches to promoting the depth and quality of self -reflection  ( Sherin & van Es, 2005). As a matter of fact, the video   is a very important tool for teachers. Video recording is capable of improving teachers’ self-observation and enhancing learning process. Sherin (2004) identified the advantage of videos over direct observation: the videos provide a permanent record that can be reviewed and recalled at any time. The purpose behind teachers’ use of the video recording is to develop their teaching attitude and beliefs about their performance. In addition she notes that video recordings enable teachers to develop new competencies of the teaching process. For example, they can analyze teaching sessions and relate theoretical notions to practical situations.

Video and education

 Video is an instrument used for evaluating the teaching process and observing the practical side of a specific theory. Videos can be used to capture concrete, specific pedagogical points (Le Fevre, 2004). Videos do this through two capabilities: (1) they can convey the complexity of the teaching learning situation (Le Fevre, 2004); and (2) data and meaning can be extracted from a complex corpus of events so that the viewer can focus on particular educational events (Seago, 2004). Videos can be used comparatively to identify different teaching strategies. Moreover, when experts and novices are placed in contact through communication technologies, including videos, teaching strategies are no longer compared, but shared. Finally, some see videos as a way for future teachers to explore the teaching process (Harvard, 1990) and its various approaches. Fisherman (2004) stated that through video many thoughts may come to teachers and experts when they see themselves or by peers and experts to develop new knowledge for teaching and find out new method or approach in teaching English as a second or foreign language. “This applies equally to experienced teachers, for whom videos serve as a vehicle to discover new approaches”(p. 202 ). Video may be used to check teachers’ belief about the learning and teaching process, Abell and Cennamo (2004) argued that a video recording can become “a perturbation for some teachers, catalysing them to question their ideas, beliefs, and values” ( p. 117). Le Fevre (2004) explains that “videos help future teachers discover their own beliefs about teaching” (p. 248). Teachers in service need to see themselves and how they teach inside classrooms in order to get deeper understanding about their teaching techniques and evaluate the effectiveness of their teaching, Le Fevre (2004) states that “This reflection process is comparable for in-service teachers. By observing themselves and others, teachers can step back from their actions and contemplate them from a different standpoint” (p. 273) which is the beginning of an awareness of their teaching practice. Most writers acknowledge the key role of videos in encouraging future teachers to reflect. However, self-observation is the way to motivate teachers to reflect on their practices.

Video recording allows teachers to evaluate themselves and anticipate actual classroom situations so they can better prepare for them.  Sherin (2004) stated that “Video allows one to enter the world of the classroom without having to be in the position of teaching in the moment” (p. 13). Similarly, incorporating videos in real classroom gives teachers an opportunity to appreciate the realities of classroom teaching and learning. To develop this potential, authentic situations should be used. This use of videos as authentic depictions of real-life situations can be contrasted with a second use. Furthermore, Poetzel states that (2013) “Video leaves you feeling naked, there’s nothing to hide behind and you see your teaching in stark reality. I learned more from watching a video of one lesson than all the appraisals and observations put together” (p. 1). Moreover, video recording may provide teachers with invaluable information about nonverbal communication from students like whether they were gazing, smiling, nodding heads, glancing at each other, and orienting to the teacher when they wanted to participate in the classroom discussion. Such information could be used by teachers to improve and adjust the missing parts for the following lesson. Information on what happens in classrooms can be captured through video recordings of EFL lessons, such as patterns of classroom interaction, use of the mother tongue and a second language, and use of effective and different materials, teacher talking time against student talking time, motivation used by teacher, class situation and environment, time management, seating, student central method, error correction, strategies used in teaching materials, pair and group work. Video recording has been used as an effective research tool; it captures the richness and complexity of the focused phenomena and can make certain things that may not have been noticed by the researcher or teacher himself apparent (Berezovski & Sosa, 2010; Miller, 2009).  Use of video offers new ways to be intellectually engaged and fosters renewed interest in teaching though analysis, reflection, and feedback. Sherin (2000) stated that teachers in her study reported that they not only became more aware of students’ ideas while watching the video, but also paid more attention to their students’ thinking during class time. 
Video recording is the pillar of reflective teaching tools.
Thus, the findings of the current study may provide significant information to extend our understanding of video recording as a reflective teaching tool used in classrooms of English as a foreign language as a self- observation and self-evaluation used by teachers. Fatemipour (2009) revealed in his quantitative study that teachers’ diary was the most efficient reflective tool and then peer observation while students’ feedback and recording lesson by audio were the least efficient tool. While Laveraty (2012) stated that, “Engaging in peer discussion was not perceived as having significantly useful benefits but rather as an interesting adjunct to the production of the reflective log” (139). Christodoulou (2010) stated that “With the audio or especially video help it is possible to record the lesson in a much greater detail than with any other method and it is indisputably very objective as it captures the reality of a lesson as it is” (p. 220).
Video recording lessons.
Video recordings enable a teacher to document either the whole lesson or parts of them. With the video help it is possible to record the lesson in a much greater detail than with any other method and it is indisputably very objective as it captures the reality of a lesson as it is. Many other benefits of  video recordings are mentioned by Richards and Lockhard (1996) “ they allow the teacher to choose who to focus on the teacher him\herself or a particular group of students; the recordings can be replayed and used many times;  they show details that cannot be seen otherwise” ( p. 11). Schratz (1992) stated that “they confront the lecturer with a mirror-like “objective” view of what goes in a class”.  Richards and Farrell (2005) point out that teachers are usually surprised by what they see or hear although they “tend to assume that they have a fairly high level of self-awareness of their own teaching style or approach” (p. 42).

The gap between theory and practice

Karsenti et al (2009) stated that one of the major challenges in teacher education is the gap between theory and practice. This gap presented to pre-service teachers at university and the classroom they face during their teaching. In fact, researchers, educators, and teachers have frequently pointed out the difficulty of linking theory and practice in teacher education at their school. This difficulty largely stems from the way that theory is presented, usually in an abstract, decontextualized manner that is out of touch with reality and hence irrelevant to everyday teaching practice.  Schön (1987) stated that teachers deal with every day issues, and that require a combination of knowledge, open-mindedness, insight, and creativity. It is usually during the lesson teachers feel this discrepancy between what they were taught at university and what they need to do in real classroom. Consequently, teachers might feel that they were misled at university and that they have to choose between theory and practice.

Because videos provide real -life lesson in real schools, it could be very important instrument used for linking the gap between theory and practice   Seago, (2004) stated that the video is more than a practical extension of theoretical training; it responds to the need for a primarily practice-based training.  Video recordings foster reflection on teaching practices in two forms: (1) self-observation, where teachers-in-service view playbacks of their teaching lessons; and (2) observing others, where teachers-in-service view videos of other teachers.

   Teacher Education
Teacher Education (TE) is the field of study which deals with the preparation and professional development of teachers. Freeman, (1989) states that TE refers to all planned interventions intended to help teachers, directly or indirectly, to become better, or at least better informed about their job. It would therefore cover the provision of professional courses for initial (pre-service) training, and for teachers already working (in-service). It would also extend to any non-course provision of relatively informal opportunities for teachers to learn more about their work. Across the range that the definition could cover, (Freeman, 1989) states several considerations would be crucial to productive discussion: the stage of a teacher's career at which the intervention comes, whether it is initial (pre-service) or after the teacher has accrued some experience (in-service).The setting for the intervention, whether it comes in the teacher's workplace or whether the teacher has to go elsewhere for it, perhaps for a substantial amount of time. The source of the intervention, whether it comes from someone in the role of an expert (the hierarchical model) or from a peer (the non-hierarchical model) or from the teacher himself; Whether the intervention is relatively formal, for example, a one-year course in a training institution, or informal, for example, a regular gathering of teachers on a voluntary basis; Whether the intervention is primarily aimed at directly helping a teacher become better, in some obviously practical sense, at the job or at helping him / her become better informed . In spite of the fact that these interventions play a crucial part in teachers’ career, it may shape teachers’ behaviour and beliefs.  
Burns (2009) asserts that TE can exclude both training and development altogether, and would confine itself to the provision of formal opportunities for becoming better informed about the job of being a teacher. An obvious extra question then arises: can the same sorts of intervention be appropriate at any time in a teacher's career, or do interventions need to be designed to respect the stages which  any teacher can attains, and the interventions need to be designed differently for teacher training, teacher education and  teacher professional development? A further question is then prompted in respect of all pre-service work: even if initial teacher education is effective in helping teachers survive their first difficult years, will it not simply succeed in producing teachers who, for the rest of their careers, will teach in the way that was perhaps appropriate to them as absolute beginners, but not to them as experienced professionals? This is particularly problematic in circumstances quite commonly encountered around the world, where resources are unlikely to make it possible for teachers to have much in the way of follow-up work to anything they get at the initial, pre-service stage of their careers. This suggests that teachers in such circumstances may need to be trained initially in a way of teaching that will be appropriate only later in their careers, and which may therefore represent an extremely difficult challenge for beginners. This certainly does seem to be the preferred pattern around the world, and clearly it carries the considerable risk that teachers will have a somewhat traumatic start to their careers, a start that will encourage them to resist innovations later (Bartlett, 1990).
 
Features of Effective Teacher Education.   


A number of features can characterize the effective Teacher education, these include:   
    Opportunities for Collaboration. Guskey (2000) suggests that learning is more effective when there exists the opportunity to interact with others and with their environment. A collaborative teacher environment promotes the idea that learning should be active; that new understandings are discovered through problem solving and interaction provides teachers with the opportunities to talk and reflect with other teachers in their discipline about their strategies. Freeman (2002) stated that activities that involve collaboration acknowledge the knowledge and expertise of teachers as each individual is seen not only as a learner, but more importantly, as a resource person. Furthermore, collaboration diminishes the perceived role of the programme as an expert and increases the feeling of being a joint venture. In a collaborative learning atmosphere, expertise would emerge as a feature of the group rather than be associated with a single individual. Such a sense of feeling is crucial to creating an effective learning climate 
 
Limited Objectives. Change is a slow process, and needs to be advanced a little at a time. Smyth (1991) recommends that the objectives of a teacher development programme or adding new concept or belief should be specific and limited in order to maximize the benefits. The need for initial change proposals to be small is reiterated by Boud and Walker (1998) who argued that if started on a small scale, it will grow organically.       

 
Teacher- Oriented. Richards and Charles (1991) argued that teacher education must adopt a bottom-up approach where the starting point is an internal (arises from the teachers themselves) view of teaching rather than an external one (imposed on them by an outsider). A top-down approach would leave the teachers feeling that they have no real personal investment and may therefore be less committed. Involving the teachers in the planning and delivery of teaching course is fundamental to the success. In doing so, teachers’ own needs and wants can be identified and catered to. Teachers must be given opportunities to participate in decisions about what they will learn, how they will learn, and how they will use what they learn. This can be done through self-observations, interviews and group discussions involving teachers. Brookfield (1990) suggests that since teachers have a rich knowledge of their own learning-teaching situation, they are better equipped than the any programme instructors to determine how the innovation can function within their context. 
Adequate Time. One of the strongest criticisms of school-based teacher development is that it is generally comprised of one-shot workshops scattered across the academic year. If teachers are to fully participate in the learning experience, adequate time must be allocated to the training. Teachers need time to come to grips with new ideas, familiarize themselves with key concepts and reflect on the previous experiences (Freeman, 2002).

 On-Going Support. Kolb (1984) believes that professional development which is limited to workshops and seminars does not attend to the individual needs of individual teachers. Based on this limitation of the more conventional in-service teaching, he argues the need to include clinical supervision. This would involve a series of three stage cycles: pre-observation consultation between the teacher and the supervisor, the observation itself and post observation analysis and discussion (that can be done by video recording lesson, because it is easy to be recalled, paused and stored). Such forms of on-going support are essential elements of success, as noted by several authors. Training must not only occur before implementation, but continue during the implementation stages (in-service teachers). As people have the most specific problems and concerns, extensive opportunities to experiment and practice must be followed by feedback and support. It is only through clarifying concerns and experimentation that teachers will come to a true understanding of the innovation and become committed to it for a sense of ownership to develop teachers need to become confident and skilled in using the new ideas.  Boud and Walker (1998) claim that in order to foster confidence, it is necessary for teachers to be able to practise new techniques in a safe, non-threatening environment (such as among peers during professional development sessions or video recording as a self-observation) before they venture to the classroom.

Target Cognitive as well as Behavioural Change.  Fuller (as cited in Freeman 2002) asserts that  it is only when individuals find themselves experiencing a process of redoing  behaviour and rethinking  beliefs  that teacher can expect quality innovations to have the desired impact. Changing one’s beliefs is a long and difficult process, yet one that is necessary if real, long term change is to occur. Teacher development programmes must primarily aim to uncover the knowledge and beliefs that teachers hold and make teachers aware of these. This needs to be followed by encouraging teachers to accommodate new elements into their existing mental framework. It supposed to create new knowledge to follow the new needs for students and follow the quick stream of technology
Types of Teacher Education.
              Within the field of teacher education, a distinction is made between teacher training and teacher development. Thus, the two types of teacher education are:
Teacher Professional Development. Professional Development (PD) deals with basic teaching skills and techniques, typically for novice teachers in (in-service) education. These skills include such dimensions of teaching as preparing lesson plans, classroom management, teaching the four skills, techniques for presenting and practicing new teaching items, correcting errors, etc. (Bartlett, 1990). But these programmes seem not to only lack on applying technology and the effective using of reflective teaching tools, but more importantly, lack in changing teachers’ beliefs strategies. Furthermore, teachers need to be aware of self-observation and self-evaluation. PD of in-service teachers particularly of English language teachers discusses the issue of teacher learning; explores the concept of teacher change and addresses the question of what makes a teacher development. It represents a strategy that could generate change in teaching practice. Many researchers have emphasized the facilitative role of such strategy in the development of teachers’ self-awareness and professionalism (Pennington, 1993). Professional development and continual improvement are also very broad in scope, and potentially take in many aspects of a teacher's personal development alongside more mainstream professional areas. Pennington (1993) puts it straightforwardly: the distinction is that training or education is something that can be presented or managed by others; whereas development in all aspects of teaching and learning is something that can be done only by and for oneself.
 
Teacher Training. Teacher Training (TT) (Pre- Service Training) is a course or programme of study which student teachers complete before they begin teaching. It sets out to show future teachers basic teaching techniques and give them a broad general background in teaching and in their subject matter. It also refers to experiences which are provided for teachers who are already teaching and which form part of their continued professional development (Schon, 1996). Richards and Farrel (2005) state that teacher training usually takes place for a specific purpose and involves the following cycle of activities: assessing participants needs, determining objectives for in-service programme, planning content, choosing methods of presentation and learning experiences, implementing the programme,  evaluating effectiveness, and providing follow-up assistance. 
 
The Problems of In-service Training Programmes.

Na’ama (1982) states that some in-service programmes fail because they are offered for the beginning teachers, the experienced teachers and the more experienced. The lack of teacher input, planning of in-service education and the lack of communication between those who plan the programmes and those who attend them and many teachers don’t know what to expect from the programme. Planning is the most important factor to guarantee in-service programme success. Teachers should know the topic of the in-service programme.
Effective Teaching

           The quality of teaching plays a critical role in learner’s achievement.  Effective teaching strategies may differ by subject and by age; that is, strategies that are appropriate for learners in the early primary stage may not work for learners in upper primary stage and vice-versa. Effective teaching is defined as:  Those teaching practices that lead to desirable results such as student learning as measured by standardized tests. Often such practices are identified based on correlational research, referred to as process-product research that does not indicate a cause-and-effect link between certain teaching practices and students learning (Teacher Evaluation Kit, 2004, p. 8).
    
So effective teaching involves, at a minimum: Presenting material in a rational and orderly fashion, at a pace appropriate to the learners’ level, and taking into account individual differences among them; letting learners know what is expected of them; providing pupils with opportunities to practice and apply what they have learned, particularly in relation to their own experience; monitoring and evaluating learner performance in such a way that learners can learn from their own mistakes (UNESCO, 1992, p. 31). 
 
Professional Teacher.
          Teacher Registration Board (1997) states that, the quality of teachers employed in schools is crucial to the effectiveness of the educational system. Teaching is a complex process that requires the use of professional judgment as well as specific knowledge and technical skills. There is a distinction between professional competencies and performance in the work. Both are important factors in high quality teaching. 

     Competencies are those skills and capabilities which any person entering the profession needs to have and be able to demonstrate in order to do the job of a classroom teacher. Performance can be defined as the results actually achieved by a particular teacher. Vallicelli (2000) defines teacher professionalism as the ability to reach students in a meaningful way, developing innovative approaches to mandated content while motivating, engaging, and inspiring young adult minds to prepare for ever advancing technology. He presents three essential characteristics of teacher professionalism, competence, performance, and conduct, which reflect the educator’s goals, abilities, and standards and directly impact the effectiveness of teaching through the development of these qualities.
Competence: The characteristic of competence focuses on two important ideas: (a) Preparation: it prepares the professional for the adversity of the classroom. (b) Knowledge of subject area: a professional educator with a strong knowledge of teachers’ subject area has the opportunity to concern themselves with preparing innovative techniques to teach materials rather than spending significant amount of time studying the material. 
 Performance: It is the ability to effectively teach the items of a curriculum. A professional teacher educates so that learners learn concepts and apply them to their lives. A teacher who has a high standard of performance is reliable and dedicated; this type of a teacher becomes an active teacher rather than a passive teacher, showing the learners a genuine interest in their progress as pupils. To check the behaviours which the observer expects to see demonstrated in schools as a professional performance of teachers.  Teacher Registration Board (1997) has established certain dimensions to provide an indication of some of the factors that could be considered in any appraisal process. These dimensions cover the areas of professional knowledge, professional practice, professional relationships, and professional leadership. The first two dimensions will be discussed below because they are related to the teacher performance directly. 

Professional knowledge.  This knowledge is evident in the planning and preparation that goes into the teaching/learning programme and the willingness and commitment of the teacher to extend teacher’s knowledge of content and theory throughout a career to provide quality activities and programmes. A teacher demonstrates informed professional knowledge of: Current curricula, the subjects being taught and current learning theory,  planning and practice which reflect an understanding of relationships among topics and concepts: teaching practices that take into account current research on best practice, the characteristics and progress of his students, analyses and records of students’ needs, keeping useful assessment records that show the progress of students, formulating teaching objectives in a form that allows valid and reliable assessment of student achievement and progress, providing, learning activities that enable students to progress, providing materials and resources that support learning objectives and engage the students, allocating time realistically, assessing student learning in ways that are fair, valid ,reliable and useful, and using the assessment results to plan further learning for individuals and groups.

 
Professional Practice. This is demonstrated by the nature of the learning environment that has been established and maintained by the teacher, with the support of senior staff, and by the actual teaching processes used every day. The Learning Environment: a teacher in professional practice: creates an environment of respect and understanding, establishes an orderly, friendly classroom in which students are   treated with consistency and fairness, insists on high quality work and in turn students demonstrate pride in that work, manages student learning processes effectively, structures learning activities that focus on the achievement of learning objectives, uses teaching techniques that assist students to more advanced levels of thinking and learning, organises tasks and routines for individuals and groups to engage students productively in learning, manages smooth transitions with efficient use of time, manages student behaviour positively, treats misbehaviour calmly and consistently, and organizes a safe physical and emotional environment. 
Teaching. A teacher in professional practice gives directions and explains procedures that are clear to students, uses spoken and written language that is clear, correct and appropriate to the students’ age and interests, uses a range of teaching approaches, uses high quality questioning with time for student response, provides learning experiences that gain a high level of student attention, relates the content of instruction to students’ own knowledge and experience. ensures that students have the opportunity to initiate their own learning, involves students in goal setting and self-assessment, provides feedback to students and assesses learning, using technology, assesses student work promptly, demonstrates flexibility and responsiveness, changes teaching when feedback indicates this is necessary, and accommodates student questions or spontaneous events at an appropriate time.                                                                                                                                                 
 
The Good English language teacher.
     
 The good teachers are always learning.  They learn from students, from colleagues and peers, from the supervisors and mentors, learning from own trail and error, and from the relevant academic environments. The teacher of English language competence is reflected in his understanding of teaching and learning of English as a foreign language. They should follow innovative methods, apply technology, and  be both linguistically and professionally competent because teaching is both a science and an art. The teaching process is more than giving information. It is how to teach, how to design activities and how to involve learners all the time in these activities. 

      
 Gurrey (1980) specifies, teacher’s needs through availability of three things for his language lesson:. Knowledge of the best and most effective methods to use, an understanding of the purpose and aim of each method he uses, and confidence and skill in his handling of them, with perseverance and courage to carry on the work with good humour and enjoyment. Sesnan (2000, p.157-161) presents more details of the good and effective English teacher’s performance by outlining a number of attributes that are necessary for any such teacher. These are:

 Knowing the subject matter
  In order to teach English effectively, the teacher must know the subject well; his English needs to be better than that of his learners. He must know quite a lot about the English language and about language learning in general. Thus, because the teacher is ahead of his learners all the time, having good English does not mean knowing a large quantity of words, but must be of good quality.
Understanding what pupils know and do not know. A good teacher knows his learners very well. This includes knowing what they know and do not know. The good teacher has a constant touch with the students. This means getting to know them individually and knowing what their different styles of learning are. As the teacher talks to the learners and marks their exercises, he has to understand what their problems are and how they are to be solved.
Wanting learners to do well. Teaching is a very difficult job. No other job involves dealing with so many people at once. English is also a difficult subject to teach because there is so much to teach and so much marking to do. A good teacher cares about the pupils and wants them to do well. He should not see teaching as a burdensome job and have no interest in whether the learners do well or not. 

Making lessons enjoyable.  It is well known that we learn better when we are enjoying ourselves. If the teacher makes lessons enjoyable, the pupils learn better. It is true that if the class is enjoying the lesson, the teacher will also enjoy teaching even more. If the teacher enjoys teaching, he will teach better. 

Having high expectations. A good teacher does not believe that learners are stupid. Instead, he stretches the pupils’ brains and keeps them occupied all the time. The teacher expects his pupils to do well, believes in them, challenges all to do well, and gives them language work that makes them successful from the start so that they can quickly do role – plays, read simple notices and follow simple instructions. The teacher, who introduces something at the wrong level, must be ready to react quickly. A good teacher knows how to change the lesson and adapt to the needs of his learners. 
Bridging the gap. The difference between the teachers’ knowledge and the learners’ knowledge is sometimes called the knowledge gap. The gap must always be there, and it is important for the good teacher to keep the gap as wide as possible by continuing to learn more while he teaches. A good teacher involves the whole class all the time. So, the qualities of a good teacher can be summarized in three main points: A good teacher knows what to teach (that is, the subject matter), a good teacher knows a variety of effective teaching methods (that is, the methodology of teaching), and a good teacher is on the side of the learners, knowing their strengths and weaknesses and always helping them to improve.  
Teacher’s Professional Development.

Judith (2001) considers the professional development as “any activity that develops an individual’s skills, knowledge, experience and other characteristics as a teacher” (p. 1). Professional development is used because most teachers are members of a profession who need to be involved in a process of learning to improve their professional practice. In-service training increases the skills and capabilities of teachers in a defined area.

Dean (1991) says that almost everything is apparently changing and the rate of change is accelerating. The role of teachers and head teachers will be different in the future from what they have been in the past and everything is happening at a very fast rate, which leaves us little time to become accustomed to new ways of looking at things. We have the changes resulting from the rapid development of knowledge which is making existing knowledge out of date very quickly. The speed of change and the explosion of knowledge are requiring people to learn afresh intervals throughout their lives. This has important implications for the role of the school, which is no longer that of providing a package of knowledge and skills to serve a person for life. It is possible now to have vast stores of knowledge available at the touch of a key; the emphasis in initial schooling needs to be on the process of learning. Pupils need a level of knowledge that enables them to fit new learning into a coherent framework and they need to know how to sort out information so that they can apply it in new situations.

In spite of the fact that the computers can teach something more easily than a teacher, the teacher has an important role in selecting and helping pupils to use and respond to first hand experiences, in making them aware of the environment and of other people and helping them to become independent learners. The students in primary stage need to learn socially, how to work with others and they need the experience of activities such as games. The professional development should be based on the notion of a teacher as a learner. The teacher education and the professional development should be focussed on the needs of the students. It should be seen as a collaborative activity as well as an individual activity. The more highly skilled, motivated and effective English teachers are the more effective learning outcomes will be for students in English classrooms. (Dean ,1991).                      
Teachers’ beliefs.
       
Richards and Lockhart (2007) discuss teachers’ beliefs, and where   these beliefs come from. Some teachers believe in their thoughts and ideas about their teaching considering them as effective teaching styles. “Teachers’ beliefs systems are built up gradually over time and consist of both subjective and objective dimensions. Some may be fairly simple for example, the opinion that grammar errors should be corrected immediately. Research on teachers’ belief system suggested that they are deriving from a number of different sources” (p. 30). Beliefs come to teachers and effect their own teaching style and performance. How can teachers change those beliefs? Kindeavvattre, Wilen, and Ishler (as cited in Richards & Lockhart, 2001) state and identify the resource of teachers’ beliefs: All teachers were once students and their beliefs about teaching are often a reflection of how they themselves were taught, experience of what works best. For many teachers experience is the primary source of beliefs about teaching. A teacher may have found that some teaching strategies work well and some do not, established practice. Within school, certain style and practices may be preferred; personality factors .Some teachers have a personal preference for a particular teaching pattern because it matches their personality, educationally based or research-based principles. Teachers may draw on their understanding of a learning principle in psychology, second language acquisition, or education and try to apply it in the classroom, and principles derived from an approach or method.  Teachers may believe in the effectiveness of a particularly approach or methods of teaching and consistently try to implement it in the classroom. 


Richards and Lockhart  (2001) state that “teaching is a very personal activity and it is not surprising that individual teachers bring to teaching very different beliefs and assumptions about what constitutes effective teaching” (p. 36). Teachers may believe in their teaching style and they see that as the best way in teaching. Some teachers use the same beliefs and styles without any changes. Hill (2000) stated that some English language teachers may have some mistakes in their teaching process and they created some methods which do not exist. 

Some teachers have taught the same lessons in the same way for years out of laziness or inflexibility; other teachers make a more subtle mistake, they constantly look for “the method”. Such teachers believe that there is ‘a best’ way of doing something and, having found the method they consider best, they follow it strictly and carefully. We do not believe that such a method exists. Language is complex, and language teaching is correspondingly complex. It is difficult to make any statement which is always true about language teaching .Different situations call for different materials, different methods, different activities, and different, strategies (p. 8)
Teachers should be able to change their attitudes they have when they are found useless. Particularly, as is known, there is a rapid development in teaching techniques, methods, and most importantly in educational technology. Therefore, teachers need to update themselves day by day in order to teach effectively.
Teacher’s critical thinking.
According to Gregory (1991) the concept of “critical thinking,” is linked to teacher's ability to think carefully about the decisions they will have to make. It implies something beyond rote memorization or rehearsals of fact and calls on the teacher to do more: to seek additional information when it is needed, to recognize inconsistencies in problem formulation, to evaluate the truth of claims made in a statement or text, and to combine information and techniques in ways that are not exact parallels of previous situations Moreover, Facione (1990) identified some critical thinking skills: 
Interpretation is to comprehend and express the meaning or significance of a wide variety of experiences, situations, data, events, judgments, conventions, beliefs, rules, procedures, or criteria. It includes the categorization, decoding significance, and clarifying meaning.
 Analysis is to identify the intended and actual inferential relationships among statements, questions, concepts, descriptions, or other forms of representation intended to teachers’ belief, judgment, experiences, reasons, information, or opinions. The teachers include examining ideas, detecting arguments, and analyzing arguments as sub-skills of analysis.
Evaluation means to assess the credibility of statements or other representations which are accounts or descriptions of a person’s perception, experience, situation, judgment, belief, or opinion; and to assess the logical strength of the actual or intended inferential relationships among statements, descriptions, questions or other forms of representation. The sub skills include: judging an author’s or speaker’s credibility, comparing the strengths and weaknesses of alternative interpretations, determining the credibility of a source of information, judging if two statements contradict each other, or judging if the evidence at hand supports the conclusion being drawn? recognizing the factors which make a person a credible witness regarding a given event or a credible authority with regard to a given topic judging if an argument’s conclusion follows either with certainty or with a high level of confidence from its premises judging the logical strength of arguments based on hypothetical situations, judging if a given argument is relevant or applicable or has implications for the situation at hand.

 Inference means to identify and secure elements needed to draw reasonable conclusions; to form conjectures and hypotheses; to consider relevant information and to reduce the consequences flowing from data, statements, principles, evidence, judgments, beliefs, opinions, concepts, descriptions, questions, or other forms of representation. As sub-skills of inference the experts list querying evidence, conjecturing alternatives, and drawing conclusions. 
Explanation means being able to present in a cogent and coherent way the results of one’s reasoning. This means to be able to give someone a full look at the big picture: both to state and to justify that reasoning in terms of the evidential, conceptual, methodological, and contextual considerations upon which one’s results were based; and to present one’s reasoning in the form of cogent arguments. The sub-skills under explanation are describing methods and results, justifying procedures, proposing and defending with good reasons one’s causal and conceptual explanations of events or points of view, and presenting full and well-reasoned arguments in the context of seeking the best understandings possible.
Self-regulation means self-consciously to monitor one’s cognitive activities, the elements used in those activities, and the results produced, particularly by applying skills in analysis, and evaluation to one’s own inferential judgments with a view toward questioning, confirming, validating, or correcting either one’s reasoning or one’s results. The two sub-skills here are self-examination and self-correction.
The effect of teachers on the education process.
Teachers have a great role in education process. Teachers play important and different role in the classroom. Teachers are an essential and crucial part of the learning process. Teachers have to know how they could collect information about their lessons and how to use reflective teaching tools effectively. Prawat (as cited in Huang, 2010) pointed out that “the role of teacher is the resources-maker of truth, the co-operator of constructing knowledge, and the reflective role during the process of teaching. Teachers need to understand and analyses different situations that happen in the classroom from time to time, then to make decisions so as to fit the needs of certain teaching” (p. 210).
Teacher’ zone. 

Some teachers believe that students are not welcome to enter teachers’ space and interrupt their beliefs. Students should accept the truth that some teachers are stocking on their teaching style and beliefs. Teachers must observe their behavior and they should believe in their students’ ability. Maybe one day teachers may discover the mistakes in learning process come from themselves and not from their students. Izadinia (2011) states that:
We ‘students’, are abandoned by our teachers and are not usually welcome to enter ‘teacher’ zone’ which seems to be too professional and scared. I have with the idea that I should obey my teachers no matter how they treat me as a student. If a teacher is unfair to me, I have to put up with it because I can hardly find someone who thinks I rather than my teacher might be right. I have silenced my own voice repeatedly to hear what teachers say because I have been taught that what they say is more valuable, respected and meaningful than what comes to my mind as student moreover, when I am a student my ideas are seldom welcome and, although I may not be shut up immediately, I face indirect consequences afterward if I say something different from what teachers say or believe (p. 183).
Teachers need to understand their students and feel the pain that they feel. Teachers need to remind students about their abilities and exchange confidence. The learning and teaching processes are human exchange information and attitudes and the main role of the teacher is a facilitator of the learning process. Izadinia (2011) states the following: 

Today I had a meeting with Dr. Nazari. She wanted to give feedback on the first draft of my thesis. You know what she said first? She asked if I have written it by myself. I could not believe my ears .How can someone judge you when she has no idea about you and your abilities? This was the first time she was reading my work and I think she was kind of sure the work was not written by me. I do not know how I should feel about it now but I just think how constructive it was to me if she would at least say well done after I told her it was 100% mine. Although sometimes I feel excited thinking my English was so good that she thought my work was written by native speaker, I still think how wonderful it would be if she complimented me. Is not that part of teacher’s responsibilities too?

              Teachers need to know and believe that the teaching process has changed. Graham and West (as cited in Wang, 2012) state that “The average course taught 20 years ago can be taught today by 13-year-olds .The traditional method of teaching by transmitting information can be done with a few quick Google research. Teachers these days need to step it up” (p. 60). Wang (2012) states that if a teacher is looking to change the learning process and classroom dynamics of teaching he needs to change himself, based on what is discovered, uncovered, and exposed in reflective practice. Richards and Lockhart  (2007) state that teachers have to know what is going on in their classroom deeply, “The fact that if teachers are actively involved in reflecting on what is happening in their own classrooms, they are in a position to discover whether there is a gap between what they teach and what their learners lean” (p. 4). Hallman (2012) states that through self-evaluation, each teacher will be able to identify the strength in their word, and this will help improve their confidence evaluate their own work, help them to recognize the strengths in their teaching and encourage an enthusiasm to develop professionally the areas they have identified for improvement.  Poetzel  (2013) finds out that these teachers need to understand and analyze different situations that happen in the classroom for time to time. Plamer (1997) stated “When I don’t know myself, I cannot know who my students are… I cannot know my subject” (p. 5).
In fact, there are strong relationships between English as a foreign language teachers, the field of this study, and reflective teaching. Teachers need to evaluate and observe their teaching style and techniques. That can be done with the reflective teaching tools of using video recording in their real lessons. Qing (2009) states the powerful relationship between EFL teachers and reflective teaching as follows, “Reflective teaching asks EFL teachers to stop, to slow down in order to notice, analyse, and inquire on what they are doing. It tells them to relate theory and practice to evaluate both old and new teaching experience, and make interpretations on the situations encountered.” (p. 36).

 Pennigton (1993) has defined reflective teaching as that of “mirror experiences” , teachers bring to class personal beliefs about teaching; they bring to class personal styles for teaching personal perception, and even personal assumptions. Good teacher who do different perspectives, different eyes to picture the classroom environment, and develop professional growth in his own teaching to make appropriate judgments and decisions about his class. Richards and Lockhart (2001) state that “teachers who are better informed as to the nature of their teaching are able to evaluate their stage of professional growth and what aspects of their teaching they need to change” (p. 4).
Teacher Talking Time (TTT).
Teachers need to watch and count their talking time and give more time to student to talk instead of them. Harmer (2007) stated that overuse of teacher talking time is inappropriate because the more teachers talk, the less chance there is for students to practice their own speaking- and it is the students who need the practice, not the teacher. If a teacher talks and talks the students will have less time for other things,   such as reading and writing. For these reasons, a good teacher maximises STT and minimises TTT.  . Jones (2007) stated

In a student-centred class, students get more “talking time.” In a whole-class activity, the teacher may talk 50 per cent of the time, and the students the rest of the time. No, wait! In a class of 50, each student would talk only about 1 per cent of the time, and most wouldn’t say anything. In groups of four, each student can talk about 25 per cent of the time. In pairs, each student can talk about 50 per cent of the time. If students want to improve their speaking skills, there’s no substitute for pair and group work. (p. 40).
 Teaching English as a Foreign Language (TEFL)

TEFL requires a specific approach, method, and technique, and in the long search for the best way of teaching, view of language learning usually recommends the use of an effective technique to understand material, and requires a special preparation and training as well as the desire to do so (Paulson & Faust, 2002). The EFL teacher must have all the appropriate methodology and materials at her or his disposal. Development of such methodology and materials is directed specially at TEFL in a given country with a given mother tongue and mother culture (Wilkins, 1980).Teachers of EFL must create a motivating learning environment that makes students more enthusiastic and more interactive, by choosing  authentic materials which create   more positive attitudes toward learning including menus, maps, newspaper inserts, store advertisements, travel brochures, catalogs, phone books, real state pamphlets,  various pamphlets of sightseeing and tourist information (Kelly, 2004).  Pulvemess (2002) asserts that the responsibility of language teachers is to encourage learners to develop awareness of language and to become conscious of their individual learning styles and strategies. Teachers of EFL must see language as communication between people, rather than as texts or grammatical rules. It has a social purpose, and which gives the students the ability to engage in communication with people (Cook, 2001). Harmer (2007) also asserts that in order to enable students acquire the communicative efficiency, they must be helped to learn items of the language that they study side by side with a great deal of language use in communication situations. In other words, students should be given practice not only in the structures of the language but also in the process of using them in real daily situations.
Audio-Lingual method (ALM).           

Richards et al. (1992) define the Audio-Lingual method, which is also known as the "aural-oral method" by saying that it is a method of foreign or second language teaching which (a) emphasizes the teaching of speaking and listening before reading and writing (b) uses dialogues and drills (c) discourages use of the mother tongue in the classroom (d) often makes use of contrastive analysis. The audio-lingual method was prominent in the 1950s and 1960s, especially in the United States, and has been widely used in many other parts of the world (Richards et al., 1992, p. 25). According to Finacchairo and Brumfit (1983) the Audio-Lingual Method was developed in the United States during the 2nd World War. At that time there was a need for people to learn foreign languages fast for military purposes. An army specialized Training programme was lunched to remedy the situation in 1942. Therefore, the Audio-Lingual Method had been developed in the 1940s and dominated FLT in the 1950s and 1960s. Its main principal is to make learners fit for the fluent oral use of the target language in everyday situations, i.e. it stresses accuracy rather than fluency of language. 
The Audio-Lingual Method represents a combination of structural linguistic and behavioristic theorems. It starts from the premise that language learning rests on the imitation and reinforcement of the spoken language forms which children hear adults use in given situations. This is in stark contrast to older cognitive approaches to FLT which claim that knowledge of explicit rules of grammar and the cognitive analysis and construction of sentences are indispensable for language learning. From the premise that all learning rests on the (mindless) imitation of good examples following logically the hallmarks of Audio-Lingual teaching method: pattern drills, the exclusive use of the target language in class, and no toleration of errors. 
The dogmatic version of the Audio-Lingual Method forbids teachers the use of the learners’ first language and translations or bilingual vocabulary explanations and insists on the monolingual explanation of the meaning of words and grammatical structures. Another maxim is that language forms must be presented and learnt in situational contexts appropriate to them so that learners learn to react with the correct linguistic response to a given situation. Errors or situational inappropriate responses must not be tolerated because they might lead to the development of ‘bad habits’ (Richards et al., 1992). Particular emphasis was laid on mastering the building blocks of language and learning the rules for combining them, according to the structural linguistics theory. The underlying theory of language learning (Behaviourism) included the following principles:
Language learning is habit-formation: Mistakes are bad and should be avoided, as they make bad habits; Language skills are learned more effectively if they are presented orally first, then in written form. Analogy is a better foundation for language learning than analysis. The meanings of words can be learned only in a linguistic and cultural context: Some of the objectives of the Audio-Lingual Method are: Accurate pronunciation and grammar: Ability to respond quickly and accurately in speech situations; Knowledge of sufficient vocabulary to use with Grammar patterns (Mirhassani, 2003, p.229) The Audio-Lingual syllabus is a "structural" one "along with dialogues and drills" as Mirhassani (2003, p. 229) states. He also highlights the procedures of "an Audio-Lingual course" as follows: Students hear a model dialogue (either from the teacher or a tape); Students repeat each line of the dialogue; Certain key words or phrases may be changed in the dialogue; Key structures from the dialogue serve as the basis for pattern drills of different kinds; The students practice substitutions in the pattern. 
The role of teacher in ALM

          The teacher is seen as the corner stone of the teaching process in the Audio-Lingual Method, which is teacher-directed, the heavy weight of teaching is laid on his shoulders. He is the model of language instruction. According to Richards and Rodgers (2001) the role of the teacher includes the following:

 He introduces and directs the instruction of the four skills of language: listening, speaking, reading and writing. Corrects the mistakes of his students rapidly; Reinforces the correct responses because mistakes are bad and might hinder learning; Controls and keeps the flow of learning by using various exercises and drills which are represented in a suitable situation to practice structure; Reinforces learning by using the suitable trials (Richards and Rodgers 2001, p. 62-3).
          According to Richards and Rodgers (2001), the students are seen as "organisms that can be directed by skilled training techniques to produce correct responses"(p.  62). They only respond to what the teacher asks them to do, they are not allowed to initiate interaction (especially in the early stages of instruction) for the reason that they might commit mistakes which hiders their learning. They have only to repeat what the teacher says at the beginning (even if they do not understand) just to learn the accurate structure.
Communicative language teaching  (CLT).
By the mid-eighties or so, the Communicative Language Teaching [CLT] appeared in the late of 1970s for the needs that the Situational Language Teaching Method was no longer able to fulfill. At that time, the linguistic theory underlying Audio-lingual was rejected in the United States. As a matter of fact, the first who coined the term "Communicative" was Dell Hymes, a famous sociologist in 1971. He contradicts Chomsky’s notion of competence to be too limited. Hence, Hymes (1971) states that not only knowledge of rules is enough to enable speakers to distinguish a grammatical and ungrammatical utterance or sentence, but also those rules that determine the appropriate use of the language in living situations. Hymes's theory of communicative competence was a definition of what a speaker needs to know in order to be communicatively competent in a speech community. Richards (2007) stated that the communicative approach is the theory that asserts that language is for communication. Therefore, the final aim of CLT (Communicative Language Teaching) is communicative competence. Language learning comes about through using language communicatively, rather than through practicing language skills. Lessons are built round situations/functions practical and authentic in the real world e.g. asking for information, complaining, apologizing, job interviews, telephoning Richards and Rodgers (2001, p. 155) stated some points about communicative language teaching approach: Teachers help learners in any way that motivates them to work with the language. The teacher’s main role is a facilitator and monitor rather than leading the class. The first role of the teacher is to facilitate the communication process between all participants in the classroom, and between these participants and the various activities and texts. The second role is to act as an independent participant within the learning-teaching group.
Students are expected to interact with other, in individual, through pair, and group work. The focus must be on the student and not on the teacher. The interaction should usually be student to student and should include the teacher only where necessary. The role of learner is a negotiator- negotiating between the self, the learning process, the object of learning, with the group, with classroom procedures and activities which the group undertakes. Errors are a natural part of learning a language. Learners who try their best to use the language creatively and spontaneously are bound to make mistakes. The classroom arrangement is nonstandard; students are expected to interact primarily with each other rather than with the teacher. During most classroom activities the teacher will monitor and intervene only where necessary.  Language is created by the individual, often through trial and error. Activities usually involve the students working together either in pairs or in small groups. Activities used in the classroom must be selected carefully as if they are above the level of the students they can destroy self-confidence and if below they can bore the students. 
Cooperative Learning (CL).

CL is an excellent means for raising students’ motivation level and increasing their involvement in the learning process. Loftus and Marshal (2003) insist that people learn better when they learn together. Johnson and Johnson (2000) assert that, “cooperative learning exists when students work together to accomplish shared learning goals”(p. 1). Cooper, et al. (2002) believe that Johnson Dewey who emphasized that education is a means for teaching people to live cooperatively in a social democracy, may be traced as the roots of CL. Dumas (2002) states that “CL methods provide teachers with effective ways to respond to diverse students by promoting academic achievement and cross- cultural understanding” (p. 1).  CL methods learning from a student centered philosophy by encouraging students to take responsibility for their learning by involving students throughout the class and encouraging their collaboration in-group efforts outside of class with the help of advanced technology and internet (Jacobs, 2004). The teacher serves as a resource and facilitator rather than as an expert. It is not a passive role for the teacher. CL requires a great deal of planning and preparation on the part of the teacher to develop activities, which will help and guide students through the curriculum. 
The idea of CL is that class members are organized into small groups after receiving instruction from the teacher. They, then, work through the assignment until all group members successfully understand and complete it (Blasco & Burrio, 1999).  A comparison of the tradition learning to a cooperative one leads to conclude that the tradition method is described as a banking model. The instructors consider themselves knowledgeable (Ventimiglia, 1993).
Table 2 (adapted from Flowers and Ritz, 1994)  summarizes some points related to the differences between the two methods:
  Table (2)

Comparison between the Tradition Learning and the Cooperative Learning

	Cooperative Learning Groups
	Traditional Learning

	Positive interdependence
	No interdependence

	Individual accountability
	No individual accountability

	Heterogeneous membership
	Homogeneous membership

	Shared leadership
	One appointed leader

	Responsible for each other
	Responsible only for self

	Task and maintenance emphasized
	Only task emphasized

	Social skills directly taught
	Social skills assumed or ignored

	Teacher observes and intervenes
	Teacher ignores groups

	Group processing occurs
	No group processing


 Students who have not yet mastered all of the skills required do not feel an embarrassment because CL encourages discussion of problem solving techniques which work well with spontaneously formed groups (Paulson & Faust, 2002). Ventimiglia (1993) declares that in CL classroom environment, the students feel safe, and respectful and their questioning process becomes more open and honest. Rosseti and Nembhard (1998) suggest that there are four elements of active learning introduced when the students engage in discussion with each other. The students should know what they are about to embark upon and this leads to active learning illustrated on Figure 5.
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Figure 5 . The active learning
Interactive Teaching Skills.

 There are several major interactive teaching skills that a teacher ought to master in order to achieve a profoundly satisfactory lesson. These skills are intermingled and related to each other like a network. Studies about the teaching skills revealed that a unique characteristic of "teaching skills is their interactive nature" (Kyriacou, 1991, p. 33). The teacher faces varying situations, most of which are unexpected, thus he needs to redirect his performance to cope with these changes. Clark and Peterson (1986) have noticed that the successful teachers moderate and adjust their manners and tactics with regards to the lesson progress. They have also pointed out that with the passage of time a lot of this interactive executive is converted into a custom which is somewhat conscious and the teacher just has to consider the more unpredictable circumstances which need a careful attention and care. The followings are the essential interactive teaching skills as Kyriacou (1991, p. 36-47) calls them.

Lesson Presentation: 

  Introducing new items in language teaching depends on a good onset or start to the lesson. At this stage, "presentation stage" the teacher introduces new topics and gives the students the necessary information about their meaning, their use and any correlated facts related to these topics or items (Richards, et al, 1992). Kyriacou (1991) defines lesson presentation as the learning experiences you set up to achieve the intended learning outcomes by pupils. He continues his discussion saying that the growth and development in the methodology of EFL schooling resulted in inventing series of teaching activities which can deployed to good effect, including, by way of example, exposition, practical, worksheets, computer games, role-play and small-group discussion. 
In this stage "presentation stage” ,the teacher is expected to be self-assured, stress-free, sure of himself, decisive and draws the attention of the students in the lesson. He uses understandable explanations and instructions which match the students' needs. Another important issue is to distribute his questions, which are of different ranges and sorts, on the whole course material. To advance the students' education, the teacher uses various suitable learning activities. He also gives the students the opportunity to organize their work and be actively engaged in the lesson. In addition to that the teacher respects and encourages the notes and contributions of the students, and promotes their education. Finally, the learning products of the students ought to fit their needs and the teacher uses the data, sources and aids in order to attain a useful outcome (Kyriacou, 1991).

Classroom Management:

One of the important tasks which challenge the teacher during the learning process is managing his class and lesson to guarantee a progressive and creative participation of his students in the lecture. To do so, the teacher needs to plan his lesson carefully and choose the class activities skillfully. "Successful lesson management requires you to keep switching your attention and action between several activities to ensure that pupils' learning proceeds smoothly" (Kyriacou, 1991, p.49). 

 Techniques and procedures employed by the teacher in the classroom to control the behaviour of students, including setting up different kinds of tasks, dealing with disruptive behaviour, establishing and moving between different kinds of learning groups, and using audiovisual aids and other forms of realia and equipment efficiently (Nunan, 2001). "Teaching" is considered by Larsen-Freeman (2003, p. 184-185) "the management of learning", she also says that teachers need to keep in their minds that they are the "managers of learning" to carry out their job. The following areas are of important significance to classroom management:

Starting, transition and finishing the lesson 

In initiating the lesson, the teacher needs to keep in mind two aspects, regularity and mental set. Regularity signifies the importance of starting the lesson at the time denoted to it on the time-table. This requires the teacher and his students to be in the class on time. If the teacher can be at the class before the students to welcome them and ensure that they enter in a systematic way and quickly sit down on their desks. Once they settled down, the teacher starts the lesson. Declaring the beginning of the lesson is an important moment because at this moment the students start to pay attention and concentrate on the educational material (i.e. mental set). If some of the students are not paying attention, the teacher is required to draw their attention by saying "Pay attention" or any other way to guarantee their participation and involvement in the lesson.

The second step is to make sure that the lesson is progressing smoothly, in other words the teacher moves from one activity to another without obstacles. The fundamental thing in switching from one activity to another is awareness and consideration while establishing the educational tasks whereby students are successfully collaborate to learn is as important as sorting  out the content of these tasks.       

There are three noteworthy concerns which the teacher has to bear in mind to end up the lesson. The first is to end it on time not before or after. Because ending before time may entail the lack of apprehension about the value of using all the time accessible. When a little amount of time remains at the end of the lecture it is useful to use it in reviewing or penetrating the topic dealt with. Ending after the time will deprive the teacher of the chance to conclude the lecture appropriately. The second issue is preparing the students for the end of the lesson, by gathering books and tools, presenting a conclusion about the topic and allocating the home work or any other act. The teacher ought to take into consideration that some students do not start picking up their books and stationary before he indicates the ending of the lesson. Finally, getting out of the class in order and without making noise that may disturb the other classes. The teacher can control their exit, until they get used to going out of the class in order.

Retaining the student's participation
The teacher is required to sustain the enthusiasm and contribution of all the learners during the lecture. The teacher is required to set up activities which can both instruct students effectively and preserve their participation. Proficient lesson organization is principally a matter of success in making a skilful equilibrium between the learning aptitude of a task and the degree to which it maintain the student's participation. The essential activity in sustaining the student's participation is to monitor the learner's enhancement by actively moving around the students and questioning them intuitively, and passively, by establishing the suitable routines that push students to seek assistance. By doing so, the teacher will be able to decide which is the best way to keep the students' involvement going on.

The second is keeping the pace and flow of the lesson. The pace of tasks should neither be so fast to the extent that the students will feel that they are not missing central items or notes, nor so slow that makes their brains lose concentration. The teacher should give each point a suitable time and avoid spending much time on trivial issues. An additional detail in keeping the pace of the lesson is to control redundant hindrance to the flaw of the lesson. For instance, at the time of clearing up the lesson two students were talking, the teacher should keep on explaining the lesson and walking towards them, or should merely look at them. Dealing with unnecessary interruptions requires handling two or more tasks at the same time. The third is the "general awareness of what is going on in the classroom" or "wittiness" (Kyriacou, 1991, p.55). A competent teacher is continuously watching the class in order to restraint the students' misbehaviours.  The third imminent procedure is to manage the time allocated for students’ participation. For example, if the teacher asks the students to write a composition or draw a map, it is advantageous to assign the amount of time devoted for this activity, say 10 minutes. 

Another important area is to give an encouraging feedback to the students. This feedback ought to be beneficial and effective to ensure the progress of students. A good feedback is characterized by caring about the students' feelings and emotions, because when the student is tensed and confused he will not be able to concentrate on the rest of the lesson. Thus it is useful that the teacher uses a compassionate sound to show the weak point in the activity or task instead of referring to the student himself. Individual and group feedback ought to be planned for carefully and the teacher is required to decide when to use individual feedback and group feedback. 

Finally, the lesson plan needs to be modified in the light of the students' development and corrective feedback. Such modifications enable the teacher to monitor the progress of the whole class, and to deduce the development of the whole class depending on the progress of average students. 

Handling the logistics of classroom life

Classroom activities will certainly result in confusion and chaos unless the teacher pays a careful attention to how and when the learners are to perform what is required of them. Prearranged management of how the students respond to questions, distribute students into small groups, etc. involve a direct instructions from the teacher. 

Weade and Everston (1988) say that each learning activity implicates a "social demand task" which is concerned with who can talk to whom, about what, where, when, in what ways and for what purposes? Results of their study uncovered the vital role of teachers to assign the duties of their students during the performance of a certain task and how this smooths the progress of this task. Teacher-student interaction, student-student interaction and the interaction with the text demand a cautious handling of the student's talk. An important point in class discussion is to ensure that only one student talks at a time and his voice is heard by his colleagues. Background noise ought to be controlled and prevented. 

During the group work, distributing students into groups requires the teacher to pay attention to the size of the group, how the students in the groups get-together, the characteristics of the activity, watching the roles of students, assign the time for each group to perform the educational task and to assist the students improve their abilities to participate effectively in group work.  

In schools which implement computer devices in tutoring, it is useful to allocate the students or small group of students to the computer packages. Pairs or small groups of students who use the same computer need to be based on the analogous talents of the students, or their friendship. 

Handling students' movement and blare

Managing the movement of students in the class and controlling and reducing the noise caused by this movement are central qualities of successful class management. Dealing with students' movement requires the teacher to control their attending and leave-taking of the lecture, taking their books out and their mass movement during group and pair work. Students' noise can be reduced when the teacher gives a suitable feedback about the practice of the task instead of complaining about loud noise. Another way is to plan the tasks to make sure that the degree of noise is not distracting (Hess, 2001; Harmer, 2007).

Learning in groups.
           In learning together and alone, Johnson and Johnson (2005) compare cooperative, competitive, and individualized learning models, concluding that cooperative learning in groups is the most effective and efficient approach. In the cognitive domain, Johnsons boldly maintain that group learning is superior to the other approaches across a wide range of learning goals: for mastery of concepts and principles, enhancing verbal abilities, reasoning and problem solving skills, creative thinking, and general self- awareness as well as an improved ability to view ideas in proper perspective. By engaging actively with factual information, concepts or principles, students in groups can demonstrate an increased ability to retain, apply and transfer new knowledge. In addition, they can develop democratic values and a greater acceptance and appreciation of individual differences. 
When groups function well, improved interpersonal communication is a natural outcome. Students can use their groups as mini-labs for improving their interpersonal skills, for learning how to listen and express themselves better, how to address conflicts, negotiate compromises and reach consensus. Leadership abilities can develop. The involvement of group members often produces more varied input, and here diversity can provide a distinct advantage: as students from different backgrounds contribute, discussions can expand and deepen; better and more creative decisions can result.
    Classroom interaction (CI).
     Brown and Rodgers (2002) use the word classroom to refer to extensive situations where the educational process of EFL takes place among learners and teachers. These situations include: "classes in schools, multi-media, distance learning situation, one-to-one tutoring, on-the-job training, computer-based instruction, and so on" (p. 79). Jonassen (1995) argues that (CI) is the way in which the learner is transformed into a real way of learning by means of interaction with the teacher, other learners or the learning text. Mortensen (1972) stated that CI depends on verbal and non-verbal interactions. He argues that verbal and non-verbal interactions are complementary aspects of communicative act. Non-verbal interaction includes all non-linguistic or extra-linguistic aspects of behaviour, which contribute to the meaning of message. These include body movements, gestures, facial expressions, contact, etc., while verbal interaction includes words as discrete entities. To sum up the classrooms of language tutoring where EFL instruction takes place is seen as discourse communities and sociolinguistic environments where interaction is considered a key factor to learner's foreign language development. Hall and Verplaetse (2000) assert this saying: “It is in their interactions with each other that teachers and students work together to create the intellectual and practical activities that shape both the form and the content of the target language as well as the processes and outcomes of individual development” (p. 10).
Classroom Climate (CI). 

              Teacher needs to modify themselves  in order to guide a successful CI during tutoring is how to provide the appropriate environment for learning to take place. The climate of the classroom is defined by Richards, et al, (1992) as the effective aspects of the classroom, such as the feelings generated by and about the teacher, the students or the subject matter, along with aspects of the classroom itself that contribute positively or negatively to the learning atmosphere (p. 53).
          According to Richards, et al. (1992, p. 54), the skillful teacher can create the climate that suits the learning process by inspiring the thoughts and insights of his students positively. This can be achieved by: constructing an environment in which educational objectives are stressed; he teacher monitors and rewards the achievements of his students in order to promote high educational levels of his students'; the relationship between the teacher and his students is based on mutual respect and understanding; the teacher provides a feedback which plays a role in fostering the students' self-confidence and self-esteem; the arrangement and design of the classroom should contribute to positive attitudes of students towards the lecture and smooth the progress of the activities
Boring lessons.
If you want to be boring, you would very likely choose teaching the book only. This is because if a teacher teaches the book, he is then predictable, and boring. Some teachers believe that teaching the book is easy to do, and safe.  Some teachers believe that teaching grammar is profoundly boring. Richards and Lockhart  (2007) stated that “it is important for teachers to be familiar with current instructional methods and their underlying principles as well as with effective classroom techniques, materials, and assessment strategies appropriate to the type of course and the type of students you will be teaching” (p. 8). Teachers need to develop their skills to overcome the bad effects of boring lessons. 

Using classroom interaction between the teacher and the students and among students themselves can be useful to teach grammar. The following are some classroom communicative activities to simulate interactive involvement:

Role plays

  
 Richards, et al. (1992) define role-play or role playing as "drama-like classroom activities in which students take the roles of different participants in a situation and act out what might typically happen in that situation"(p. 318).  The role-play may take many forms, but in fundamental nature it is an improvisation. According to Robinson (1981) the partakers develop their own qualities, discussions, movements, situations, structures, themes, and messages. This may be organized personally or in groups, shortly ahead of time or exceeding a period of days, nevertheless there is no thorough absolute draft to be learnt by heart, still the idea for the improvisation may come from a written text and particular phrases may be memorized. In role playing the students have the opportunity to experience innovative ideas. They are able to learn from their errors.

 Problem solving 

            In teaching EFL, problem solving is a common task where the learner is put in a difficult situation and by using his critical thinking will choose the right solution that leads him to the required aim. Problem solving activities are learning activities in which the learner is given a situation and a problem and must work out a solution. Such activities are said to require higher-order thinking. Many activities in computer assisted language learning involve problem solving and offer feedback while the student is trying to solve the problem (Richards, et al, 1992). 

Jigsaw 


The educational benefits of jigsaw come from the students interacting with each other, and engaging the learner with subject matter. Timpson and Simso (1995) assert that in jigsaw there is usually high participation and efficient sharing. The Jigsaw structure also promotes positive interdependence and provides a simple method to ensure individual accountability. According to Tewksbury (2000) jigsaw techniques are beneficial because students have the opportunity to teach themselves, instead of having material presented to them. The technique fosters depth of understanding. Each student has practice in self- teaching, which is the most valuable of all the skills. This can help them learn. Students have practice in peer teaching, which requires understanding the material at a deeper level than students typically do when simply asked to produce on an exam. Each student has a chance to contribute meaningfully to a discussion, something that is difficult to achieve in large group discussion. Each student develops an expertise and has something important to contribute.
The Basic Pattern

          The basic pattern activity begins with a square-shape group session that consists of four students. Apple (2006) "The person sitting next to the learner is his or her shoulder partner, while the learners seated directly behind or in front of him or her are face partners."(p. 289).
Numbered Heads Together-Traveling Heads
          Kagan (1994) has developed the essential four person group pattern in the  "Numbered Heads Together". At the beginning, the teacher distributes the students into groups each consists of four to work up a task, and then gives each student a number. After working on a task together, the teacher calls out a number (for example, "3"). The student who has this number from each group should stand up and present a summary of his group’s work to the whole class. "Traveling Heads", on the other hand is a variation of Numbered Heads Together, in which the same numbering scheme is used, but with a slight difference. The teacher asks the students who stands up to shift to another group and display the report of their previous group to the new group instead of presenting it to the entire class. The advantage of this learning procedure is that it involves more students and makes them participate actively in the report while at the same time reducing the risk of anxiety caused by making a possible face-losing oral report in front of the class.
 Carousel

             Apple (2006) says that this technique which is also named Merry-go-round is a reference to the spinning wheel of wooden or plastic horses often seen at carnivals and amusement parks” (p. 291). It can be used with group presentations such as posters." Every group makes a ‘poster’ and sticks it on a side of the classroom. Then, the other groups go round the room respectively, examining and evaluating their classmates’ posters. Carousel may take different patterns, as well as various means to present their work, whether  oral, written, video recorded, on paper or on computer  and varying  ways to comment or assess the outcomes of their colleagues, being plain remarks, extended précis, unusual types for evaluation, etc.).
Cooperative learning. 

  
 Cooperative learning techniques permit EFL students to enthusiastically play a part in the language classroom, cooperating with each other to accomplish the learning tasks which cannot be achieved by studying alone. CL activities give the students the opportunity to exploit their assorted knowledge about the processing of the world, producing more effective characters of the group members, more precise personal characteristics, and a better awareness of sponsorship in the educational population. CL gives the students a reduced amount of feeling that they are separated as learners and establishes a more efficient “classroom culture” in which cooperation to achieve a mutual developing aim acts a considerable function in their sensitive and linguistic progress as an authorized member of a social learning community (Murphey & Asaoka ,2006).
Self-Observation and self- evaluation. 

Evaluation is "one of the most potent forces influencing education" (Crooks, 1988, p. 448). It has always been an integral part of foreign language (FL) pedagogy and education in general to the extent that learning and teaching are considered inseparable from assessment practices. Its crucial importance lies in the powerful impact it has on learning, teaching, curriculum and consequently on learners and teachers. Evaluation can be defined informally or formally. Informally it can be any appraisal, remark or judgment of a student’s and teacher’s work or performance (Sadler, 1989, p. 119). Formally it can be defined as “the process of defining, analyzing, interpreting, and using information to increase students’ learning and development” (Erwin, 1991, p. 15).  Lynch (2001) sees evaluation as the “systematic gathering of information for the purpose of making decisions or judgments about individuals”. (p. 358) Evaluation is also seen as systematic tools, techniques, and procedures used to collect, classify, and interpret information about students’ and teachers’ capability or the quality or success of a language teaching and learning course according to different sources of the students' and teachers’ performance. Sometimes the terms evaluation and assessment are used interchangeably but they are not exactly the same. Nunan (2001, p. 85) draws a clear distinction between the two concepts. To them evaluation is the collection and interpretation of information about various aspects of the curriculum (including learners, teachers, materials, learning arrangements, etc.) for decision making purposes - the effectiveness of an education program; whereas assessment is a "subcomponent of evaluation". Assessment refers to the collection of information on what individuals and group of learners can do.     

      
Teacher's self-assessment is a method by which teachers can observe and evaluate their performance. Self -observation and evaluation are   approaches to realization of teaching. Self-observation or self-monitoring can be a mediating tool for teachers to do vibrant professional development, and more crucially, self-observation can be used to foster an awareness of what the teacher’s current knowledge, skills, and attitudes are and the use of such information as the basis for self-appraisal (Richards & Chales, 1991). Self-observation enables a teacher to record her or his own teaching practices, thereby providing an objective, descriptive, and critical account of it. Further, Stanley (1998) argues that self-observation is one of the most powerful tools for a teacher to practice RT. In this regard, teachers can look at what they did in the classroom, think about why they did it, and reflect if it worked. In short, self-observation can provide a language teacher with a venue for doing reflection-in-action, reflection-on-action, and reflection-for-action. These terms mean that   teachers can examine when they look at their teaching in the moment (reflect-in-action) or in retrospect (reflect-on-action) in order to examine the reasons and beliefs underlying their actions and generate alternative actions for the future reflect-for-action (Richards & Chales, 1991).

Self-observation and self-evaluation are methods where the teachers are the key person of investigation and further analysis of their teaching, no extra help of other people is required. “Self-evaluation and self-observation refer to “a systematic approach to the observation, evaluation, and management of one’s own behaviour in order to achieve a better understanding and control over the behaviour” ( Richards & Farrell, 2005,  p. 34). Like observation of other teachers, it is possible for teachers to record their own teaching, and review the tape while taking descriptive notes or making short transcripts of the classroom interaction to study. The focus here is on teacher’s own development, rather than on developing the ability of a peer's or a colleague's. It stimulates awareness, reflection, and a questioning approach, and it encourages experiment (Cosh, 1999). 
 Little (2005) stated that “Self-evaluation plays a central role in shaping and directing the reflective processes on which such development depend” (p. 322). Self-observation and evaluation is a kind of reflection on weaknesses and strengths and planning remedial action, making the process more important than the content  In this sense, self-assessment emphasizes "procedural competence over product competence"(Heron, 1988, p. 86). Furthermore, reflection during the act of self- assessment encourages ‘inner speech’ which is evidence of metacognition (Coyle, 2000). This capacity for inner speech can be developed in what they have taught and how they have taught it. “Being a facilitator, as it is, for various teacher development activities, e.g., organizing and planning teaching, thinking about teaching strategies etc., Can develop the inner speech” (Harris, 1997, p. 19). Self-assessment enhances teachers’ understanding of what their roles involve and what successful teaching entails. On this evidence, by stepping out of and reflecting on their roles and the learning process, teachers develop metacognition which "is about understanding and being aware of one’s teaching-taking a step outside the learning process to look at it and reflect on it"(Weeden et al., 2002, p. 76). In a similar meaning, Nunan (1988) remarks that "self -assessment provides one of the most effective means of developing both critical reflection on what it is to be a teacher and skills in learning how to teach" (p.116). These skills are fundamental for teaching observation and provide evidence for the beneficial long-term effects of self-assessment as a vehicle for developing the necessary skill for lifelong learning (Oscarson, 1989).

     Self-assessment seems to be accommodated more easily to the flexible requirements of teacher’s awareness. "Teachers of self-observation and evaluation, decide what to teach, when to teach and how to teach. Self-assessors decide what to assess, when to assess it and how to assess it"(Gardner, 2000, p. 51). It also allows a high level of individualization because it provides teachers with immediate and "personalized feedback on the effectiveness of their learning strategies … and learning materials" Besides teacher development, the act of self-assessment also contributes to teachers’ personal growth as individuals, their self-esteem is enhanced and they develop a positive self-concept since their contributions are valued. This nature of self- assessment also fosters teachers’ intrinsic motivation, because teachers evaluate their performance by comparing it with their own previous performance rather than trying to compete against their peers. From a sociological perspective, the value of self-assessment coincides with current concerns with education for democratic citizenship, according to which “it is not enough merely to teach about the various modes of democratic participation” (Little, 1998, p. 7). Handing the responsibility of (teaching and) assessment to teachers is one way to achieve this. With reference to the development of self-assessment skills, it is claimed that since self-assessment is a cognitive skill, it can be learned through practice. Little (2003) argues that "the capacity for self-assessment develops partly out of the experience of assessing and being assessed by others"(p. 226). In a similar fashion, reflection begins initially as a collaborative activity and it then evolves into an individual, solitary process: reflection as individual and wholly internal phenomenon is the end rather than the beginning of reflective teaching and learning. In the autonomous language classroom reflection begins as a collaborative activity in which teacher and learners seek to make explicit their joint understanding of the process they are engaged in. “The principle of reflectivity implies a continuous process that permeates the life of the classroom” (Little, 2002, p. 52). Applying the above to the case of assessment, it can be claimed that it is easier for teachers to reflect on and make judgments about their own work when they have participated in looking critically at and reflecting on what others have done. Finally, teachers can collect information about their teaching through writing lesson reports or making audio or video recordings and what they find out can be either kept private or shared with other colleagues or supervisors. 

As Richards and Farrell stated, the records documenting the teaching help the teachers become aware of their performance “current knowledge, skills and attitudes and use such information as a basis for self-appraisal” (p. 34) which can be considered to be a starting point of teacher development. There are many benefits of self-observation methods. Richards and Farrell (2005, p. 37) point out that they allow the teacher to a) make a record of teaching which can be used for various purposes; b) provide an objective account of one’s teaching; c) can help teachers better understand their own instructional practices and make decisions about the practices they are not aware of and might wish to change; d) help develop more reflective view of teaching; e) it is teacher initiated.
   Related Previous Studies

   
 Introductory Note.
The literature on reflective teaching includes several recent studies investigating the effectiveness of the reflective teaching and video in reflective teaching. These studies can be grouped under five categories according to the purpose of using the video and reflection.  The researcher has got benefit from the previous studies in the following points:

1-Aims of the study,

2-Procedures followed, and

3-The findings of the present study have been compared with the main findings of those studies.

Yeung Sze and Yin Shirley (1992) conducted a study which aims for evaluating how a teacher education programme helped a team of six student teachers to reflect on their own teaching and performance. Particular attention was paid to study how student teachers with individual differences in beliefs, attitudes and emotions towards teaching, developed their own RT. The influence of context on the effectiveness of the programme was another main theme of study.                                           

        
The sample of the study includes six student teachers, was carried out in 1992 in one of the four Colleges of Education in Hong, Kong. The procedures of the study consist of: interviews and record analysis of programme’s documents. Records of pre-conferences and post-conferences for clinical supervisions were significant data, too. The findings of the study indicate that the six student teachers had developed RT with different degree after the programme. In one way or another, the programme helped the student teachers to enlighten their own personal theory in teaching.  However, the programme failed in enhancing student teachers' reflective quality to a higher conceptual level or to a wider reflective perspective. It was found that the quality of the program acted as an influential factor which inhibited individual student teachers from implementing the programme.                                          

Regardless of the degree of effectiveness the programme had accomplished it was quite a good attempt to help student teachers to learn to be reflective professionally. Moreover, the findings in this study imply that student teachers could all engage in reflection in differing degrees of thoroughness perspectives levels and personal meanings, all depending on the context and the teacher’s individual liking or tendencies. 
   Lee Chi – Kin and Wong Kaming ( 1996 ) conducted a study aims at exploring the levels of reflectivity  attained by the pre-service teachers in their perceptions of RT ,and to investigate whether there were qualitative differences between the common sense thinkers and the more reflective alert novice in their contents of reflection. The study consisted of a questionnaire study and in-depth interviews. In the questionnaire study, the technical level of reflection was found to be dominating among the pre-service teachers. The sample of the study is (127) teachers at the Chinese university of Hong Kong. The procedure of the study seemed to include two identical questionnaires consisting of open – ended questions, in addition to the questionnaire study, twenty subjects amongst the sampled teachers were invited to participate voluntarily in interviews.

 The findings of this study seemed to indicate that, among these pre-service teachers, there was only a rather weak congruence between their conceptions of teaching and learning and their levels of reflection. This study therefore suggests the same dilemma which teacher education in many parts of the world has currently encountered and that many teacher education programmes encourage teachers to engage in self- reflection.
Göde(1999) carried out a qualitative study with four female teachers who were teachers at Preparatory School of English (YADIM) at Çukurova University. The study focused on using of video as a reflective observational tool. Göde video recorded one lesson of each teacher, and then she conducted a reflection session with each teacher. An interview was carried after three months with each participant to find out whether the study had long-term effects on the teacher and whether teachers had any change of their self-reflection. The finding from this study revealed that all teachers agreed that it was good to observe their students more closely, and they discovered some new things about themselves, the study provided a good opportunity for the teacher to observe their way of speaking in class. However, another finding form the study was that teachers found out their own personalities. Another conclusion derived out from the study was that during the follow-up interviews all teachers’ experienced long-term effects of the study. They also agreed that the process would encourage a continuation of reflection. 

Her suggestion based on her study was that self-observation itself is enough for teachers to gain self-awareness and self-reflection. Another important conclusion derived out from the study was that self-observation was more beneficial for teachers than being observed by mentor teachers. Therefore, teachers can observe themselves without the threatening existence of an outsider in the classroom, teachers might freely reflect on their teaching through self-observation. Göde seems to be right to some extent when she states that the existence of an observer may inhibit teachers from reflection.

Kapanja (  as cited in Hasanbasoglu, 2007) carried out a qualitative study with two groups. The study focused on exploring whether video-recording benefits pre-service teachers in microteaching training. Results suggest that the experimental group behaved more confidently and positively towards teaching, and that they showed significant improvement over the control group who did not have access to video. This study confirms the view that video gives teachers the opportunity to analyze and reflect on their teaching practices, which is the initial step for improvement. The study had suggested that video can be used for microteaching training in order to improve the performance of teachers through microteaching; teachers are suggested to make use of video because by playing back the recordings, pause, and replay, teachers can discover “what has been missed, what has been overdone and what was not supposed to have been done.

Beck et al (as cited in Hasanbasoglu, 2007) carried out an experimental study with two groups .The study focused on the efficacy of using video-case construction by pre-service teachers as an observation tool. The results suggest that video-case construction is an effective tool in developing observation skills, and that student-constructed cases are productive resources for teacher development. The study suggested that video can be used in case-based teaching. The main aim of this approach is to bridge between theory and practice. Case-based teaching by using video recordings allow student teachers to watch real classroom experiences and relate theory to practice.
Rosentein (as cited in Hasanbasoglu, 2007) carried out a qualitative study with a group of beginning teachers. She applied the concepts of Schön of reflection on action. She selected a film to teach reflection then she asked the teachers to view the video and then write a reflective essay about the film. Then teachers discussed these reflective to determine the level of reflection. The results of this study suggested that this method enabled her students to make a link between theory and experience.

 
   Li Hua (2003) conducted a study. The aim of the study was to investigate the quality of teachers’ reflective teaching and the factors that influenced RT of EFL teachers. This study set out to discover what factors influenced EFL teachers’ reflection and how to assess the quality of reflection, and how to improve teachers’ reflection.


The sample of the study includes two teachers in Chinese high schools. One is a female and has 15 years of teaching experience in a high school, and the other is a male teacher who has 18 years of teaching. Both experienced teachers have similar education backgrounds and they have got same professional status as senior teachers.


The procedure involves field notes during the lesson, interview immediately after class, and reflective journal to examine the two teachers’ reflection of China high schools. The purpose of the workshop was to provide an opportunity for high school teachers to carefully consider their teaching and for researchers to promote the teachers RT as a tool to solve their teaching problems. The workshop and interview were tape recorded. Reflective journal were sent to the researcher.


 The results reveal that the reflective teacher is showed from what they said and what they wrote in workshops, interviews and reflective journals.  The analysis of data reveals the content, depth, difference of RT between the two teachers, change of beliefs and actions through RT and factors influencing their RT. Beliefs can drive reflection and reflection can change beliefs. Teachers’ beliefs and reflection are closely related to each other.
 The findings of this study indicate that student teachers were elated and had opportunity for professional growth as they practised RT.

Sharp et al (as cited in Hasanbasoglu, 2007) carried out a qualitative study with 22 trainees teachers from different school. The study investigated whether combining video conferencing and video clips is proper and helps teachers to evaluate their teaching. The results suggest that it is feasible to combine   video conferencing and video clips. Also it showed that it is possible to enhance professional development of trainees through reflective conferences in a virtual world. Sharing videos via internet among teachers should be developed as a part of reflection and as interaction between reflective teachers.
Wong (2004) carried out a qualitative study with seven English language teachers at a school of education in Hong Kong. The study focused on using video recording as an alternative mode of supervised teaching for in-service teachers. The results suggest that teachers were very positive in using video recording as an alternative mode of teaching supervision. Students agreed that video-recording could capture the essential things happening in the lesson, showing how they teach. However, some teachers have concerned that the recording will miss some of their interactions with children that could demonstrate their personal qualities. They recognized the value of video recording in providing opportunities for them to review and reflect on the strengths and weaknesses of their teaching performance.  Students found that they encountered less anxiety and stress as they could prepare the video recording whenever they were ready; they could have more time to express their feelings and concerns in the post-lesson conferencing; they could be more proactive in expressing their views as they had sufficient time to prepare before the meeting; and they could have deeper self-reflections as they had reviewed the video recording beforehand. They were also more ready to accept their supervisors’ comment as they were better prepared for the conferencing, so that a level of trust was maintained. For some students, their scope of reflection was broadened to include comments from their colleagues and children in their class who could also view the video.

It is also worth mentioning another study by Matthew Dicks (2005) who described his use of immediate and delayed video feedback with his third grade students to illustrate and discuss appropriate behaviors and protocol for interaction. Through this process, Dicks recognized the ability to identify and respond to areas needing improvement in his own techniques by using the video recording as a self-assessment tool. Dicks also recommended utilizing video feedback for activities beyond classroom instruction such as workshop activities, scientific experiments, and parent teacher conferences.

Huppertz et al (as cited in Hasanbasoglu, 2007) carried out a study about the effective role for sharing video- recordings online to promote the learning process. Through groups, teachers can discus and improve their teaching styles and teaching processes. He suggested for teachers to share their video recordings   on the internet to promote their learning process not only by getting others’ teachers opinions about their lesson, but also exchanging ideas , comments   and discus others  teaching experiences .  

The study   suggested that the importance of using on the   internet which became an essential and central part of human beings. Information and connection could be easy by using this tool. Internet became one of the important instruments used by teachers and students as well. Internet access became available everywhere.


Huang (2006) carried out a qualitative study with three college seniors, who attended the course of English teaching practicum in the department of allied foreign languages at Chaoyang University of Technology in China. The study focused on the reflective teaching through video recording. The study suggests that video recordings in teaching practicum programs should be encouraged to enhance students’ teachers’ performance in English teaching.

Hasanbasoglu (2007) carried out a qualitative case study at the School of Foreign Languages (SFL) at the Middle East Technical University (METU) which provides teacher training courses. One experienced and one inexperienced trainee teachers attended the METU in-service teacher training course. .The study focused on whether video recorded self-observation contributes to self-reflection and whether teaching experience results in different   levels of reflective thinking. 

The results suggest that viewing their video recorded lessons contributed considerably to the trainees’ self-reflection.. Both teachers were able to reflect on an increased number of points in their lessons after self-observation and demonstrated a remarkable growth in high level reflections. However, the extent to which the trainees achieved more detailed and higher level reflections did not seem to result from teaching experience, which might suggest that there may be some other factors contributing to self-reflection.

Birmingham and Lofthouse (2011) carried out a mixed study with 73 student teachers at Newcastle University. The study focused on the video-recording as a tool for professional development of student teachers. According to the findings of the study 89% of student teachers considered the use of video to have had a positive impact on the way they reflected on their teaching. 80% of student teachers indicated that video had 'very much' improved their ability to identify the characteristics of their teaching practice, with the remaining 20% stating that this outcome had been enhanced to 'some extent'. In addition 78% of students reported that the video had 'very much' allowed them to view their own teaching from an alternative perspective. Some student teachers commented that the video held a mirror up to their teaching and let them see another aspect that they had not seen   before.

The results suggest that the use of video in the initial stages of learning to teach could be adopted more widely with beneficial outcomes. Video interventions provide objective evidence that can be used in a positive and proactive way by student teachers and their mentors. Student teachers’ recognition of their emerging professional identities can be reinforced through video intervention. Video intervention may foster a more critically reflective approach enabling student teachers to gain more from the mentoring process and opportunities that teaching placements offer. 

Schmid (2011) carried out a qualitative study with seven well-qualified English teachers who use a variety of language teaching approach. The research was conducted in two secondary schools and one vocational school in the south of Germany. The study focused on the use of video-stimulated reflection as a means for teacher professional growth. The research findings indicate that the video stimulated reflection provide the participants with effective opportunities to reflect on their reasons for using the technology, to evaluate the impact of Interactive Whiteboard IWB in classroom interaction, and to track their pedagogical development.
 
Discussion of Previous Studies.
The previous studies show that they are somewhat related to the present study. In fact a special attention has been given to the investigation of the new competencies that language teachers need to acquire in order to be able to integrate video as a reflective teaching tool in ways that improve teachers. Video could be used in different aspect of English language teaching.  The studies in which researches focused on using video recording as a reflective tool were Wong’s (2004); Huang’s (2006); Göde’s (1999); Hasanbasoglu’s (2007) ; Birmingham and Lofthouse’s  ( 2011); and Schmid’s (2011). All those studies focused on using video recording in different aspect of English language and these studies prove the importance of using video recording as a reflective teaching tool. Another conclusion   driven from above studies is that teachers need to use video recording as a reflective teaching tool. Sherin (2004) identified the advantage of videos over direct observation: Videos provide a permanent record that can be reviewed and recalled at any time. The purpose behind Teachers’ use of video recording is to develop their teaching, attitude, and beliefs. Sherin (2004) notes that video recordings enable teachers to develop new competencies of the teaching process. Because the video offers teachers a valuable tool to gather information about the “self” in authentic settings, it is used in the models of professional development based upon theories of self-reflection (McCurry, 2000). This audio-visual equipment is able to capture the realities of the classroom, including the nonverbal acts of the teacher and the students, and thus a simple video recorded lesson might be transformed into a true learning experience for teachers (Göde, 1999; Smith & Diaz, 2002). Teachers interested in reflective teaching might benefit from video recording self-observation, which can raise their awareness of their teaching practices and improve them if necessary.

Finally, pre-service teachers’ reflective teaching has been extensively studied. A big deal of literature on reflective teaching is focused on the role of reflection in pre-service training (Yeung Sze & Yin Shirley, 1992; Kapanja, 2001; Beck et al, 2002; Rosentein, 2002; Li Hua, 2003; Huang, 2006; Hasanbasoglu, 2007; Birmingham and Lofthouse.2011), because it is believed that the earlier student teachers are introduced to reflection, the better prepared they will be for their profession. The studies which emphasize the importance of reflection in in-service teachers and in real classroom situation were very limited. There was one study conducted in Ankara by Göde in1999. The study focused on using the video as a reflective observational tool. She recorded lessons of four teachers. She adopted one video tape and one interview after three months. The shortcoming of this study was that there was a single video recording and an interview.
                                                   

CHAPTER III
 METHODOLOGY
    Introduction

This chapter presents comprehensive information about the research methodology employed in the current study. First, the research design will be discussed. After that general information about the participants of the study will be provided. Following that, information about the materials used to collect information will be discussed. Finally, the procedures used to collect data and the procedures for analyzing these data will be highlighted.

This current study intends to investigate the effect of using video recordings (VR) on English as a foreign language (EFL) teachers’ performance at Near East University schools. It also tries to explore what teachers think about their performance after viewing their video recorded lessons,  what they think about using video recordings as a reflective teaching tool and whether the whole process was useful or a waste of time. The research questions posed for this study were as follows: 
 
1- How does the use of video recordings as a reflective teaching tool affect EFL   teachers' teaching performance?

2- What are the views of EFL teachers about using the video recording as a reflective teaching tool?  

3- What do EFL teachers think about their teaching performance after viewing their own recordings?
Research design

Based on the purposes of the study, the best method for answering the research questions seemed to be by employing a qualitative methodology. “The researcher has to know and select the appropriate method for addressing the needs of the research question. Then, the researcher has to make a decision and choose the right method for that study” (Kajornboon, 2005, p. 2). Merriam (1998) stated that qualitative research is a process of naturalistic inquiry that seeks in-depth understanding of social phenomena within their natural setting. It focuses on the "why" rather than the "what" of social phenomena and relies on the direct experiences of human beings as meaning-making agents in their everyday lives. The research contains two phases. 
In the first phase, two structured- interviews were conducted to investigate the attitudes of EFL teachers towards their performance after viewing their video recorded lesson and what they think about video recordings as a reflective teaching tool. Also, a comparative analysis between the teachers’ answers in the first and second interviews had been conducted to see whether there were any significant differences in their attitudes towards their performance in the first and second lesson. 
In the second phase, the researcher employed the video recording to observe and discover whether there were any significant differences between the first and second lessons with regard to teachers’ performance in general. 
Naturalistic research

The researcher conducted this qualitative research in a naturalistic setting. The naturalistic research is a research which takes place in real and natural settings like classrooms. The characteristics of this research can be summarized as follow: first, the researcher is not only concerned with the process; he is concerned with the product as well. Second, the researcher analyses his data inductively. Third, the natural setting is a direct source of information and the researcher is the key tool in this research. Fourth, the main concern of the researchers is how people make sense out of their lives. Finally, the major data is gathered in the form of pictures or words rather than numbers (Fraenkel, as cited in Aksoy, 2010).

In this study, the researcher observed the teachers through recalling their video recordings to evaluate their performance. The teaching methods and approaches were also evaluated during the observations to see whether the teachers applied any specific method or approach in learning and teaching the language. Furthermore, the researcher compared the first and the second lessons to see the effect of the video recording on teachers’ performance and how much they changed their performance in the second lesson after viewing their video recording of the first session. The researcher tried to understand what happened naturally in the classroom, such as what problems were encountered during the lesson, how many materials were used through the lesson, and how effective the interaction between the teachers and the students was, in one hand, and the students among each other, in the second hand. The video recordings facilitated the observation procedures because they were easy to review, recall, archive, and analyse.
 Participants 

Near East University (NEU) is one of the English-medium universities located in Nicosia, North Cyprus. Five volunteer teachers from NEU schools participated in the current   study. This population consists of EFL teachers at Near East University schools (primary, secondary, high, preparatory, and university).Detailed information about the participants will be given in the following section. 
	Table 3
Sample of the Study

	The schools
	Number of voluntary teachers 
	Number of   video record
 Lessons
	Number of   interviews



	NEU primary school
	1
	2
	2

	NEU secondary school
	1
	2
	2

	NEU high school
	1
	2
	2

	NEU preparatory school
	1
	2
	2

	NEU
	1
	2
	2



	Total
	5
	10
	10


Participants’ profiles.
David is an English language teacher at Near East school with over six years teaching experience. He has been teaching in Cyprus for six years. He was born in Britain and had come to Cyprus at the age of 18 where he completed his initial teacher education and training at Near East University. He received his master’s degree in ELT from Near East University. 
Maria is an English language teacher at Near East school with over six years of teaching experience. She has been teaching in Cyprus for over six years. She holds a Bachelor’s degree in English language teaching.
Natalia is an English language teacher at Near East school with over eight years of teaching experience both in junior and senior high schools in Near East schools. She did her initial school teacher education and training in Britain and further training in Cyprus. 
Rebecca is an English language teacher at Near East school with over twenty four years of teaching experience. She has been teaching in Cyprus for over twelve years. She did her initial teacher education and training in Britain then she moved to Istanbul where she taught there for twelve years before moving to Cyprus. She holds a Bachelor’s degree.
William is a university instructor at Near East University ELT department with over twenty three years of teaching experience. He holds a Master’s Degree in literature. Table 4 explicates the participants of the study including the level of education and the years of experience: 
Table 4

The participants’ information 
	Teacher
	Level of education
	 Years of experience

	Mr. David
	M. A
	6 Years

	Ms.  Maria
	B. A
	6 Years

	Ms.  Natalia
	B. A
	8 Years

	Ms.  Rebecca
	B. A
	24 Years

	Mr. William
	M. A
	23 Years


Data collection

Data collection is an essential component of conducting research. Data collection is a complicated task. In order to collect data, the researcher should be able to access the data that needs to be collected for the study. Data can be gathered from a number of sources including written documents, records, workplaces, the Internet, surveys or interviews (Merriam, 1998).  In this study the data was collected through structural face to face interviews, video recordings, and the observations. The interviews were conducted with five EFL teachers and these interviews were video recorded.
Face to face interviews. 

Interview is one of main data collection tools used in qualitative studies (Patton, 2002). It is a conversation between the investigator and the participants in his or her study. There are many forms of interviews such as, individual face-to-face interviews, group face-to-face interviews, mailed or self-administered questionnaires, and phone surveys (Siriwan, 2007). 

There are also different styles in interviewing such as fully structured, semi-structured or unstructured interviews (Brown as cited in Siriwan, 2007). The interview used in this study was individual structured face-to-face interview. Immediately after the participants had watched their video recording lesson, the researcher conducted his interviews with them. At the beginning of the interview, the researcher explained the aim of the interview and stated that the interview would be video recorded. The researcher explained the research procedures to the teachers.  

 Face-to-face interviews allow researchers to get not only verbal but also nonverbal data. Carr and Worth (2001) stated that one assertion frequently made in support of in-person interviews is that because both researcher and participant are in the same space, and thus have access to more than just verbal data, they can build the rapport that may enable participants to freely disclose their experiences
  In this study, there were two main reasons for choosing  structured face-to face interviews: The first reason was the researcher’s wish to reduce interviewers’ effects and bias: The second one was that answering the same questions increases the comparability of responses, the exact wording and sequence of questions are determined in advance. All interviewees were asked the same questions in the same order. Questions are worded in completely structural open format (Best & Kahn, 2006). The researcher used this technique, structured interview, to compare the interviewees’ perception and attitudes towards their performance and using video recordings as a reflective teaching tool. Best and Kahn (2006) state the following about the strengths of standardized structured interview: 

 Respondents answer the same questions, thus increasing comparability of responses; data are complete for each person on the topics addressed in the interview. Reduce interviewer effects and bias when several interviewers are used. Permits evaluation users to see and review the instrumentation used in the evaluation. Facilitates organization and data analysis of the data. Data analysis is simple; responses can be directly compared and easily aggregated; many questions can be asked in a short time (p. 268) 
Moreover, Kajornboon (2005) stated that: 
The strengths of structured interviews are that the researcher has control over the topics and the format of the interview. This is because a detailed interview guide is used. Consequently, there is a common format, which makes it easier to analyze, code and compare data. In addition, a detailed interview guide can permit inexperienced researchers to do a structured interview” (p. 5) 
Standardized wording of questions may constrain and limit naturalness and relevance of questions and answers. For solving this problem, the questions were built in a sequential way in which participants would feel eager to answer. The first question was ‘What do you think about your performance in class today?’ Then the sequences of the other questions were built to go in deeper and annalistic ways. However, the main goal of standardized open interviews was to expose each participant to exactly the same interview experience (Fontana & Frey, 2005) so that any differences are assumed to be due to variations among participants rather than to differences in the interview process (Singleton & Straits, 2002). In order to encourage teachers to talk more about the issues related with the topic, the researcher followed “provoking interjections” in which the researcher can use some kind of mimics after asking the questions. Intratat and Pathak (2012) stated that “the interviewer is allowed and encouraged to use thought provoking interjections during the interview. These indicate to the interviewee that the interviewer would like to hear more about an issue. The technique presumes that the interviewer has as much expert knowledge of the subject as the interviewee” (p. 5). Figure (6) explains the Interviews period time (the first and the second interviews
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Figure (6).Interviews period time (the first and the second interviews) 

There are different opinions regarding how many interviews are necessary for each participant. Some qualitative researchers or methods rely on a single interview, whereas others use multiple interview contacts (May, 1991). According to DiCicco-Bloom and Crabtree (2006) a single interview is the most prevalent approach and is preferred when access to participants is difficult or when the topic can be effectively examined in a single interaction. Such interviews may well miss important information. On the other hand, multiple interviews may make rapid relationship between the researcher and the participant, such that the participant may feel more comfortable describing difficult or emotionally laden experiences to someone with whom he or she has had prior contact and established at least some level of trust (Berg, 2001). Furthermore, participant characteristics also influence the actual interview process and relationship. Participants’ reasons or motivation for being interviewed may be one such factor. Many participants, for instance, agree to be interviewed because they expect to gain from the experience, possibly finding the interview interesting and rewarding (Bloom, 1996).
The Video recording.
In this study, the researcher adopted video recording as a main tool to collect data. The reasons behind using the video recording is as referring to McCurry (2000) who states that the video can repeat a segment, replay an entire recording, stop at any point, and discuss any issue. A video offers teachers a valuable tool to gather information about the “self” in authentic settings, it is used in the models of professional development based upon theories of self-reflection (McCurry, 2000).The video camera as a audio-visual equipment is able to capture the realities of the classroom, including the nonverbal acts of the teacher and the students, and thus a simple video recorded lesson might be transformed into a true learning experience for teachers (Göde, 1999; Smith & Diaz, 2002). 

Smithe (1981) stated the importance of using video recording devices that give greater flexibility than observations and capture more instances. Moreover, video recordings not only could help to recall data at any time as a ‘retrospective analysis’, but also could be real and effective evidence to support the study. Despite the importance of using a video recording device to collect data, it seems that not all events can be captured. This depends on the location of the video. Similarly Arnold & Wyatt believe that (2012) “video recordings are partial too, capturing only part(s) of an event, depending on where the camera is pointing, for how long and who is operating it” (p. 220). 
Validity of the twelve Questions. 

As mention above, the researcher adopted structured face-to face interviews in this current study. The researcher adopted twelve questions to collect data to achieve the aim of the study. One of the qualities to consider when selecting or constructing a research instrument is validity. Validity is a reflection of how well an instrument measures what it is designed to measure (Bergman,1981).  

      
It is secured if the items appear to be measuring what is intended to be measured (Ebel, 1972). The initial form of the questions has been exposed to the expert in the fields of ELT to decide its validity. The expert had been requested to judge whether these components were suitable or there were other components that needed to be added. In addition, he had been asked to make any necessary modifications. In the light of the expert’s view and by using the percentage in his agreement, some questions had been added and others had been omitted. However, three questions had been  modified by the expert (items 1, 6 and, 7) , whereas  the questions 3,4,5,8,9,10,11,12  had been added by the expert  and the items (about the pace) had been omitted .

Consequently, the final form of the questions consists of 12 items distributed into two domains:

1- Teachers’ attitude about their performance (11) questions.  


     2- Teachers’ opinion about video recording as a reflective tool. 
 Piloting
The researcher conducted informal interviews with two EFL Teachers selected randomly for the sake of conducting the pilot administration of the 12 questions, in order to:
· Check the clarity of the questions ;

· Estimate the time allocated for responding to the questions ; and 

· Compute the item discrimination and the reliability of the    instrument. 
Consequently, it appeared that there was no serious ambiguity found concerning the questions. Concerning the time allocated for answering the items, it was found that EFL teachers needed 5 to15 minutes to answer the questions.                                                 
 
The questions.                                                     

Several drafts of the interview questions were written before getting to the final version of the main themes to be discussed. These versions were also checked with the researchers’ supervisor. The key themes that were covered during the interviews contained questions in order to gain a closer idea about teacher's attitude about their performance through the video recordings as a reflective teaching tool and teachers’ opinion about the video as a reflective teaching tool. The researcher asked each teacher 12 questions after viewing their own video recorded lesson (see Appendix A). After conducting the first interview about the first lesson with each teacher, a second lesson was recorded and the same 12 questions were asked again to differentiate between the first and second interview and how much video recording lesson would effects on teachers’ performance. Questions were designed to help the teachers reflect on what they had seen on the video   as a self - observer and self-evaluator for their teaching process during the lesson. The 12 reflective questions in which the teachers were required to focus regarding their performance about the lesson were:
1. What do you think about your performance of teaching in today’s class?

2. Have you achieved your teaching objectives? Why? Why not?  

3. Do you think that your lesson was effective? Why? Why not?  

4. What problems did you encounter during the lesson and how did you deal with them?

5. Have you used the teaching materials effectively?

6. What was the best part of the lesson? Why?

7. What were the most and least effective parts of the lesson?

8. What feedback have you received from the students after the lesson?

9. What would you do differently next time you teach the same lesson?

10. Have you discovered anything new about yourself and your teaching after class? 
11. If you were a student in this lesson, would you say it was   a good lesson? Why?
12. What do you think about reflecting on a video recording lesson? Is the whole process useful or a waste of time?
The permissions 

This qualitative study was conducted at Near East University (NEU) with five teachers at NEU schools in the spring semester of academic year 2012-2013.

All the participants of this study were voluntary teachers. They agreed to participate through the course of the study. Besides, they signed the papers concerning the terms in which they could withdraw from the study at any time without any penalty and that all the procedures would be confidential (see appendix B).   

Because video stores information about the ‘self’, it was necessary to ask for students’ permission to participate in this study. The teachers asked all their classes for their permission. Moreover, for students aged below 18, their parents’ permission was asked. All classes accepted to participate in this study. In the first class session the researcher asked the teacher to choose the lesson and the class he wanted to teach in order to give him space to show his performance without any pressure. On the other hand, in the second lesson, each participant teacher showed the timetable of his lessons and the researcher decided to choose the class randomly after discussions with the teachers about the class that was the most enthusiastic about being video-recorded, and the lessons of these classes were video recorded accordingly in this study.
The procedures

In order to conduct interviews with the instructors, permission from the head of the of ELT department was obtained. At the beginning of the interview, the researcher spent some time in building rapport with the interviewer by sharing general information. For example, the researcher introduced himself to the interviewees and talked about his life and his   coming to Turkey to study at a master’s degree programme. Also, in order to give the interviewees a safe atmosphere to express their thoughts freely, the researcher promised the interviewees that their real names would not be used. The researcher conducted the interviews with the instructors in a comfortable place   chosen by the teachers, which also provided a familiar environment for the participants in order to express themselves freely. All the interviews were video recorded. 
 Data Collection Procedures.
As mentioned earlier, data was collected in Near East University. The data was collected over a period of four months from February 2013 to July 2013. In order to watch the video recordings and conduct the interviews with the teachers, permission from the chairman of ELT department at Near East University was obtained in March 2013. In April 2013, the researcher received teachers’ permission from Near East University to conduct his research. On April 1, 2013 all teachers received the terms of participation (see Appendix- C).  On April 1, 2013, at 12:00 the researcher started the first session of video recording with David at the primary school in NEU. After recording the lesson, the researcher asked the participant to watch his video recorded lesson and think about his performance and teaching style. After the video recording was viewed by the teacher, the researcher organised the structured face-to-face interview. David was the only teacher who asked the researcher to provide him with a copy of his video recorded lesson to think deeper about his lesson before doing the interview. The researcher had provided the teacher with a copy of his lesson. After one week, on April 7, 2013 the researcher did the first interview, the prepared 12 questions were asked to the teacher. The researcher video recorded the interview. The researcher met Maria.  At the beginning, the researcher spent some time in building rapport with the Maria by sharing general information. For example, the researcher introduced himself to the interviewees and talked about her master of arts (MA) degree and teaching English as a second language. The researcher simplified and explained the procedures which contained two spread video recordings and two individual interviews. Maria told the researcher that on April 22, 2013, at 12:00 would be the suitable time for her. After recording the lesson, the researcher asked Maria about the second step which contained specifying the time for reviewing the video recording . Maria asked the researcher to view the video with him immediately. She was very eager to see her performance. The researcher asked her to find a place to view   the video and then conduct the interview. Maria directed the researcher to a quiet room and then the researcher showed Maria her class recordings. After viewing the entire video, Maria asked the researcher to conduct the interview immediately because she was eager to answer the interviews questions. Then on April 22, 2013, at 2:30.p.m. the researcher conducted the first interview with Maria. The researcher finished the first step and then he asked Maria to give him an appointment for the second session. On April 29, 2013 at 10:00 a.m. the researcher video recorded the second class session. On April 29, 2013 at 1:30 p.m. the researcher conducted the second interview with Maria.

The researcher met the third teacher, Natalia, and he explained the procedures to her. Natalia was young and expressed her eagerness and happiness to be involved in a study like that. She was active teacher. She is a Cypriot, and her native language is English. She had been teaching English for 8 years. On April 24, 2013, at 12:40 p.m. the researcher conducted the first class session of video recording with her. The researcher conducted the first interview on May 2, 2013, at 10:35 a.m.  The researcher video recorded the second class session with Natalia and on May 2, 2013 at 12:05 a.m. the researcher conducted the second interview. Table 5 explains the date of first and second video recorded lessons, while Table 6 explains the date of first and second interviews. 
	Table (5)

	The date of first and second video recorded lessons


	Teacher
	First video recorded lesson
	Second video recorded lesson

	David
	April1, 2013,at 10:00 a.m.
	April 15, 2013 at 10:00 a.m.

	Maria
	April 22, 2013, at 12:00
	April 29, 2013 at 10:00 a.m.

	Natalia
	April 24, 2013, at 12:40 p.m.
	May 2, 2013  at 10:35 a.m.

	Rebecca
	May 6, 2013, At 11:30 a.m.
	May 15, 2013, at 2:00 p.m.

	William
	May 7, 2013, at 11.00 a.m.
	May 15, 2013, at 1.00 p.m.


	Table (6)

	The date of first and second interviews


	Teacher
	First interview
	Second interview

	David
	April7, 2013,at 12:00 a.m.
	April 15, 2013 at 12:30 p.m.

	Maria
	April 22, 2013, at 2:30.p.m.
	April 29, 2013 at 1:30 p.m.

	Natalia
	April 24, 2013, at 2:30 p.m.
	May 2, 2013  at 12:05 a.m.

	Rebecca
	May 6, 2013, At 1:30 a.m.
	May 15, 2013, at 4:00 p.m.

	William
	May 14, 2013, at 3.00 p.m.
	May 22, 2013, at 1.00 p.m.


The researcher met the fourth teacher, Rebecca on May 4, 2013, at 10:30 a.m. in the preparatory school. At the beginning the researcher spent some time in building rapport with her by sharing general information. For example, the researcher introduced himself to the interviewees and talked about her master of arts (M.A) degree and teaching English as a foreign language. The teacher told the researcher about her experiences as an English language teacher. She was experienced teacher. Tables 4 and5 explain the date of video recordings and the interviews in details. Rebecca had been teaching English for 24 years. Her native language is English on May 6, 2013, at 11:30 a.m. The researcher video recorded the first class session on April 24, 2013, at 2:30 p.m. The researcher conducted the first interview on May 15, 2013, at 2:00 p.m. The researcher video recorded the second class session with Rebecca on May 15, 2013, at 4:00 p.m. The researcher conducted the second interview with her. 

The researcher met William. He had been teaching English for 23 years. His native language is not English. After building a rapport with him, the researcher video recorded the first class session on May 7, 2013, at 11.00 a.m. The teacher asked the researcher to view the video recording and conduct the interview on May 14, 2013, at 3.00 p.m. The researcher video recorded the second lesson with William on May 15, 2013, at 1.00 p.m. According to William’s request, after eight days the researcher and the teacher met and the teacher viewed the recording of his lesson alone and then the interview was conducted on May 22, 2013, at 1.00 p.m. The data was collected during the teachers’ interviews and via the video recordings of the classes. The researcher video recorded the lessons by himself.
Data Analysis

To analyze the data collected through the interviews, thematic analysis techniques suggested by Glesne (2006, p. 147) who defines the process as “A process that involves coding and then segregating the data by codes into data clumps for further analysis and descriptions” were used.  Coding means “identify what appears to be important and give it name (code)” (Glesne, 2006, p. 154). According to Pattern (2002), there are three steps in analyzing qualitative data (organizing the data, description, and interpretation).Open coding technique suggested by Glesne (2006) had been used to analyze the video recording data. 
Interviews.
 

To investigate the opinions and attitudes of teachers about their performance with regard to watching themselves on video, a qualitative approach was employed. Qualitative data were coded and categorized by using thematic analysis techniques suggested by Glesne (2006). The emerging cods are explained in detail within the themes of reflections on their performance after viewing their performance through video recorded lesson and reactions towards the use of video recording as a reflective teaching tool. Interviews were transcribed and transcripts were checked many times by the researcher and then emerging themes were coded and grouped together.  In analyzing the data the researcher took into account the interview questions, after reviewing the transcripts of the interviews several times; the data was organized based on the interviewees’ responses for each of the questions in the interview. The interview questions guided the initial analysis. Several themes emerged and these themes were noted down and then grouped based on their frequencies. The emergent codes were compared several times with all the remaining interview transcripts to check their validity.
Video recording.
The main source for data collection in this study was the video recording. It is profoundly commendable method for collecting and analyzing data since it grounded the research questions into the very specific reality of the teachers' classrooms. The video recording allowed the researcher to observe the teachers in their classroom in a more thorough way than a single observation could. Moreover, it provides valuable data since the researcher could view it over and over again, pause, recall, and archive it. The video recording allowed teachers to watch themselves teaching and see with some objectivity the teaching method that they had used during the lesson. It offered extra eyes, showing teachers what students were doing when teachers' own attention was elsewhere, classroom interaction, teachers’ performance, and all other aspects of the classroom. In order to analyze the data collected through the video recordings, the researcher used inductive approach, by which themes and categories emerged from the data through the researcher’s careful examination and constant comparison. Best (2006) states that “Inductive analysis immersion in the details and specifics of the data to discover important patterns, themes and interrelation begins by exploring, then confirming” (p. 355).
 After   reviewing the recordings   many times, open coding technique suggested by Glesne (2006) had been used to analyze the   data.  
  First of all the researcher reviewed the entire recordings of the first and second lessons for each teacher in order to see the teaching process in general and teacher’s performance in specific. Secondly, the researcher reviewed the entire events again, stopping the video and if necessary, replaying it. Thirdly, the researcher began to transcribe the classroom events and the nonverbal behaviors of the various situations which were linked to the main aims of the research. Glesne (2006) states that “posting your problem statement or most recent working title above your work apace may help to remind you about the task ahead” (p.150).
As shown above, in this chapter, detailed explanations about the research methodology employed in the current study were provided. The rationale for choosing the qualitative method employed in the current study was described.  Detailed information about the procedures for collecting and analyzing data was also explained. The qualitative data was described in detail. The results of the analysis of the study will be presented in the next chapter. 

CHAPTER IV

FINDINGS AND DISCUSSIONS

Introduction
In this chapter, the results from the video recordings and interviews will be discussed in detail. The results will be presented in relation to the research questions that guided the current study. The study aims to examine the importance of video recordings as a means to monitor and improve the performance of EFL teachers. The data were collected through interviews, video recordings and observations. The researcher recorded two separate lessons of each teacher participating in this study. The teachers were interviewed after viewing their video recorded lessons in depth. The interviews contained 12 questions aiming to gather information about the teachers’ performance and their views on using video recordings as a reflective teaching tool. The researcher gave enough time for each teacher to watch his or her performance. The goal of recording two lessons for each teacher was to see the difference between the two lessons and to find out how much the teachers improved the problematic parts of their first lessons.
The findings
As mentioned earlier, to analyze the data collected through the interviews, video recordings, and the observations thematic analysis techniques were used which included a process that involves coding and then segregating the data by codes into data clumps for further analysis and descriptions.  Coding means “identify what appears to be important and give it a name (code)” (Glesne, 2006, p.154). 
Firstly, it was important to explore the EFL teachers’ points of view about using video recordings as a reflective teaching tool. Therefore, they were asked the following question “What do you think about reflecting on a video recorded lesson? Is the whole process useful or a waste of time? As it can be seen from tables 7, 8, and 9 participants generally had positive attitudes towards using video recordings as a reflective teaching tool. All of the participants stated that they found it to be a profoundly useful technique. 
Secondly, when considering the research question “What do EFL teachers think about their teaching performance after viewing their own recordings?” The main themes resulting from this analysis showed that watching video recordings of their own teaching helped the teachers notice strong and weak points in their teaching. Results show that there is a marked amelioration by most teachers on their performance when compared to their performance in their first lesson. Table 7 explains the codes came from the thematic analysis techniques which emerged from the data in the first interviews, while Table 8 shows the codes came from thematic analysis techniques of the second interviews, while Table 9 explains the comparison between the first and second interviews.  The researcher used “Yes” to show the participant positive responses to the questions. For example, with the question about “Receiving Students’ feedback”  “Yes” means they receive students’ feedback while “No” means they did not. The main themes resulting from this analysis will be explained in detail in the following sections.   
Table 7
The coding of First Interviews
	Teachers
	David
	Maria
	Natalia
	Rebecca
	William

	Teacher talk too much

Teacher-centred method
	Yes

Yes
	Yes
Yes
	Yes
Yes
	Yes
Yes
	Yes
Yes

	Time problem
	Yes
	Yes
	Yes
	Yes
	Yes

	Students participation 
	No
	No
	No
	No
	No

	Missing parts of the lesson
	Yes
	Yes
	Yes
	Yes
	No

	Using extra materials 
	No
	No
	No
	No
	No

	Receiving Students’ feedback
	No
	No
	No
	No
	No

	Working in pairs and group
	No
	No
	No
	Yes
	No

	Boring lesson
	Yes
	Yes
	Yes
	Yes
	Yes

	Video recording useful tools
	Yes
	Yes
	Yes
	Yes
	Yes


Table 8
The Second Interviews      
	Teachers
	David
	Maria
	Natalia
	Rebecca
	William

	Teacher talk too much

Teacher-centred method
	No

No
	No

No
	No

No
	Yes

Yes
	Yes

Yes

	Time problem
	Yes
	Yes
	Yes
	Yes
	Yes

	Students participation 
	Yes
	Yes
	Yes
	No
	Yes

	Missing parts of the lesson
	No
	No
	No
	No
	No

	Using extra materials 
	Yes
	Yes
	Yes
	No
	No

	Receiving Students’ feedback
	Yes
	Yes
	Yes
	No
	Yes

	Working in pairs and group
	Yes
	Yes
	Yes
	No
	Yes

	Boring lesson
	No
	No
	No
	Yes
	Yes

	Video recording useful tools
	Yes
	Yes
	Yes
	Yes
	Yes


Table 9
The comparison between the first and Second Interviews                         

	The coding
	Group 1 (David, Maria, and Natalia)
	Group 2  (Rebecca and William)

	TTT

Teacher-centered method


	No
No
	Yes
Yes

	Time problem
	Yes
	Yes

	Thinking about the performance
	Yes
	Yes

	Missing parts of the lessons
	No
	No

	Using extra materials
	Yes
	No

	Receiving students’ feedback
	Yes
	No

	Boring lesson
	No
	Yes

	Video recording very useful tool
	Yes
	Yes


            Teachers Talking Time.
Teacher talking time (TTT) is the time that teachers spend talking in class, rather than the learners. It can be compared with, student-talking time (STT) which is the time that students spend talking. According to the first interviews, teachers recognized that there were weaknesses and missing parts in their lessons after watching their videos.  Moreover, they realized that they talked more than students and students were not at the centred of the learning process. Maria, in the first interview stated that she did not give more opportunities to students and she added that she should give more opportunities to students to practice the language during the lesson and that she controlled the lesson. “I think I did not give enough opportunities to students; I should give them more chances to practice the lesson” [Maria, the first individual interview, April 22, 2013].  Harmer (2007) states that “Teachers who view their job as the transmissions of knowledge from themselves to their students are usually very comfortable with the image of themselves as controllers” (p. 108).
 Correspondingly, Natalia said that she talked too much; in addition, she answered some of the questions she had asked herself instead of her students “I talked too much, I think .The children might not have enough time to answer my questions or instead of giving them time, I answer for them” [Natalia the first individual interview, April 24, 2013]. In the same fashion, Rebecca discovered that she talked much more than the students, “I talked too much” [Rebecca the first individual interview, May 6, 2013]. It seems that most English teachers have spent so much time and energy trying to develop their English ability. It seems natural that they should use their English speaking ability in class. But at what cost to the students’ practise and development? Class time is for students to practise the foreign language and be involved in the language process. Class time is should not be used by   teachers to practice their English. In fact, if the teachers talk too much they do not leave any time for the students to do so. Teachers repeatedly said through the courses of the interviews that they had talked too much. 
The theme of this finding was that the teachers controlled their class and consumed the students’ time to talk. The teachers were the corner stone and pillar of the learning process. Every moment that the teacher was talking it was a missed opportunity for students to speak. Consequently, this results in a teacher centred method. 

 One key element of many modern approaches is to reduce the amount of TTT as much as possible in order to give learners opportunities to speak, and learn from speaking. 

The relative value of TTT and STT is a complex area. Learners need to produce language in real time conversation in order to give them a chance to notice their own mistakes, and for the class to be student-centred. They also need input from an effective language user in order to form hypotheses about language rules, and the teacher may be one of the main sources of this input. A teacher can start exploring this area by video recording themselves and finding out when, why and how much they and their students talk (Harmer, 2007). 
Teacher centred method.
 Whenever teachers control the class and talk more than students; they follow a teacher- centred method. After watching the first video recording, David said that he used the teacher- centred method.  “Yes, I have used a lot of teachers- centred method which must be changed to a student- central method” [David, the first individual interview, April 7, 2013]. Richards (2001) stated that “teachers control the learning process by using traditional methods in which they prevent students from doing anything that conflict the method” (p. 175). Identically, Maria discovered that she controlled the class and she wanted to change her style after viewing her first video recording. She said “Yes, I realized that I should have given more opportunities to the students so this is why I’m going to change my style and make my students more central” [Maria the first individual interview, April 22, 2013]. Tower (2007) stated that video as a reflective teaching tool is often seen as a useful means of providing feedback to teachers in various kinds of teaching and learning situations. Similarly, David realized that he should have given more opportunities to the students to practice and he added that he was going to change his style and make his class more student-centred. “I have been using a lot of teacher -centred methods which must be changed to a student- centred method” [David the first individual interview, April 7, 2013].
Concerning the second interviews, most of the teachers   changed and improved their shortcomings and the weaknesses that had been discovered in the first interview. David, Maria, and Natalia (Group 1) changed their styles by adding more time for students’ participation and more time to answer questions, while Rebecca and William (Group 2) did not change their style. David said that he altered his second lesson by adding more student-centred activities. “The second lesson I tried to make it more student- centred lesson. I actually realized that my students were more active in the lesson. The seating was quite good seating” [David the second individual interview, April 15, 2013]. Furthermore, he realized that his students were more active in the lesson. Jones (2007) stated that “Student-centred activities are enjoyable and stimulating. Hearing different points of view, sharing experiences, brainstorming ideas, explaining things, reacting to other people, and expressing feelings can be fun. Working together can be exciting – sometimes even moving!”(p. 40). In like manner, Maria said that students were eager to speak in English. “It was nice and effective, everybody wanted to speak and walk around and they were eager to speak in English” [Maria the second individual interview, April 28, 2013]. In agreement with this, Natalia added that the second lesson was more student- centred.  “Much better there was room for improvement. It was lively; boring at the beginning, but with the game at the end. We solved the problem” [Natalia the second individual interview, May 2, 2013]. Meanwhile, Rebecca and William did not change their style and they repeatedly used the same techniques of the first lesson “I talked too much” [Rebecca the second individual interview, May 17, 2013]. 
In general, the data showed that most of the teachers had diagnosed some weaknesses in their lessons after viewing their video recordings. The results also showed significant differences between the first and the second lessons of the teachers in Group 1 who were eager to change their style after discovering the missing parts of their lessons. They changed their techniques, which they used throughout their careers, in the second lesson, while Group 2 repeatedly used the same style and techniques as in the first lesson.                                         

  
Using material. 

 In the first lessons, the video recording showed that the materials used in classrooms were only the textbooks and whiteboard. Moreover, some teachers did not use the whiteboard. In the first interview, David realized that he should have added more materials to motivate the students. Basically, he used books, a video recorder, and the whiteboard. “I have used materials but there are some missing materials as well” [the first individual interview, April 7, 2013]. Similarly, Maria thought that she used the whiteboard and the books effectively, [The first individual interview, April 22, 2013]. While Natalia said that she did not use the board and she did not write anything on the board due to time limitation. 
Well, I didn’t use the board .I didn’t write anything, everything was in the books which that saved time; Everything was there, they don’t have to go up, you know, back to the board and back to exercise but because we were using the students’ book, we didn’t use different materials [Natalia, the first individual interview, April 24, 2013].
Natalia showed that teachers have their hands tied by textbooks and time limitation. According to my observation teachers were looking for their watches to see how much time they had and therefore students had no opportunities to practice the language well because of limited time and materials that they had to follow.  In the light of using materials, Rebecca said that she did not really use the text book a lot and she added that she used a lot from her head referring to her general knowledge and from other resources “I have got a book yes except actually I don’t really use the book a lot. I use a lot from my head and other resources” [Rebecca, the first individual interview, May 6, 2013]. However, William said that he used the book and the whiteboard effectively “considering the whiteboard, the textbook, and the workbook, I think I used the whiteboard effectively in order to analyse the instructions and give them examples, kind of analysis so I can say I used the teaching material effectively” [William the first individual interview, May 7, 2013]. 
              In the second lessons, David, Maria, and Natalia added new materials  . The second interview showed that they used more materials. For instance, David used not only audio materials but also flash cards and pictures. He stated that “Yes, this time I was better. I think the materials were effective than the last time [David, the second individual interview, April 15, 2013]. Natalia also used new materials in the second lesson. She stated that. 
As effective as I could have I suppose. May be if could use more technology but with certain curriculum syllabus to follow the teachers are tied. This lesson, especially with vocabulary, instead of using the flashcard may be could use pictures. Describing the verbs or nouns or maybe I could solving them by using prefix and suffix. [Natalia the second individual interview, on May17, 2013].
 On the other hand, Maria used papers and flashcards. In reality  Rebecca and William  used only the textbook and whiteboard. Rebecca stated that “Teaching materials today are just the books, so we read from the book and write the questions on the board to check   reading” [Rebecca the second individual interview,   May17, 2013]. William who is   like   Rebecca in this sense  stated that “Yes I used the materials effectively. I used the textbook   I used the whiteboard” [William the second individual interview, May15, 2013].
Based on the data of the second lesson, there were significant differences in the use of materials between Group 1 and 2. The teachers in Group 1 added new materials to fit the students’ needs after discovering the defects of using some materials in the first lesson. However, teachers in Group 2 did not add any new materials to the second lesson. In short, teachers were claiming that adding new materials might result in having less time to complete certain activities.
 
Time Management.
All teachers thought that time was not enough and they missed some parts of the lesson because of time. Teachers need to modify and create ways to overcome the time issues.  Maria said that she had not finished because of the time limitation. Moreover, she added that “a certain syllabus has to be covered in class so I need more time” [Maria, the first individual interview, April 22, 2013]. In fact, they insisted in the second interviews that time was still an issue and they needed to follow and cover the syllabus and not having enough time was one of the most important problems they faced. Natalia said that they had to follow the syllabus and   the books and other materials. “So sometimes we are forced to read materials so there is no time to change and add”. She added “Well, I did not use the board. I didn’t write anything; everything was in the books which helped to save time” [Natalia, the first individual interview, April 24, 2013]. David said that he had not received any feedback from students, because of time limitations and he added in the second interview that he did not take the feedback because of time limitations; “I haven’t received any feedback from students, because I haven’t the time” [David, the second individual interview, April 15, 2013]. In general, teachers need to modify and create ways to overcome this issue. Rebecca said that she needed more time for the exercise. Natalia justified not using the board   due to time issues and she said that she did not use the board because everything was in the books which saved time. David repeatedly complained about time limitations, he pointed out the problem of time in the second interview and he said that “because of time limitation I could not give the students the chance to perform” [David, the second individual interview, April 15, 2013].  Furthermore, William mentioned that the time was really very limited and he needed to cover more advance level instructions but he could not because of time limitations. “But the time is really very limited .I need to cover more advanced level instructions, the time is limited [William, the second individual interview, May15, 2013].
 In general, the data showed that all the teachers complain about time limitations. They added that the syllabus and time are the most important problems they face during their classes. Time is the real obstacle that teachers face. In 35 minutes,   teachers must explain the given material, discuss it with students, make necessary comments, assess their students, and give feedback about their achievement also they have to give the students enough time to participate, and follow the necessary syllabus in this short amount of time. According to the observation, time limitation is a problem. Teachers need to overcome this.
In short, the syllabus which is covered during an academic year is set by the ministry of education. The schools can choose their textbook, and decide if the book offers enough practice to complete this given syllabus. Then the teachers produce an early scheme-of-work. Each class has a certain number of “English lessons” in a week, therefore a certain amount of work has to be covered in a week, or in a 40 minute lesson.

The material covered in a 40 minutes lesson, may change according to the level of the students, but if there are for example 5 “year 9” classes, then each class has to come up to the same place each week for the general quizzes and general exams to be prepared with equal input. If one class is behind, for any reason, then this class has to either  skip certain exercises or do less in order to keep up with the other class. The class time needs to be investigated deeply.
Boring lessons.
According to their opinions stated during the second interviews, most teachers amended the issues of carrying out boring lessons and found ways to overcome this by adding more motivational activities. However, Rebecca and William thought that grammar lessons were very boring. Rebecca said in the first interview that “it was not really a different lesson because we were practicing grammar. They did learn before, so it is a lot of just practicing grammar which is quite boring” and she added with the second interview that, “I say it is a pretty boring lesson, it is and unfortunately, practicing grammar is pretty boring” [Rebecca, the first and second individual interview, May 6, 2013].
Moreover, William thought that grammar was boring in general. “Grammar lessons are mostly boring lessons.Grammar is boring actually in general. It is a boring lesson, just sometimes doing the exercises” [William, the second individual interview, May 15, 2013].Teachers need to find ways to overcome the boring grammar lessons. They need to reflect more about their lessons and use new methods to integrate the four skills. Brown (2001) stated that “Integrated-skills  give students greater motivation that convert to better retention of principles of effective speaking, listening, reading, and writing.” (p. 233).  
It sounds like teachers think that grammar is a boring lesson, so what about the students. What do they think if their teachers confess that grammar is boring?  Grammar is a useful tool that improves the learner's performance in both   native and foreign languages because it is able to record the actual usage and formulate the rules whereby sentences are general and understood (Harmer, 2007). The scholars and authors in the fields of English language teaching have found solutions to these issues. They invented techniques such as jigsaw, problem solving techniques, cooperative learning techniques, roles, the basic pattern, numbered heads together-travelling heads, carousel (Merry-go-round), and role-play techniques. It looks like the teachers did not know about these techniques therefore by not applying them they were not able to find out if they would have been useful or not. 
Students’ feedback.
In the first interview, most teachers stated that they did not receive any feedback from their students. David stated that he might not receive any feedback from students because of time limitation. “I haven’t received any feedback from students, because I haven’t time to talk with them and the lessons were one followed by the other” [David, the first individual interview,  April 7, 2013]. Similarly, Natalia stated that students said nothing “No one said anything, no one said anything, and we had theatre practice today so we did not check their homework, we should be doing that tomorrow unfortunately, so hopefully homework would be done and the vocabulary will have been practice” [Natalia, the first individual interview, April 28, 2013]. It is also important to add that, Rebecca stated that her students did not like to be filmed. In fact, William stated that he might check his students’ feedback in the following lesson he stated that his students responded by answering the questions correctly, so there is positive feedback [William, the first individual interview, May 7, 2013]. It is teachers’ belief about the positive students’ feedback.
In the second interview, some teachers stated that they had received some feedback from students. David said he did not receive any feedback from his students “I did not because of the time” [David, the second individual interview, April 15, 2013]. In fact he did. When the researcher asked him about the best part of the lesson, he stated that “they enjoyed it  and at the very end of the lesson, when they did their work in their workbooks it was a very good part because they could see  what they understood and what they had learnt ” [David, the second individual interview,  April 15, 2013]. Together with the first teacher, Maria received feedback when she said that her students liked the game, they liked the lesson and they did not feel bored. “They like the game, they like the lesson, they did not feel bored” [Maria, the second individual interview, April 28, 2013]. In like manner, Natalia might know her students well and she knows when they understand the lesson “a few smiling faces were enough, if they smiled this meant they were able to do it” [Natalia, the second individual interview, May 2, 2013]. However, Rebecca did not receive any feedback; she mentioned that no one said anything and she added “I never received feedback from students” [Rebecca, the second individual interview, May 17, 2013]. Rebecca does not believe in her students and she might be struggling because of their low level. On the contrary, William stated that he received good feedback from his students when they all understood the instructions; he said “With the passive and reporting words   they were able to make sentences by using the instructions. Moreover, they were able to practice   the grammar point while speaking”. Then he added that “The feedback I have received from the students after the lesson are: they all understood the instructions. They were able to practice them in speakingby speaking [William, the second individual interview, May 15, 2013]. It seems that teachers some time incorrectly evaluate their students. In general, the data showed that most of the teachers might not receive feedback by their students. The students benefit in their learning from receiving the teacher’s feedback. Moreover, the teachers may find it beneficial by improving their teaching in order to receive feedback from their students. 
Video recordings as a reflective teaching tool.
All teachers agreed on the importance of using video recordings as a reflective teaching tool. In fact, in both interviews all teachers said that it was undoubtedly useful to use the video   as a reflective teaching tool. Video recording helps teachers to think about what happens in the classroom, both in terms of the teaching itself and in terms of the learner response . The teachers can ask themselves: Were the goals of the session met? Why or why not?  What worked well? Did the learners act as expected? Why or why not? How can class sessions be improved to provide opportunities for better learning? The process showed some of the hidden parts such as teacher talking time, students talking time, participation, students’ behaviour, the least and the most effective parts of the lesson, and the teachers’ position in the classroom. Also the video recordings looked at teachers’ movements, students’ motivation, and etc.
David indicated the importance of video recordings. He said that the teachers could get the chance to see themselves on a video recording and prepare for the next lesson. He stated that: “It’s absolutely useful because teachers can get a chance to see themselves on a video   and prepare the next lesson according to it” [David, the first individual interview, April 7, 2013]. In the second interview he repeatedly mentioned the importance of using video recordings “Yes, video recording a teaching session is useful because you can see another side of your teaching, so it is useful parts of teaching style  to improve” [David, the second individual interview, April 15, 2013].
Similarly, Maria stated the importance of recordings in class by saying that video recorded teaching session was useful because teachers could see other elements of their styles; “It was nice to watch your video in the classroom”. She added “Yes, video recorded teaching session is useful because you can see other aspects so it is useful in teaching” [Maria, the first and second individual interview, April 22 & 28, 2013]. Moreover, she added in the second interview that it was good to record a lesson because one could see his teaching style through other people’s eyes. She added; “Yes, recording a lesson is a good way of reflecting on yourself, because you can see your teaching style in front of other people’s eyes. It was nice to watch your own video in the classroom” [Maria, the second individual interview, April 28, 2013].  
Correspondingly, Natalia pointed out the importance of using video recordings when she stated that she should have video recorded her lesson at an earlier stage  in her career to see her teaching style and improve it “Things like these procedures (Video recording) should be done earlier” [Natalia, the first individual interview, April 24, 2013]. Natalia’s comment means that all teachers need to video record their lesson at the early stages of their career to make the necessary changes. She mentioned that teachers need to see themselves earlier to adjust and improve their teaching and also to get deeper understanding about themselves as teachers. She said it was profoundly useful to use the video as a reflective tool. She added that she meant that it should have been done when she started teaching. Moreover, she added that teachers needed to see themselves through their students’ eyes. Natalia stated the importance of using video recordings as a reflective teaching tool at the first interview as follows: 
Very useful, I mean if I think should be done, when I started teaching. I have been teaching long since 2004. But things I thought I was doing right   were not as right as I thought. They students had changed  over the year. They interest their changed they recognize their change. I have changed with them. I have grown with them .I matured with them .I have learnt things from my students as well. I think this should   done more often. I think seeing yourself   from your students ‘points of view’ is seeing yourself differently    Thank you [Natalia, the first individual interview, April 24, 2013].

 She added in the second interview that it was veritably useful for teachers to see themselves as a whole, the way they look, the way they address their students, the way they talk, and the way they see themselves. She added that all these can   be seen, analysed and changed with the help of the video recorder. “The question is whether you know how to see yourself. This is possible especially through the video camera. It does change a lot” [Natalia, the second individual interview, May 2, 2013]. She thought that teachers who view themselves on a video recording may experience huge changes in their styles and beliefs. She added that there was always room for improvement. She added that students have changed, technology has changed, time has changed, and that people have to change according to them. Technology has changed our life and teachers need to follow these changes. The younger generations are more aware of the technology therefore keeping up with these changes will enable   teachers to familiarise themselves with the students’ backgrounds making it easier to communicate with them at their level.  She stated in the second interview the following:
 It is great for a teacher to see herself on a film and because it is very interesting to see how they see you and the other things are very interesting as well when actually   the cameraman is not focusing on the teacher, but it is focusing on the other students. The teacher does not see this part which was very interesting, and I did notice that some of the students were working and some them were not, but that was interesting to see and I like to see the expressions on their faces when I am looking at them on a film, bored rigged or   okay [Natalia, the second individual interview, May 2, 2013].  
Additionally Rebecca thought that the video could show what students were doing on the other side of the classroom. She said that it was great for the teachers to see themselves in a video and it was profoundly interesting to see how people see them.
  It is great. Teacher sees himself on a film, and because it is very interesting to see how they see you, and the other thing very interesting when actually when the cameraman not  focusing on the teacher ,but it is focusing on the other students teacher doesn’t see this part that was very interesting, and I did notice that some of the students working and some them went ,but that were interesting to see and I like to see the expression on their faces when I’ve looking on them on film, bored rigged or they are ok” [Rebecca, the first individual interview,  May 7, 2013]. 
However, she noticed that some of the students were working and some were not. She added on the second interview that since she moved in Cyprus, she had never had a chance to see herself teaching. 
  Since I moved to Cyprus, I have never had a chance to see myself teaching. We used to do this in Istanbul and we did it in England and I’ve not actually seen myself for 10 years, 11 years and it is very interesting because seeing this for the first time for such a long time actually showed me that my teaching style has completely changed .I have got my own style I have seen much more” [Rebecca, the first individual interview, May 6, 2013]. 

 Identically, William discussed the prominence of using the video. He said that it was a good way for teachers to analyse their teaching style. However, “after you seeing the recording you can identify some missing parts in your method of teaching” [William, the first individual interview, May 7, 2013].  He added that it was a good way to examine his teaching style. He also added that using video recordings as a reflective teaching tool was really a good method. He mentioned that teachers could see the missing parts of their teaching and could improve them in the following lesson. Then the teacher can go over it and identify himself by rearranging his teaching and teaching materials. He added that the video recording is a good way to examine the teacher’s teaching style. Moreover, he said that Video recording is really useful because the teacher can recognize the missing parts of his teaching and then the teacher can improve the weaknesses in the following lesson   He added that viewing recordings   is a good way of checking your teaching to see whether you are on the right path or not [William, the second individual interview, May 15, 2013].
                  In a similar way, Natalia added that teachers have to change with their students. Teachers have grown with their students and followed technology and their interests. Natalia was a profoundly reflective teacher. Teachers are always learning. Even from their students. “I have learnt things from my students as well” [Natalia, the first individual interview, April 24, 2013]. She added that teachers need to see themselves not according to their point of view but from the students’ points of view. “From your students’ point of view “seeing yourself   is completely a different story” [Natalia, the first individual interview, April 24, 2013]. Natalia was profoundly positive teacher. She believed in change. She said that teachers have to change according to the huge changes in technology and methodology. Teachers need to update themselves like students who follow technology and modern materials. She added that there was always room for improvement, no matter which you are, no matter how many years you have been doing and repeating the same procedures and techniques in teaching:   
There was always room for improvement, students changed, technology changed and  you have to change according to them. I didn’t use I-phone before. ere Everyone had I-phone .I never used certain activities, for example computers or online friends. It’s been more of them using these [Natalia, second individual interview, May2, 2013]. 

In general, the data showed that all teachers strongly supported the importance of using video recordings as a reflective teaching tool to get a deeper understanding of their teaching styles. They added that the video served as a medium for feedback for EFL teachers. The EFL teachers commented that it was helpful to watch their teaching in order to gain insights into their classroom performance. Christodoulou (2010) stated that video recordings enable the teachers to document either the whole lessons or parts of their lessons. With the video help, it is possible to record the lesson in a much greater detail than with any other method and it is indisputably very objective as it captures the reality of a lesson as it is.  Richards and Farrell (2005) stated that “Video recordings are the best in providing all the possible details from a lesson” (p. 44).
What do the teachers think about their performance?
Each teacher had a different perspective about their performance. To find out whether there were any differences between the teachers’ performances, it is possible to divide the teachers into two groups according to their level of reflection. On one hand, we have David, Maria, and Natalia who represent Group one and on the other hand, Rebecca and William who represent Group two. According to the interviews, the observations, and the video recorded lessons, it is possible to say that these groups showed difference in the level of reflection. The teachers in group one were profoundly reflective teachers. They identified the missing parts of their lessons and they changed some points, whereas the teachers in Group 2   were less reflective. In spite of the fact that they found some missing parts in their lesson they unfortunately repeated the same style and techniques, which they used in their first lesson, in the second one as well.
Group one teachers (David, Maria, and Natalia) discovered some weaknesses in their teaching style. For example, David changed the students’ seating and made it a U shape seating so students could face each other and see the teacher much more clearly. In the first interview he said that there were some missing points in his teaching, whereas in the second one he said:

The second lesson I tried to make it more students - centred. I actually realized that my students were more active in the lesson. The sitting arrangement was quite good   that helps them to   participate more and story-telling they really like the lesson, so  the second lesson was more effective than the first one. Performance was an accident in the first one, I suppose we have to do more analysis, it would get better [David, the second individual interview, April 15, 2013].
Through my observation of the video, students liked the new seating arrangement too much. They were happy, motivated, and eager to learn. The second important part of the lesson was when the teacher started the lesson with a song. All students were motivated to sing that song. Richard (2002) stated “Any device that let student handle with language is acceptable” (p. 157). David discovered that students should talk more than the teacher. In fact, this thought is connected with Richard’s (2002) who stated that “Language learners need to express and understand rather than describe the core of language through traditional concepts of grammar and vocabulary” (p. 157). David stated the following: 

It was effective because I have students talking a lot and they understood the adjective-nouns, they could make sentences and while they’re working with the workbooks, I realized that 95% of them didn’t make a single mistake while they do it again so it was effective [David the second individual interview, April 15, 2013].
It is learner- centred approach which he was supposed to have followed. So, subsequently, teachers can improve their teaching style. It is worth to mention that David got the benefit of observing his teaching style through video recordings and he thought that the second lesson was more effective than the first one. The problems encountered in the first lesson were solved in the second one.
I have problems with children who did not understand, so they had to use Turkish and I had to replay ”. I did not encounter any problem I suppose in this lesson. It was good [David, the second individual interview, April 15, 2013].
 Moreover he found out some new ways which motivate students and increase their involvement and participation during the lesson;
The best part of the lesson I suppose was when the children sang a song all together, they enjoy that and in the very end of the lesson when they did their work in the workbooks that was very good   because they can see really what they understood, what they learnt today [David, the second individual interview, April 15, 2013].
This reflective teacher discovered more   about his teaching,
 Least effective parts I should say was not being able to give every single student the chance to perform the drama they act in the class so that was ineffective that was due to my time limitation I couldn’t give the students the chance to perform [David, the second individual interview, April 15, 2013]. 
At this time, David still reflected on time limitations. Despite the fact that David had added new activities for students in the second lesson, he still thought that he needed more activities for his students.
Next time I Well I could prepare different activities, for the students watching them…for students, watching the friend perform, they could do something between that, while they were watching they could do some activities quickly ,simple activities while the performance, they would be wasting time just sitting now [David the second individual interview,  April 15,  2013].
It is worth mentioning that after watching the video recording David discovered that the main problem was that he was using the teacher- centred method and after realising this he solved it in the second lesson. I have been using a lot of teacher- centred method which must be changed to student- centred method. 
In the second interview he said; “yes, I realized that I should have given more chances to the students so that   I change my style and make my students more central [David, the first and second individual interview, April 15, 2013].
 It is very important that teachers narrow the gap between theory and practice. The value of video recorded lessons is to discover and change some teachers’ beliefs and styles. Teachers need to practice the theory of methods and approaches in real situations in English classes. David could solve another problem through   recording the lesson, this being the problem with individual differences. He said “Yes I would, but if I were a shy student I would actually say it was really effective” In the second interview he added. “Yes, this time I would say that it was a much better lesson than the first one” [David, the second individual interview, April 15, 2013].
Maria, after viewing the video of her first lesson, she distinguished some missing parts in her lesson such as she did not give her students the opportunities  to practice the subject; “I think I did not give more chances to students I should give them more chances   to practice the lesson more” [Maria, the first individual interview, April 22, 2013]. On the other hand, she adjusted and fixed these missing parts in her second lesson. She changed her style and added more motiving aids for her students to increase their level of participation and involvements during the lesson. During the second interview after reviewing her video recording, she stated that “Everybody wanted to speak and walk around and they were eager to speak in English” [Maria, the second individual interview, April, 2013].  After discovering the missing points from the first viewing of her video recording, the students were eager and motivated to talk and participate more with her new style and techniques.
 I said before. All the students wanted to speak and this is what I wanted actually so they used the language they tried to express themselves and it was OK it was effective. She added that “They like the game, they like the lesson, they didn’t feel bored [Maria, the second individual interview, April, 2013].  
  
Interestingly, Maria revealed some obstacles that tied teachers down and prevented them to use any additional material. 
We have to follow the syllabus and have to follow the books and things. So sometimes we are forced to read materials so there is no   change and  maybe I’m going to change my style if it is wrong or not effective enough [Maria, the first individual interview, April 22, 2013].
In fact, after viewing the video she discovered the core of the problem with her teaching style. “Yes, I realized that I should have given more chance to the students so that I’m going to change my style and make my class more student-centred” [Maria, the first individual interview, April 22, 2013].
The other teacher in Group 1 Natalia was young and she had been teaching English for 8 years. She was incredibly active and she liked her job as a teacher. She expressed her deepest feeling when she saw her video recording. She revealed after viewing her first video recording that she talked too much and she did not give her students enough time to answer the questions. She added that she discovered some points in her physical movements as well. She stated she was constantly using her hands while talking and expressing her ideas. She thought she was using too many hand movements and that maybe these   were not necessary at certain times. The video recording showed that she was profoundly enthusiastic about what she was doing and it was obvious she enjoyed teaching. 
I talked too much, I think the children  might not have enough time to answer my questions or had better give them time .I answer for them I’m constantly moving, I do not know it is good or bad. I’m constantly using gestures, hand movements, arm and face mimics, I am constantly doing something with my hands. I’ve come to realize that some children do get bored at times and the brightest students participate more than weak ones, those who are quite. Muhammad Down is a good student he is participating. Zainab she does participate, but the others were too quiet and I have to do something to get them participate more in   the lesson I talk too much. I’m happy to see that. I am actually to talk for 40 minutes none stop  [Natalia, the first individual interview, April 24, 2013].
In short, she was a good reflective teacher because she identified the missing parts of her lesson. Richards (2006) stated that “reflection is concerned as a means to provide teachers with an opportunity to consider the teaching events thoughtfully, analytically and objectively” (p. 19).  Furthermore she was open-minded. According to the interview, she found out that she talked too much and she added that she not only did not give students, time to talk, but also did not give them enough time to answer the questions. Moreover, she pointed out through video that there were extra hands and body movements that she did not realize were there before seeing the video. 

In the second interview she expressed that the second lesson was much better than the first one. “Much better there was room for improvement. It was likely boring at the beginning, but   the game at the end   solved the problem” [Natalia, the second individual interview, May 2, 2013]. It is clear when we compare the two interviews that she solved most of her problems she faced in the first lesson and this proves how video recordings can affect the teacher’s performance. She tested pair work and she discovered that it worked.  Video as a reflective teaching tool is often seen as a useful means of providing feedback to teachers in various kinds of teaching and learning situations. It develops teachers’ ability to articulate and reflect on what happens in their lessons. Video recordings can be useful in showing teachers of different aspects of their behaviour (Tower, 2007). Natalia discovered the significance of pair work which provided more opportunities for all the students to participate more in the activities during the class lesson.
 I felt today was effective. I think I had all the students involved either with the pair work or with individual work .Pair work gave them more time to relax, gave me more time to walk around and watch and see and learn and   see who is struggling and who is struggling with others .So that was OK .Yes, it is good [Natalia, the second individual interview, May 2, 2013].
Natalia identified the problems as having limited time and having a syllabus to follow (she meant that syllabus needed to be covered through a specific time). However, she changed her style and worked with learner centred-method. The work nevertheless got done. The necessary syllabus was covered in the limited 40 minutes successfully. Regarding the materials and time, she said: “Well, I did not use the board .I didn’t write anything, ever thing was in the books which that save time”. With the second interview, she said “May be if could use more technology, but with certain curriculum, syllabus to follow [Natalia, the second individual interview, May 2, 2013].
            At this point she mentioned that time and syllabus issues were the main obstacle in preventing teachers from using technology and extra materials. When considering the feedback she received from students she confessed that “Nobody said anything”. However, with the second interview she said that she received the feedback from them. On the other hand she was looking to change the whole process of her teaching after reviewing the video recording, because she thought that there were really missing parts in her teaching process. “I would talk less, I would talk a lot less and after that I’ll ask them questions.  I would give them 1 2 minutes. I will wait longer” [Natalia, the first individual interview, April 24, 2013].

It is significant to say that Natalia was indubitably a reflective teacher. She improved her teaching style and techniques.  Moreover, she adjusted her teaching beliefs and discovered that there were missing parts and weaknesses in her teaching process and with the second lesson she added games, pair work, and new methods for vocabulary practice. She stopped talking too much, she gave more chances to student to express themselves and understand the lesson, and she applied the student- centred method.
Rebecca was also an experienced teacher. She had been teaching English for 20 years. She repeatedly said that the class was hot “OK, so classroom was very hot you know which makes it difficult to talk about because it was very hot. I have to open the open and it makes the room very noisy” [Rebecca, the first individual interview, May 6, 2013]. She complained about the hot weather and the noises outside the class. Besides the hot class, she punished two students because they did not bring their books with them by putting them at the very back of class and separating them from others. “Actually, what I have to do, there are two students to sit in the back, one doesn’t have a book so I have learnt to ignore him, but I have checked what they are doing” [Rebecca, the second individual interview, May 17, 2013].  She mentioned that she was talking too much which proves that she follows the traditional   teacher centred approach of the learning process.
When considering the materials used in the classroom, she said in the first interview that she used only the whiteboard “I have got a book oh yes except actually I don’t really use the book a lot. I use a lot my head   from other resources [Rebecca, the first individual interview, May 6, 2013]. However, she mentioned in the second interview that she used the book besides the whiteboard “Teaching materials today are just the books, so we read from the book and write the questions on the board to check   comprehension” [Rebecca, the second individual interview, May 17, 2013]. It can be said, teachers’ beliefs influence teachers’ behaviour. Some teachers do not believe in using technology to improve the teaching and learning process which may be reflected on learners’ development and improvement. However, she did not receive any feedback from students; “I never received feedback from students” [Rebecca, the first individual interview, May 6, 2013]. Furthermore, she mentioned some problems with timing issues. She insisted in the second interview that she did not receive any feedback due to these timing issues; “I did not, because of time” [Rebecca, the second individual interview, May 17, 2013]. Reflective teaching is supposed to find answers for problems encountered during the lessons; therefore,   teachers should improve their teaching process and find solutions for each problem they face. In fact, she said that the lesson was boring because it was a grammar lesson. “Just practicing grammar   is quite boring” [Rebecca, the second individual interview, May 17, 2013]. The question here concerning   grammar lesson is whether   we need to stop teaching grammar because it is boring. Reflective teachers need to find ways to make grammar lessons stimulating. If the teacher confessed that it was a boring lesson, what about students what should they say? Teachers of EFL must create a learning environment that make the lesson more enjoyable and the students more interactive.  
It is remarkable to mention that she said repeatedly that teaching grammar was boring in the first interview. “I say it is a pretty boring lesson it is unfortunately practicing grammar is a pretty boring” [Rebecca, the first individual interview, May 6, 2013]. However, in the second one she said. “If students pay attention they could learn something in that lesson but that was an OK lesson” [Rebecca, the second individual interview, May 17, 2013]. In this speech, she may have learnt not to complain about her students who did not pay attention. Rebecca needs to find ways to involve her students in the learning process. Rebecca needs to use motiving aids and create a motivational cooperative environment. The teachers need to be reflective and improve their teaching process before improving the learners’ learning.

William stated that he improved his teaching after viewing the video recording and the second lecture was better than the first one. “I found it very good actually compared to the previous one. My performance seemed to be better” [William, the second individual interview, May 7, 2013]. He mentioned that he received good feedback after the second lesson “They all understood the instructions” [William, the second individual interview, May 15, 2013]. However, it is worth to mention that he discovered some missing parts of his first lesson after viewing the video. “I might bring more exercises, more examples I can give them more examples after teaching them the instructions by interacting with students” [William, the second individual interview,  May 15, 2013].
Furthermore he located more missing parts in the second interview after viewing the video. 
 I would do the same actually or maybe add little bit more participation   next time   I teach lesson. I will give more and more opportunities to my students to practice instructions to write sentences to make a dialogue, but the time is really very limited. I need to cover more advanced level instructions. The time is limited [William, the second individual interview, May 15, 2013].

In fact, he stated that compared to the first one, the second lesson was much better and more effective.
 In this lesson I was more active and my students were more active .It was not a teacher centred lesson, it was  more student centred lesson, so it was more effective .I was in the lesson more enthusiastic and more effective by this way  [William, the second individual interview,  May 15, 2013]. 

 Some teachers believe in their style and it is hard to change their styles or beliefs. “You know my teaching style is always the same style” [William, the first individual interview, May 7, 2013]. A study of in-service teachers in Australia (Muir et al. as cited in Arnold &Wayatt, 2010) focusing on experienced teachers found out that “the Video technique appeared to have limited impact; the experienced teachers may have been unwilling to change” (p. 220).
However, William supported using the video as a reflective teaching tool:
I think yes reflecting on a video recorded lesson   is really. It is a good method for using the video. So it is really useful because you know …see your deficiency, the missing parts of the teaching so then in the next lesson you go over the missing parts of teaching techniques and try to overcome them.  [William, the first and second individual interview, May 7 and 15, 2013].   
To find an answer to the first research question (How does the use of video recordings as a reflective teaching tool affect EFL teachers' teaching performance?) the researcher compared the codes he got from the first interviews with those he got from the second ones. Also, the data he got from his observation and watching video recordings had been coded. “Consistently reflect on your data, work to organize them, and try to discover what they have to tell you” (Glesne, 2006, p. 148). The researcher got unexpected “fat data” from the video recorded lessons. Richards and Lockhart (1996) stated that a 30 minute video recording usually provides more than sufficient data for analysis.  Tables 10 and11 shows the coding of VR.  
      The gap. 

According to my observations through video recordings and interviews, there was a disagreement between what the teachers believe and what the students need to learn and what the curriculum suggests they should learn. Therefore, there was a gap between the theory and the practice. According to Kurt (2009), teachers believe in the learner centred approach, but they did not really apply its principles. Tables 9 and10 shows and10 shows the coding of VR.         
Table 10
Video of the First lesson
	Teachers
	David
	Maria
	Natalia
	Rebecca
	William

	Using technology
	No
	No
	No
	No
	No

	Time problems
	Yes
	Yes
	Yes
	Yes
	Yes

	Motivation
	No
	No
	Yes
	No
	No

	Students centred method
	No
	No
	No
	No
	No

	Change teacher’s believe and style
	No
	No
	No
	No
	No

	Interaction among the students
	No
	No
	No
	No
	No

	The class seating
	No
	No
	No
	No
	No

	Receiving students’ feedback
	No
	No
	No
	No
	No

	Group work
	No
	No
	No
	No
	No

	Boring lesson
	Yes
	Yes
	Yes
	Yes
	Yes

	Focused on the teachers
	Yes
	Yes
	Yes
	Yes
	Yes

	Accuracy (MLA)
	Yes
	Yes
	Yes
	Yes
	Yes

	Fluency (CLTA)
	No
	No
	No
	No
	No


Table 11
Video of the Second lesson
	Teachers
	David
	Maria
	Natalia
	Rebecca
	William

	Using technology
	Yes
	No
	No
	No
	No

	Time problems
	Yes
	Yes
	Yes
	Yes
	Yes

	Motivation
	Yes
	Yes
	Yes
	No
	No

	Students centred method
	Yes
	Yes
	Yes
	No
	No

	Change teacher’s believe and style
	Yes
	Yes
	Yes
	No
	No

	Interaction among the students
	Yes
	Yes
	Yes
	No
	No

	The class seating
	Yes
	No
	No
	No
	 No

	Receiving students’ feedback
	Yes
	Yes
	Yes
	No
	 No

	Group work
	 No
	 No
	No
	 No
	 No

	Boring lesson
	 No
	 No
	No
	Yes
	 Yes

	Focused on the teachers
	 No
	 No
	No
	Yes
	 Yes

	Accuracy (MLA)
	 No
	 No
	 No
	Yes
	 Yes

	Fluency (CLTA)
	 Yes
	 Yes
	Yes
	 No
	  No



 Pair and group work.
The results obtained from the observations and recordings provided evidence that teachers did not apply group work to give all students the chance to participate and practice the language. The teacher should give students the chance to work as a group and in pairs because   students also improve their language by working with others. They start to build the confidence they need and they can perform and improve their skills by sharing their ideas both with the teacher and their friends especially if you pair a strong student with a weaker student. The stronger tends to become more confident after being able to help a friend, and the weaker student is less intimidated and embarrassed because it is a friend who can hear his / her mistakes and not the teacher. Richards and Bohlke (2011) stated that group work in language classes, increases students’ talking time, helps promote self-esteem, and can increase student motivation by providing a risk-free environment for language practice. However, in a student-centred class, students do not depend on their teacher all the time, waiting for instructions, words of approval, correction, advice, or praise. They do not ignore each other, but look at each other and communicate with each other. They value each other’s contributions; they cooperate, learn from each other, and help each other. Jones (2007) stated the importance of pairs and group work and advised to talk more, share their ideas, learn from each other, be more involved, feel more secure and less anxious, use English in a meaningful, realistic way, and enjoy using English to communicate. Harmer (2007) stated   that pair work “allows teachers time to work with one or two pairs while the other students continue working” (p. 165). Students should be relaxed and focused, and work well together as a group or community. Richards and Bohlke (2011) stated: 
One way of increasing the amount of student participation during a lesson is to vary the grouping arrangements that you use; in this way, you do not always dominate the lesson. The use of pair work and group work is one method that has been shown to ensure that students participate actively in a lesson (p. 11)

Harmer (2007) believes that “group work promotes learner autonomy allowing students to make their own decisions in the group without being told what to do by the teacher” (p. 166). Group-work is also a very important interactional device employed by students to make opportunities for oral participation in EFL classes. General teaching council for England (GTC) stated that “providing opportunities for pupils to work together in groups to hypothesise before trying to solve problems” (2007, p. 3). Since oral participation in the whole class by all of the students at the same time is impractical, discussion in small groups is a good way of giving all the students an opportunity to do so. In this way, group-work for classroom participation is similar in some ways to a classroom discussion because it is normally used to give the opportunity of discussion and oral participation to all students. It seems that students employ group-work in systematic coordination to show that they are following and participating in the on-going activity. Warayet (2011) stated that “Students produce such group talk in order to cope with on-going discussion and to compensate for their lack of explicit oral opportunities to participate in classroom discussion” (p. 2).

The results revealed that the teachers in Group 1 applied pair work in the second lessons. They faced some difficulties in arranging students because students wanted to work with either a favourite   friend or with the same gender. Rebecca in Group two applied pair work in both lessons, but William did not apply pair work at all. Unfortunately, no teacher in both groups applied group work. According to Jones (2007) “Actually, the larger the class, the more necessary it is to have a student- centred class. The only way to give all the students time to speak is by having them work together” (p. 4). 
  
 The seating.
   David, unlike other teachers, changed the seating of the class by adopting a U-shaped seating plan (horseshoe). Unfortunately, in spite of the fact that most classrooms were large and there was room to improve the seating, most teachers made students seat in orderly rows. David proved that by using U shaped seating, the students were eager to talk and because they faced each other, they were more relaxed and were able to see the instructions written on the board easily, so the lesson was very effective. Students then were able to see each other and felt more secure. Furthermore, because they were profoundly happy and relaxed, they looked as if they were content with the teaching environment. Harmer (2007) stated that with horseshoe sitting arrangement   “the classroom is more intimate place and the potential for students to share feeling and information through talking, eye contact or expressive body movements is far greater” (p. 42). Jones (2007) stated that it is also important for students to sit close together so that they can talk softly and still hear one another. Richards and Bohlke (2011) stated that “Changing the class seating arrangement from time to time can also help to increase student participation; doing this will ensure that the students near the front of the class do not get more opportunities to participate than students who sit at the back” (p. 35). Moreover, seating may increase students’ motivation and eagerness to learn by changing the seating from time to time. Scrivener suggested some group seating types like “enemy corners (where two groups get into opposite corners of the room), opposing teams, and face-to-face (or back-to-back),where students sit in rows to make pairs”( as cited in Harmer, 2007, p. 164).
In general, the results through the video recordings also showed that only one teacher had changed the class seating. However, the other four teachers did not change the class seating in both lessons. Teachers need to find ways to make a change, like seating, when they feel that their students did not focus on the lesson and when they are not concentrating on the lesson.
  
Teacher- centred method.
The results through the video recordings showed that the teachers in the first lessons were too involved, and too concerned that they did everything for the students: explaining new words, presenting language items, asking questions, answering questions, providing answer key to exercises, etc., all that otherwise could have been done by the students themselves. This could be perhaps explained by looking at the cultural attitude in Cyprus towards the teachers’ state in the classroom, which considers the teacher as the centre, the one and only source of knowledge and the most powerful figure. This, in turn, leads teachers to have little trust in students’ abilities, considering them as empty vessels. Nevertheless, they should follow the principles of learner-centred learning. To avoid this, the teacher should minimize teacher talking time (TTT), and, if possible, the teacher can make time by avoiding writing what is printed in the textbook on to the whiteboard. Teachers need to involve students in their learning process and encourage learner autonomy. Teachers could crouch around instead of actually joining the students during group or pair work. This will create more opportunities for the students to think and to work independently, which is believed to promote learning. In order to do this, the teacher needs to be very well-organized and very well-prepared; he or she should know every step of the lesson very well, how good it will be for the students, and also be aware of the level of necessary teacher involvement. In other words, the teacher should be lazy in class and hardworking at home. One teacher told me in an informal interview after the second lesson that the lesson was very effective and the students were very active but still he felt that he was less active and made him feel inactive. 

The teacher needs to provide sufficient opportunities for students to use the language items/skills presented through the exercises or tasks, but not only aiming at getting the students to give correct answers. This means the teacher should focus on the process, not only the product. In other word, they should focus on fluency, to be able to understand what the students is saying and not accuracy if the student is using the correct grammatical form for example.
Time limitation and syllabus.
According to my observations, the video recordings, and the formal and informal interviews, teachers faced two problems of flexibility in teaching: time limitations and the syllabus which had to be followed and covered. Natalia stated that “Well, I did not use the board. I did not write anything; everything was in the books which then saved time”   [Natalia, the second individual interview, in May 2, 2013]. Aksoy (2010) found some important points in his study at NEU:
The teachers cannot spend much time on this skill because the syllabus is overloaded. The students are taught grammar topics and then given mechanical exercises such as fill in the gaps. Mechanical exercises limit the students’ ability to practice the language in a communicative way However, the primary problem that students in Preparatory School face is similar to all other students of English Foreign Language (EFL) in the world. Most of the students do not have an opportunity to live in an English-speaking country. This problem illustrates the importance of providing students with an English-speaking environment in the classroom which enable students to learn English without translating it into their native language. The students actually have difficulties with the classroom’s atmosphere, background information, error correction, the topics and the teacher’s attitude while participating in speaking activities. (P. 4)
What is important in her remarks is the fact that English as a foreign language should not be taught like a second or native language. The second or native English learners,   compared to the foreign language learners, are different. The second and native language learners can practice the language outside the classroom in real life situations. On the other hand, learners who learn English as a foreign language cannot practice English outside class in real life situations. So teachers need more time to let learners practice language inside classroom and need to reduce focusing on the syllabus to give room for participation. In other words, teachers need to find ways to practice English inside the classroom by applying new methods and approaches by using technology and by developing   flexible techniques. 
In short, teachers in Group 1 and 2 gave different perspective of why they had not enough time to cover the necessary material in the syllabus. Natalia believes that the most important reason of not being able to complete the set material is due to the low concentration levels of students. She believes that the maximum concentration spam of students is 30 minutes. Students tend to stop focusing after 30 minutes according to her experience with different classes at high school level. Rebecca, on other hand believes that class time depended on the students’ level. However, David believes that the time class was not enough.
Due to syllabus to follow, unfortunately the researcher observed that  the teachers tend to ignore the importance of classroom participation. The teacher is too busy, trying to cover the necessary materials that he/she tends to use during the teacher-centred method. The students are not given enough time to practice and evaluate the given subjects. This brings about the problem of time-limitation. 

Positive classroom climate.  

Classroom climate refers to the “affective” side of the classroom, such as the feelings the students have toward the lesson, toward the teacher, and toward their classmates, as well as the learning atmosphere of the classroom. According to my observations through video recordings of the lessons, Natalia was very eager to create an atmosphere like this among students. Senior (2006) suggested ways in which teachers can create a positive classroom climate by using humour  , by building rapport with the students through discussing common interests and concerns, and by showing that they are friendly and approachable and are there to help their students. Both in first and second lessons Natalia tried to build a strong relationship with students. Furthermore, she went shopping with her students in order to practice the play in the following lesson. She was preparing a musical play with her students and they had gone shopping in order to buy props for the show. (Cowboy hats, plastic gun, bows, and arrows) The theme of the play was cowboys from a famous musical “Annie get your gun”.. 

  However, Rebecca complained about the bad environment of the class like  the hot weather and the noise outside the class “so classroom was very hot you know which makes it difficult to talk because it was very hot .I have to open the door and that makes it noisy” [Rebecca, the first individual interview,   May 6, 2013]. She meant that she had no solution for her problem if she had opened the door the noise of students outside the class would have disturbed the lesson and if she had closed the door the classroom would be very hot. The principals need to find solutions for these problems and change the system. William, on the other hand, faced problems of disturbance and annoyance of the class by the noise which came from the cars and motorbikes outside the class,   and by the entrance of some late comers and other students from the previous lesson who needed to get their books from the classroom. This created a negative teaching environment and a stresses relationship between the teachers and their students. The video recording showed how William became nervous because of late comers, and that might affect   the flow of the lesson negatively as well.
 
Motivation.

“Motivation is a crucial factor in learning a foreign language” (Gilakjani et al., 2012, p. 15). Teachers need to motivate their students in anyway. Dornyei (2001) stated that teachers play a crucial role in developing a classroom atmosphere that encourages and motivates students in their learning. Maybe they evoke the most inspiring language teachers you had as a student, and this is what made these teachers different and special. Gilakjani et al., (2012) state that ‘Motivation is a major part of teachers’ job to help learners find opportunities for engaging learning task” (p. 11). GTC stated “learning must be motivated by need not imposed” (2007, P. 4).  Lack of motivation is an important factor that affects the students’ learning because when the students are not motivated, effective teaching and learning will not take place. Learners would feel less motivated when teachers control everything. 

However, learners of English as a second language are unlike learners of English as foreign language, the learners of the second language may practice the language outside the class. However, foreign language learners cannot practice language outside the class and the only chance they get to practice English is inside the classroom. There just isn’t enough English input in the environment. Teachers need to motivate the learner to handle the language not only inside the classroom, but also outside of it. Teachers need to find ways to direct   learners to quality language learning websites, like useful plugs, make quality audio, video, and multimedia learning sources available, develop a small library of accessible readers and supplementary materials and self-access quizzes, worksheets and games.  Gilakjani et al., ( 2012)  state that “Spending classroom time to help learners select, share, and evaluate their out-of-class work with English is just as important as covering a lesson in the textbook” (p. 11).   According to the video recordings and my observations, teachers in group two  showed that they were less successful in motivating their students in the second lesson compared to the teachers in group one. This may be because the students were paying minimal attention to the teacher or the lesson. David, Maria, and Natalia in group one had overcome the weakest parts of the first lesson which included the students’ motivation. They provided students with new perspective and style in the next lesson to let students be enthusiastic and use the language more. They added new materials and activities by which students could be motivated to learn and participate in the class. Setting up a motivating environment requires the teacher to supply learners with comprehensible, relevant and interesting input and large varieties of class activities, such as role-play, pair work, group work and class discussion so that the students are entirely involved and immersed in the given learning activities. Thornbury (2002) stated that the teachers can play a major role in motivating learners to take vocabulary seriously. Natalia was able to motivate her students   in the second lesson when she played a vocabulary hidden game on the whiteboard. She wrote some words on the whiteboard. She asked   her students to repeat the words, by pointing to the words. Each time she   erased a word but   pointed to the empty space. The students   repeated the words by remembering where they were.  In fact students were very eager to learn and practice vocabulary.   Moreover, she took her students out shopping after class to practice English language. The students were happy to have had such a wonderful trip.
Teacher’s position in class.

During the first lessons, Maria, Rebecca, and William turned their backs to the students while writing on the whiteboard. It was surprising to see teachers turning their backs to the class while writing on the board. In fact this has a number of disadvantages like blocking the view of students, reducing communication between the teacher and the students, having less control over students,   and finally making the class atmosphere less interactive. . Instead of turning their backs to the class  teachers could stand slightly sideways, while talking and looking at the students at the same time. According to my observations, Maria had completely changed her procedures and she created his new style and avoided what happened in the first lesson. On the other hand, Rebecca and William did not change their attitude much about using the board.
  
Materials.

Harmer (2007) stated that some important materials should be supplied with the language classes. These are “Fixed data projectors, interactive whiteboard (IWBs), built-in speakers for audio material that is delivered directly from a computer hard disk and computers with round-the-clock internet access” (p. 175). According to my observation these materials were unavailable in English classes. Moreover, in the first lessons, all teachers used the whiteboard and the textbooks as the main materials in teaching their lessons, whereas, in the second lesson, David, Maria, and Natalia added more materials like flashcards, audio recordings, pictures, games, and songs, consequently avoiding the boring and ineffective materials of the first lesson. On the contrary, Rebecca and William did not add any new material. They constantly used the same materials and they believed that the whiteboard and the textbook were the only effective materials.  Richards and Bohlke (2011) stated that, “it is important for teachers to be familiar with current instructional methods and their underlying principles as well as with effective classroom techniques, materials, and assessment strategies appropriate to the type of course and the type of students you will be teaching” (P. 8). 
Evaluation.

According to my observations and the video recordings, students were not eager to participate in the class and learning process and there was a gap between teachers and students, especially with teachers in group two. It is remarkable to mention that students knew the system well. They knew that whether they participated in oral activities or not was the same because they   needed   to pass the writing test at the end. Moreover, according to my observations, most teachers depended on their memorization to remember the participation of their students inside the class, or they had already  judgements about the level of their students for evaluations. Natalia, for instance said “Muhammad Down is a good student because he participates in calss activities.  Zainab does participate as well, but the others are too quiet” [Natalia, the first individual interview, in April 24, 2013]. In fact, there were others who had participated also, but teachers believed in some students and they evaluated them according to that. This is an unjust system and makes students be reluctant to learn and participate in the class activities. Teachers need to focus on all students and find ways to recall his lesson again. She should not neglect anyone. 
 
Interaction.

The results from video recordings showed that the teachers in the first lesson neglected interaction among the students. They thought that the teacher to student interaction was the best and the only interaction necessary. Richards and Rodgers (2002) stated that “students are expected to interact primarily with each other rather than with the teacher” (p. 166). Teachers need to overcome the boring and weak lessons by increasing interaction among students. Richards and Bohlke (2011) stated that “a successful lesson also depends on the kinds of interaction you provide during the lesson. This will include opportunities for interactions between you and the class as well as interactions among the students themselves” (p. 21). Likewise, according to my observations, Natalia was very eager to find a new way to let students interact with each other. Moreover, good English lessons let students interact primarily with each other rather than with the teacher.
 Accuracy and fluency.

In fact, and according to my observations and analysis of the video recordings, all teachers’ aim was to build accuracy rather than fluency in the first lessons. Richards and Rodgers (2002) stated that “fluency and acceptable language is the primary goal, accuracy is judged not in the abstract but in context” (p. 156). Teachers depicted a picture of traditional method which mainly depended on memorization and transmitting information especially in the first lessons. Memorization was for a long time recognized as a valid learning practice. Today it is often denigrated as an inferior learning practice. Memorization as a learning practice puts the accent on the accumulation of knowledge, rather than on the capacity to criticize knowledge. Teachers showed that drilling was the central technique. For them language learning was learning sounds, words, and structures. The accuracy is sought to describe the core of language through traditional concepts of grammar and vocabulary. Richards and Rodgers (2002) stated that, “language learning is learning to communicate” (p. 156). Furthermore, teachers correct students’ errors immediately and that leads to break their communication. Language is created by the individual often through trial and error and comprehensible pronunciation is sought” (p. 156). However, unlike group two, group one who used the same techniques, had changed the system and followed new procedures by increasing fluency besides accuracy.
Class atmosphere.

On one hand, an easy class atmosphere makes students and the teacher feel emotionally easy with learning tasks.  On the other hand, a tense atmosphere makes students nervous and thus hinders them from participating in activities. Students’ active participation will certainly fail, no matter how well it has been planned. In fact, both an easy class atmosphere and a motivating environment serve this purpose. GTC (2007) stated that “providing a stimulating environment should help pupils to connect their experience with current learning tasks” (p. 4). Teachers need to deviate the plan if they discover that a tense atmosphere had taken over the class. Atamtürk and Kurt (2009) stated that “A good example of repair reflection is when teachers deviate from the plan or adapt an activity when they receive cues from the students that task is unapproachable” (p. 11). Unlike the traditional teaching approaches which claim that effective instructions are achieved in good class order and discipline (Fantana, 1985) it is remarkable to mention that all teachers applied the traditional method during their first lessons. With the second lessons, on the other hand, teachers in group one had changed to the communicative language teaching approach (CLTA). However, teachers in group two did not change their method of teaching. 
 
Technology.

Basically, teachers need to develop ways to connect learning with technology in real life situations to overcome the huge gap between the modern and traditional class. Natalia stated in the second interview that students change and teachers need to change too according to the requirements of life.

Students changed, technology changed, time   changed .and you have to change according to them. I didn’t use   IPhone before.  Here everyone has an   IPhone. I never used certain activities for example computers or online friends. 10 years ago no one had   computers. So we have to change according to students and according to time {Natalia, the second individual interview, on May 2, 2013}.
Natalia mentioned above, that students change and technology has changed and that teachers need to improve the way they teach according to the advancements in technology in this area. It is a known fact that students nowadays all have the latest mobile phones, tablets, and computers and are constantly text messaging or using the internet. These students should be able to contact their teachers at any time, from anywhere even if they are at home. This can be carried out via internet connections. The teacher should be able to follow the latest technology which is  in the students’ lives every hour of the day. Natalia added in the informal interview with the researcher that NEU has formed this sort of communication, by using IPads and an application which enables both teachers and students to   send each other messages, homework assignments, and project The teacher is able to answer any questions the students ask anytime. 
GTC (2007) stated that “teachers need to build on what students know and can do” (p. 5). Moreover, Dewey (?) believed that effective teaching involves starting from what children know already and providing them with guidance that enables them to construct questions aimed at exploring new learning situations. In real life situation, it is a simple fact that students not only like technological tools but also these became essential parts of their lives. It is clear that anybody may notice wires coming out of every part of their anatomy. Attached to those wires are MP3 players, iPods, iPhones or smart phones, and all the other tools of the digital age (Berk, 2008).They listen to music, play PC-video games, talk on iPhone, send text messages, and watch videos . Recent estimates indicate that these students spend from 6.5 to 11 hours per day multitasking on the above activities (Kvavik, & Nelson, 2006).

Berk (2009) found in his study that using technology may grab students’ attention; focus students’ concentration; generate interest in class; create a sense of anticipation; energize or relax students for learning exercise; draw on students’ imagination; improve attitudes toward content and learning; build a connection with other students and instructor; increase the memory of a content; increase understanding; foster creativity; stimulate the flow of ideas; foster deeper learning; provide an opportunity for freedom of expression; serve as a vehicle for collaboration; inspire and motivate students; make learning fun; set an appropriate mood or tone; decrease anxiety and tension on scary topics; and create memorable visual images. It is remarkable to mention that most teachers did not use technology or try to find ways to use it to support learning. All teachers use the course book and the whiteboard, but David added audio to his class. We can conclude according to the observations and interviews that technology had not been used at the time the teachers were educated. They had been taught with course books and white or black board. Moreover, the teachers’ styles and beliefs were affected by the period when they were students. So students at that time had no computers and technology. Teachers need to incorporate technology in education, in order to improve their lessons. By taking this idea into account, it is known all around Cyprus that   NEC has started to iPads in   modern classrooms and teachers and students are using the latest technology and applications in their lessons. This project started in the 2013-2014 academic year and with the help of Apple TV project and the internet, teachers are no longer using the whiteboard, course books and even exercise books (Natalia. Informal interview, October 30, 2013).

Maintaining appropriate behaviour. 

Even though,  the classroom atmosphere in general showed some kind of respect and trust between teachers and students as well as a shared understanding of appropriate forms of classroom behaviour, the classes need to develop a sense of community, of people working together cooperatively to achieve shared goals. This will not happen if students do not take the class seriously. If some students are allowed to disrupt the class with inappropriate talk or behaviour, if students need to go outside the classroom many times, or need to bring books or pencils from outside the classroom, they distract their classmates’ attention. However teachers need to talk with students to find ways to overcome such problems in order to develop a sense of responsible and cooperative behaviour during lessons. Rather than adopting the role of an authoritarian master, teachers need to discuss the classroom rules with their students. Rebecca stated that “Actually, what I have done is made the students sit in the back, one doesn’t have a book so I have learnt to ignore him” [Rebecca]. Ignoring a student is not a solution to misbehaving students. A teacher should listen to his explanation and try to understand why they do not have a book. Dialogue between the teacher and the student is vital in circumstances like these. Teachers’ job is to gain students not dismiss them from classes. Solutions such as sharing a book with a classmate would help the student participate in the lesson. Ignoring a student is an easy way out.

If the teacher has a class with misbehaving students, these low levels of interest will negatively affect the whole classroom. A few talking students can turn into a large group of talking students which then will prevent the teacher from doing the necessary work. The material which should have been completed will not be able to be completed as the students will not allow the teacher to do the job or other students to participate in the lesson and study the given material. In short, we can say that it is not the time- limitation which prevented work from being done. It was the lack of interest of the students which prevented this from happening.
Have you ever recorded your lesson before?

In fact, the researcher had asked all the teachers during informal interviews, whether they video recorded their lessons before. The results obtained showed that only Rebecca had video recorded her lesson 11 years ago when she was in England and Istanbul. She added “I am surprised to see my style in teaching” [Rebecca, the second individual interview, on May 17, 2013]. She meant that she had her own style as an English teacher (as a good style). On the other hand, the other teachers had not recorded their lessons before. Teachers need to collect information by using video recordings. Similarly, video as a reflective teaching tool is often seen as a useful means of providing feedback to teachers in various kinds of teaching and learning situations. It develops the teachers’ ability to articulate and reflect on what happens in their lessons. Video recordings can be useful in showing teachers certain aspects of behaviours (Brookfield, 1995). 
Methods and approaches used in teaching.

According to the video recordings, all teachers follow a traditional method, the audio lingual method, which depends on transmitting knowledge from teachers to their students.  Finnocchiaro and Brumfit (1983) stated that the traditional teaching methods limit the production of the foreign language of learners because the teachers focus on forms rather than language use. The video recordings showed that most of the participants followed this method in the first lesson. The video recordings showed that the teachers did accuracy-based work like presenting the linguistic rules and the application of these in exercises. Teachers used   teacher-centred classroom management skills. Accuracy was the main aim of the teachers. The teachers controlled the learners and prevented them from doing anything that conflicted with the theory. The target linguistics system learned through the over teaching of the patterns of the system. The teachers depended on drilling as the central teaching technique. The teachers taught the language through structures, sounds, or words. The teachers attended to structure and form more than meaning. The students were prevented to use their native language. The teachers prevented students’ errors and corrected the errors immediately. 
According to my observations and the video recordings, this old method made students less talkative and motivated. Students were just sitting and everything inside the class was directed by teachers as a central part of the teaching and learning process. Everything focused on accuracy and structure. According to traditional methods, the teacher is the central figure and the teacher controls the learners and prevents them from doing anything that might conflict with the theory. Actually this finding agreed with the findings at NEU schools in 2010 by Aksoy who stated that:

The findings indicate that it is necessary to use extra communicative activities and materials besides the ones in the students’ books to help and encourage students to use the language accurately and fluently outside the classroom and continue their careers in the real community. Moreover, carrying out communicative activities in the classroom gives an opportunity to the students to act in real life situations and use English accurately and fluently. These activities also encourage them to join in the activities and explain their ideas to their classmates to develop their communication skills (p. v).
In spite of the fact that teachers in group one almost used the same procedures of the Audio lingual method in the first lesson, they had changed completely in the second lesson after viewing their first video recordings and realized the problems they encountered during their lessons. They added new materials, games, new techniques and styles in their teaching. They discovered that there were some serious missing parts which needed to be covered. They followed the communicative language teaching approach (CLTA). The teachers focused on fluency and the acceptable language as a primary goal. Language learning is learning to communicate, drilling may occur, but peripherally, any device that helps the learners is accepted -varying according to their age, interest, and etc. The use of the native language is accepted where feasible. The teachers helped the learners in any way that motivated them to work with the language. Students are expected to interact with other. In fact this approach had been suggested by Aksoy in 2010 in her study at Near East University preparatory school. However, teachers in group 2 did not change their procedures and techniques they followed in the first lesson. 

In general students should learn the language for communication in real situations rather than mechanically established contexts where they only focus on grammar and linguistic rules. It is noteworthy to mention that teachers should identify opportunities to assist the students to learn and make lessons less teacher-centred and be able to change their attitudes when they are found not to work properly. This is what exactly happened with group one teachers. Particularly, as is known, there is a rapid development in teaching techniques, methods, and most importantly in educational technology. Therefore, teachers in group two need to update themselves in order to teach effectively. Harmer (2007) stated that “Teachers who view their job as the transmission of knowledge from themselves to their students are usually very comfortable with the image of themselves as controllers” (p.108).   William stated that “You know my teaching style is always the same style” and he was happy with his style [William, the first individual interview, May 7, 2013]. Moreover Rebecca stated “actually it showed me that my teaching style has completely changed I have got my own style” [Rebecca, the second individual interview, on May 17, 2013]. However when the researcher asked her what she would do differently next time she taught the same lesson she said that “With these students nothing” [Rebecca, the first individual interview, May 6, 2013] and she added that she did not receive any feedback from her students. A final word, reflective teaching actually makes the work more rewarding. It should be kept in mind that teaching is a process of learning and it is a never-ending process. 

Teachers’ opinions on their video recording teaching performance.

While watching the video recordings, the teachers felt the need to describe what was happening in the video while watching it. This suggests that video recorded self-observation facilitates deeper understanding of the lesson by allowing teachers to be more involved in reasoning. Video recordings   give teachers the opportunity to question the aim behind their actions as well as to identify and give reasons for their behaviour inside the classroom. Teachers are likely to become highly self-reflective with the help of video recorded self-observation, because video recordings  help them to develop a higher level of awareness about their teaching practices and their possible impact on students (Fields, 2005), which makes it possible for them to criticise their lessons more easily. While watching the teaching performance, the teachers made comments particularly   on teacher talk. Most of the teachers discovered that they talked too much and that they were using the teacher-centred approach. While watching themselves, the teachers noticed immediately how they looked in front of the class i.e., whether they were nervous or confident. They stated that they had not been really aware of how they looked since they needed to concentrate on the flow of the activities while teaching. The teachers also made comments about their gestures, movements and   talking time. Most teachers (group 1) criticised their techniques after viewing their video recordings of the first session and changed their whole style in the second lesson. This suggests that video enables teachers to be more reflective and be able to notice a wider aspect of points in their lessons. “Yes, I realized that I should have given more opportunities to the students and that’s why I’m going to change my style to make my class more students - centred” (Maria). This finding supports the existing literature on reflective practice, which underlines the power of video in promoting in-depth self-reflection (Fields, 2005; Richards, 1991; Roth, 2003). Video turns the teacher, whose lesson is recorded, into an object to be analysed, so it removes the teacher from himself. As a result, while watching himself, the teacher can easily notice many things which can be observed by others (Roth, 2003).

Watching one lesson helped teachers notice students' behaviors and participation in the class.

  The effect of video recording was not limited for teachers to see themselves but to see all the hidden points that cannot be seen without the video, like students’ participation and what   some students did in the back of the class while the teacher was busy with giving the instructions or writing on the whiteboard. According to the video some students who were sitting in the back of the class were not involved in the lesson.  Moreover, they tried to distract the attention of the others. “There are two students to sit in the back, one does not have a book so I have learnt to ignore him, but I have checked what they doing” [Rebecca, the second individual interview, on May 17, 2013]. By watching the video the teachers became more attentive to how students behave and respond to the lesson. The teacher reported that while teaching the lesson, they were not really aware of how students were doing during the instruction; therefore, teachers need to change the class seating to let him see all the students. In addition, teachers through video recordings could obtain satisfactory images about students’ behaviour during the lesson. 
 Watching oneself teaching' gave teachers the chance to evaluate themselves more critically as an outsider.

The teachers were highly engaged and interested in watching their lessons on the video. They said that they analyzed their lessons more critically and tried to understand the reasons behind their actions. The teachers were excited to watch their video recorded lessons since they could see the positive and weak sides of their teaching. Watching the recorded lesson helped the teachers see what went well or wrong during the lesson. The majority of the teachers reported that video recording made the reflection process more objective and critical for them. They could see their mistakes more clearly and therefore work toward improvement. Teachers expressed their feelings regarding their own performance on the video in positive terms as follows:

I mean I had to look at myself.  The way you look, the way you address, the way you talk, the way they see you.The way they see you especially the video camera it does change a lot. There is always room for improvement, no matter how and no matter how many years you doing this job. There was always room for improvement. Students change, technology changes time changes ND you have to change according to them. I did not use iPhone before here everyone has an iPhone A. I never considered using certain activities, for example computers or online friends. It is because most of them are using computers more than they used to 5 years ago. Or 8 years ago no one had personal computers, so we have to change according to students and according to time (Natalia).
Discussions

This study aimed to investigate the importance of video recordings as a reflective teaching tool to improve the performance of EFL teachers. The study is qualitative and attempts to identify the effects of video recordings on teachers’ performances after viewing their video recordings. Five EFL voluntary teachers at Near East University Schools participated in the research. The data had been collected through interviews, video recordings and observations. The findings of the study revealed that by using video recordings as a reflective teaching tool through self-observation, most teachers were able to make their lessons more active and enhance their teaching processes  after viewing their video recordings where they discover some deficiencies in their first lessons. Moreover, all participants strongly supported   using the video as a reflective tool and indicated the usefulness of it. 

In fact, after viewing the video recording, the researcher has diagnosed some important points through the comparison between the two lessons. When we compared the two interviews, there were different levels in self-reflection among teachers. The comparative data showed considerable progress in teachers’ performances in Group 1 but at a different range of reflection. Some teachers had high levels of reflection and they improved some missing points of their lessons. On the other hand, some teachers were less reflective. However, group one teachers (David, Maria, and Natalia) who represented the primary, secondary, and high school were more reflective and they changed their styles in teaching. Results show that there is a marked improvement in the teachers’ performance in their second lessons when compared to the first one. They added new materials, adopted new styles, did pair work, played games, were better in time management, employed less teacher centred techniques, talked less, and were more pleased. The students were happy and eager to learn because of the new procedures added by teachers after they determined the weaknesses of their first lessons. On the other hand, group two teachers (Rebecca and William) were less reflective and there was only a slight improvement in their second lessons concerning their performance when compared to the first. They believe in themselves and their styles and they believe that “there is only one way to teach such   students” [Rebecca, the first and second individual interview, May 6 and17, 2013].. Moreover, William said that “You know my teaching style is always the same [William, the first interview]. This raised a huge question about the method they follow.  Most teachers did not use any technology in their class. They did not actually change their styles, furthermore they believed in their techniques and they used only books and the whiteboard in their classes. Teachers sometimes believe in some theories, but they do not apply anything from these theories. Teachers need to analyse their teaching deeply so that they can determine the problems they encounter during the lessons. Teachers need to improve their teaching styles more than asking students to improve their learning. Teachers mentioned that some lessons like grammar were boring, so what do we expect from students? And who is responsible for these boring lessons, teachers or students? What do we need to do with grammar? Shall we leave teaching grammar lessons? Do teachers need to reflect on their teaching techniques and find better ways to overcome problems like these? Many answers to these questions are up to the teachers themselves. Therefore, the teachers should analyse possible answers to these questions.   

Students need to be involved in their learning process and they need to be the corner stone of learning. Falk (1994) states that teaching must focus on developing students’ capacities for analysis and problem solving in the most efficient manner rather than on having them cover the curriculum . Teaching helps students learn; it depends largely on the quality of instruction in the classroom. Good and qualified teachers are essential for efficient functioning of educational systems and for enhancing the quality of learning. Great English teachers love the process of teaching. They like its creative opportunities. They like listening to their students talking, like watching their videos, reading their stories. According to Bozkurt (2008) the ministry of education in Turkey had changed the curriculum and course books for the sake of a transition to a more learner-centred approach in the second stage of the primary education. The ultimate aim of the learner-centred approach is to create alternatives and opportunities for the learners to direct and take control of their learning. The learner is centralized and the needs of the learner have a priority in the learning process. Involving learners in the process increases motivation and therefore the overall success in learning. Student-centred learning focuses on each student's needs, abilities, interests, and learning styles, accepting the teacher as a facilitator of learning. O'Dwyer (2006) stated that the teaching of English as a second or foreign language today, the old pedagogical ideal of the teacher as an authority, transmitting knowledge to students "who do not know" is in disrepute. The ideal now is for a more democratic, student-centred approach, in which the teacher facilitates communicative educational activities with students. This model reflects in part the influence of communication-based theories of language acquisition. On the other hand, teacher-centred learning has the teacher at its centre in an active role and students in a passive, receptive role. Student-centred learning allows students to actively participate in discovery learning processes from an autonomous viewpoint. Teacher’s role in the learning process is to guide students into making new interpretations of the learning materials. On the other hand, in traditional education methodologies, teachers direct the learning process and students assume a receptive role in their education. Armstrong (2012) claimed that "traditional education ignores or suppresses learner responsibility" (p. 12). Therefore, teachers need to stop their central role immediately, stop showing off as an imaginary character. Teachers need to give students space to direct their learning process and bring their whole selves to the classroom.

Overall, the data shed some light on the impact of video recordings as a reflective teaching tool on the development of self- efficiency beliefs of in-service teachers. Another conclusion driven from the study is that the teachers indicated that the video recordings assisted them in identifying difficulties and the challenges of classroom management and situations that they had not been aware of at the time of teaching. Using video recordings helped them to identify some real problems with their performance, with teaching itself and with the term of students’ responses. Thus, this study shows that it is worth using the video as a self- evaluation tool.
In general, in this chapter, information about the results and discussion of the findings were presented. First of all, the answer to the question concerning teachers’ views about the video as a reflection teaching tool and the answers to two interview questions were analysed. all participants found video recordings to be profoundly useful reflective teaching technique.

Secondly, concerning the question “what do EFL teachers think about their teaching performance after viewing their own recordings?” the researcher preferred to code the emergent themes from the interviews and compared the first and the second interviews in order to compare teachers’ attitudes towards their performances. The researcher divided the teachers according to their responses in to two groups. The results show that Group 1 teachers were more reflective than Group 2 teachers.

Thirdly, concerning the third question “how does the use of video recordings as a reflective teaching   tool affect EFL teachers’ teaching performance?” the findings showed that the teachers in Group 1 changed their style and techniques they followed in the first lesson, while teachers in Group 2 did not change and they repeated the same techniques and styles.

 In the next and final chapter, general findings of the study will be presented. In addition, implications for pedagogical purposes and recommendations for further research in this area will be provided.
CHAPTER V

CONCLUSIONS AND RECOMMENDATIONS

 Introduction
This chapter provides a general look at the current study. First, the major findings of the research presented in Chapter Four will be summarized. Then, a set of implications and recommendations will be provided for educational purposes and for possible extension of the present research. At the end, the conclusion of the study will be provided. 

This qualitative study was designed to explore the importance of the video recording as a means of monitoring and improving the performance of EFL teachers and to find out the attitudes of English language teachers towards the use of video recordings as a reflective teaching tool in English classes. The data was collected through interviews, video recordings, and observations. First, the major findings will be presented through answering the research questions. Second, the emerged themes   through researcher’s observations and the video recordings will be discussed.
The major findings
The major findings will be discussed through the research questions:

Teachers’ views about their teaching performance after viewing their own recordings.
The findings of this study showed that observing their own video recorded lessons made teachers perceive some inadequacies about their performance. However, with the second interview most of the teachers stated that they altered and improved these inadequacies.  Moreover, they realized that their performance with the second lessons was much better from that in the first one. Sherin and van Es (2005) stated that video recordings of lessons in teaching can provide teachers   specific information for the analysis and evaluation of their classroom teaching performance, from an observer perspective.  

Teachers’ views about the Video recordings as a reflective teaching tool.
The results of the present study showed that all participating teachers from Near East University schools stated that the video recording was undoubtedly useful as a reflective teaching tool. They stated that most of the essential elements of the teaching and the learning process could be captured through recordings, and more importantly, they realised the value of video recording as it provided providing opportunities for them to review and reflect on the strengths and weaknesses of their teaching performance. GTC (2007) stated that “collecting data from classroom activity can help teachers identify and reflect on critical incidents that illustrated what did and did not work well, and to plan what they would do differently next time”(p. 6).  Video as a reflective teaching tool is often seen as a genuinely useful way of providing feedback to teachers in various kinds of teaching and learning situations. It develops the teachers’ ability to articulate and reflect on what happens in their lessons. 

The effect of   video recordings on EFL teachers' teaching performance when used as a reflective teaching tool.
One of the most important results of this study is that video recorded self-observation enabled teachers to be more careful while considering their performance as teachers of English as a foreign language. Warayet (2011) stated that “The reason for using video is to have a good chance for deep analysis of talk and embodied action” (p. 2). Consequently, most teachers changed their style, beliefs, and the methods they used while teaching English as a foreign language after viewing the video recording of their first lessons. However, it had been found that there were significant differences in teachers’ performances when comparing the first lesson with the second one. Moreover, significant difference between Group 1 and Group 2 was found comparing the second lessons. Table 12 and 13 explain the differences between Group 1 and 2.
Table 12  

The Comparison of Groups one and two concerning their performance in the first lesson.
	Items
	Group 1
	Group 2

	Methods or approaches
	Audio- lingual method
	Audio- lingual method

	Accuracy or fluency
	Accuracy 
	Accuracy

	Central techniques
	Drilling
	Drilling

	Native language
	Forbidden 
	Forbidden

	Interaction
	Only with teacher
	Only with teacher

	Centred method
	Teacher
	Teacher

	Flexibility
	No
	No

	Focus 
	Structure
	Structure

	Errors
	Prevented 
	Prevented

	Motivation
	No
	No

	Teacher talking time
	a lot
	a lot

	Materials
	Course book and the W.B
	Book and whiteboard

	Pair or group work
	No
	No

	Class atmosphere
	Boring
	Boring

	Technology
	No
	No

	Participation
	No
	No

	error Correction 
	Directly
	Directly

	Focused on textbook
	Yes
	Yes

	Use of Games and songs 
	No
	No


*Group (1) represented (primary, secondary, and high schools)

*Group (2) represented (preparatory school and English department) 

 Table 13 

 The Comparison of Groups one and two concerning their performance in the second lesson. 
	Items
	Group 1
	Group 2

	Method or approach
	CLTA
	Audio- lingual method

	Accuracy or fluency
	Fluency
	Accuracy

	Central techniques
	Communicative activities
	Drilling

	Native language
	May used 
	Forbidding

	Interaction
	With teacher and students
	Only with teacher

	Centred method
	Students
	Teacher

	Flexibility
	Yes
	No

	Focusing 
	Language
	Structure

	Errors
	Allowed
	Prevented

	Motivation
	Yes
	No

	Teacher talk time
	No
	Yes

	Student talk time 
	Yes
	No

	Materials
	Pictures, flash card, Audio
	Book and whiteboard

	Pairs or group work
	Pairs
	No

	class atmosphere
	Active 
	Boring

	Technology
	No
	No

	Students’ participants
	Yes
	No

	Correction errors
	Feasible 
	Directly

	Focused on textbook
	No
	Yes

	Using Game, songs 
	Yes
	No


 Sherin and van Es (2005) stated that video recordings of lessons in teaching can provide teachers with specific information for the analysis and evaluation of their classroom teaching performance, from an observer perspective, with an unlimited access. The creation of electronic platforms for teachers to store videos of lessons in teaching practice and add comments on teaching performance is one of the possible approaches to promoting the depth and quality of self -reflection. The teachers improved their performance after viewing the video after the first lesson. 
Teachers in group one, David, Maria, and Natalia, added new materials and games in their second lessons,  changed their styles, used pair work, reduced teacher talking time, motivated students more, and used new strategies in teaching (see table 12). On the other hand, teachers in group two, Rebecca and William, discovered some missing points in their lessons, but they did not change their techniques, style, performance, and beliefs in teaching. Basically, the findings regarding the importance of using video recordings as a reflective tool are in compliance with the literature highlighting the power of video in promoting detailed reflection. Video might be used as a reflective tool, because unlike the other reflection tools, video, the only audio-visual reflection tool, enables teachers to experience a great deal of self-confrontation, which refers to “a process where individuals are exposed to information about how others see them in an ‘external’ view” (McCurry, 2000, p. 7). Video recording is the pillar of reflective practice. Christodoulou (2010) stated that “With the audio or especially video   help it is possible to record the lesson in a much greater detail than with any other method and it is indisputably very objective as it captures the reality of a lesson as it is”(p. 220). In addition, Richards (1991) stated that “Video recording captures the moment to moment processes of teaching. Many things happen simultaneously in a classroom and some aspects of a lesson cannot be recalled” (p. 4). Remembering more about their teaching with the help of video, the teachers probably will have more ideas to put into their teaching after video recorded self-observation. As Connor & Killmer (1994) suggested, video recording encourages teachers to be more specific and descriptive in their reflections, which might explain why the teachers in this study were able to come up with new style and new thoughts in the second lesson after viewing the video recording  the first time. Moreover, most teachers discovered some problematic issues about their teaching. However, teachers need to develop the skill of self-reflection. Yassaei (2012) stated that the ability to think about their performance objectively and open-mindedly is another factor that determines their engagement with reflection and reflective teaching. He added “Moreover, believing in change, as well as the usefulness of reflective teaching, are essential factors in their involvement in reflective teaching” (p.  256). Furthermore, they should know and practice reflective teaching techniques to understand more deeply their teaching beliefs and styles. 
The research’s observation through the video.
The classroom is the most formal setting where the educational processes occur. It includes the interaction phenomenon through which the teaching and learning issues are achieved and organized by teachers and students. In the classroom, both teachers and students perform a variety of different types of actions in order to accomplish classroom activities. Wang (2012) stated that “Who we are is as important to our teaching as what we teach (content) and how we teach it (method)”. (p. 56).
 Reflective teachers need to obtain deeper understanding about their teaching and recall their lesson again to see the shortcomings and the strengths in the teaching process. Richards (2006) stated that reflective teaching is the teacher's thinking about what happens in classroom lessons, and thinking about alternative means of achieving goals or aims. It is concerned as a means to provide students with an opportunity to consider the teaching events thoughtfully, analytically and objectively, it is a process in which experience is recalled, considered and evaluated.
The power of video recording is to determine some issues related to classroom disturbance.  Teachers detected some vital problems disrupting the flow of their lessons. Video thus served as a crucial awareness-raising tool, enabling teachers to become aware of a problem occurring during the lesson. William said that the noises outside and the late students could disrupt the lesson. Rebecca complained about the hot weather which she thought triggered some student misbehaviour. Maria noticed some misbehaviours of some students who were sitting in the back of the class.    Natalia, after viewing the second video recording, discovered some issues related with pair work. Some students were asking to work with a specific friend, moreover some students were rejecting to be with a peer   chosen by the teacher, and they asked for a friend of the same gender. However, Natalia knew about the problem and she stated that she was going to work on that by finding solutions and the reasons behind those issues. This problem arose, at the beginning of the academic year, when the class automatically divided itself into two; Girls against boys, probably due to teenagers and puberty. Both genders disliked each other very much (Natalia, informal interview). David stated that the student-centred method might make teachers feel less active and students more active. Rebecca complained about the language levels of students and she thought that her method was the only effective method which could work. Natalia and Maria, after viewing the video recording, stated that they were going to change the places of the students who sat in the back of the class and put them at the front because the video had showed some students who sat at the back of the classroom misbehaving, such as throwing scraps of paper which led to loss of concentration for other students. Rebecca changed the classroom for the second lesson, after viewing the video, and after discovering that her students did not feel relaxed because the class was hot and facing the Sun. As Gebhard stated, video recorded self-observation helps teachers make plans for future lessons, because it gives teachers a chance to explore their own teaching (2005). 

Some teachers were shocked while watching themselves in the video recording. While watching the teaching performance, the teachers made comments particularly focusing on their body language, posture, gestures; teacher’s talking time, language, and position in the classroom. “I’m constantly moving, I do not know if it is good or bad. I’m constantly making gestures, hand gestures, arm gestures and face mimics. Constantly doing something with my hands” (Natalia). Also the teacher  not giving enough time to students to answer the questions, teachers’ relaxation, and appearance, all of which are difficult to notice without the video. “I talked too much; I’m actually talking for 40 minutes none stop. I think the children might not have had enough time to answer my questions or maybe I did not give them time. I answered for them I’m constantly moving” (Natalia).

 According to the teachers, most teachers generally reflect on issues related to the flow of their lesson, but do not reflect on other   points, because they do not have the chance to see themselves as an outside observer. Because the video recording allows teachers to both see and hear their own work (Jensen et al., 1994), it is an invaluable tool in putting a distance between self and other (Roth, 2003). 
The same kind of effect of video recorded self-observation on levels of reflective thinking was also observed when the first and second lessons were compared. Some teachers changed the whole method they followed in the first lesson and there was an increase in materials used and development of new ideas that helped students handle the language issues. That is, video as a reflective tool enabled the teachers to become more self-reflective. Because video makes it possible to observe and reflect on one’s self, teachers are given the opportunity to move beyond superficial responses to their teaching and instead achieve a higher level of awareness of their teaching, the decisions they make while teaching, and the value and consequences of these decisions (Richards, 1991). It is this awareness that might have helped the teachers to reflect at higher levels as a result of video recorded self-observation in this study. However, this result does not seem to have an equal effect on each teacher. 
The teachers in Group 1 were able to remarkably increase students’ talking time and reduce teacher’s talking time, and added new materials to their second lessons. Furthermore, they changed the way or techniques they taught grammar after discovering the method they used in the first lesson was not suitable. Grammar books often have many   great exercises to help students practice and then master grammar skills, but the classroom may not be the best place for using all of those activities. When possible, teachers should assign written activities as homework and use classroom time for more interactive and communicative activities. The students will still complete their written practice, but they will be saving the less energetic assignments for homework. 

In fact, teachers in Group 1 switched to communicative language teaching approach in the second lesson while they were using the Audio Lingual method (traditional method) in the first lesson. Communicative classes focus on communication and language use by students rather than theory and repetitive practice and encourage students to use the language they know to get their meaning across. It is vital in grammar lessons, to include speaking activities and give the students a chance to put their language knowledge  to practical use whenever possible. Moreover, teachers in Group1 added games, songs, flash cards, and followed new strategies in teaching like hidden vocabulary items on the whiteboard, they motivated the students to engage with each other and with the language, by using more of the student-centred method, and they were flexible at using the textbook and dealing with students. On the other hand, teachers in group two, who were less reflective, compared to the first group, did not change much in their style and beliefs. This finding of this study supports the results of a study of in-service teachers in Australia which revealed that “the video technique appeared to have limited impact; the experienced teachers may have been unwilling to change” (Muir et al, as cited in Arnold & Wayatt, 2012, p. 220). Teachers in group 2 did not change the teacher centred- method, they still talked too much, they followed the textbook only, remained inflexible, and they repeatedly said that grammar was a boring lesson. Their lesson was still profoundly boring. “I say it is a pretty boring lesson it is unfortunately practicing grammar is pretty boring lesson” (Rebecca). While William said “Grammar is boring actually in general it is a boring lesson, just sometimes doing the exercises”. If these are opinions of the teachers’   regarding grammar lessons, we need to consider   students’ opinions and reactions about grammar lessons as well.  Shall we stop teaching grammar? Are there any techniques or methods to follow to prevent grammar lessons from being boring? Have teachers heard about techniques such as role-play, jigsaw, problem solving, basic pattern, write- pair- switch, number heads together (traveling heads), carousel, and role?

 It is remarkable to mention that group work had been neglected completely.  In spite of the importance of group work which increases students talking time and enhance student confidence and motivation, teachers did not use it. Richards and Bohlke (2011) stated that group work in language classes, increases students’ talking time, helps promote self-esteem, and can increase student motivation by providing a risk-free environment for language practice. Moreover, Jones (2007) believed that the only solution for big classes is students working together “Actually, the larger the class, the more necessary it is to have a student centred class. The only way to give all the students’ time to speak is by having them work together” (p.  4). In fact, another result which came about from the study was that most teachers complained about time limitations. They stated that the lack of students’ participation was because of time limitations and they needed more time to make all the students participate in the lesson. Natalia and Maria said that they had a syllabus to follow and that they had daily and monthly plans, therefore, in order to cover everything in the textbook they needed to hurry. According to my observations, teachers were looking at their watches all the time to see how much time they had  ; therefore, students lost the chance to participate in the class activities properly.
 Another conclusion which came about with the study was that all teachers in the first lesson used Audio lingual method which depends on accuracy.  The teacher is seen as the corner stone of the teaching process in the Audio-Lingual Method, which is teacher-directed. In this method, the heavy weight of teaching is laid on the teachers’ shoulders. They are the model of language instruction (Richards & Rodgers, 2007). The teacher controls the learners and prevents them from doing anything that might conflict with the theory. Students are expected to interact with the language system to control materials. The target linguistics system will be learned through the over teaching of the patterns of the system, drilling is the central technique, language learning is learning structures, sounds, or words. Using the structure of grammar  and form more than meaning and communication, the use of native language is forbidden, language is habit ,so errors must be prevented at all costs (Richard and Rodgers 2007). Also, according to (Richard & Rodgers 2007) the students are seen as organisms that can be directed by skilled training techniques to produce correct responses. They only respond to what the teacher asks them to do, they are not allowed to initiate interaction (especially in the early stages of instruction) for the reason that they might make mistakes which hinders their learning. They have to only   repeat what the teacher says at the beginning (even if they do not understand) just to learn the accurate structure. In fact, teachers in group one had changed the techniques completely and adopted the Communicative language learning approach (CLTA) which focuses on fluency. In CLTA, acceptable language is the primary goal, language learning is learning to communicate, drilling may occur, but peripherally, any device that helps   learners is accepted, varying according to their age, interest, and etc. The use of the native language is accepted where feasible, teachers help learners in any way that motivates them to work with the language. Students are expected to interact with one another, either through pair or group work. The teacher cannot know exactly what language the students will use because the procedures are flexible and teachers do not completely depend on a textbook and syllabus (Richard and Rodgers 2002). According to my observations, communicative language teaching approach is a very effective technique to follow. Students were motivated and they were happy to learn and they liked to be in class more than once. They were engaged with the language and that supported the study in the same institution (NEU) by Aksoy (2010) which revealed the importance of using communicative practice to enhance learning performance. On the other hand, group two repeated the traditional teaching method (ALM) they adopted at the first lesson.
Anxiety and stress. 

The question here is whether video recording in the class could affect teachers’ and students’ behaviour and consequently the lesson in general. There are two points of view about this.  On one hand, Richards and Farrell (2005) believe that “its presence and the knowledge that the lesson is being recorded will influence the dynamics of the lesson, resulting in a lesson that is not really typical or representative” (p. 43). However, Hasanbasoglu (2007) came up with the results that “Although the teacher trainers stated that they did not feel any different behaviour because of the video; there is a possibility that video recording encouraged different behaviours like confidence” (p. 106). According to my observations and the video recordings, there were no different behaviours from teachers and the students as well. On the contrary, teachers and students show encouragement and eagerness to teach and learn specially in the second lessons. Moreover, teachers were more confident during the second lesson.

 
The problem of using a video recording device in class can be reduced by recording several subsequent lessons, at least two, so that the teacher and the students get accustomed to the presence of the recording device. According to my observations and the video recordings, there was no anxiety or stress experienced by teachers especially with the second recording because of the presence of the video recording device. Although Rebecca said that the students disliked being video recorded, some students stated during the informal interviews with me that they liked the idea and they felt lucky because their class had been chosen to be video recorded. Teachers in group one liked the idea of being recorded. Video recordings provided teachers with motive for and confidence. Also, some teachers were eager to be filmed especially in the second session. So they could observe the changes had made to their teaching style.
Self-observation.
It is remarkable to mention that this study strongly supported the video recording being a reflective teaching, a self-evaluation and a self-observation tool.  As a matter of fact, the teachers dislike to be observed by others as Cosh (1999) propounds that many teachers may still feel nervous about being observed. Therefore, teachers need to develop ways to observe themselves in order to improve their teaching process and get feedback because they are in a good position to observe their teaching process (Richards, 2007). However, the researcher has strongly recommended that teachers have to video record their lesson at least two times  every year  during the course of the academic year, one at the beginning and the second at the end, and view the video recording of their class and share it with peers or other teachers in the same field. In addition to this, supervisors need to watch the video recordings and provide the teacher with constructive feedback. Video is a valuable tool which not only does it help to identify areas requiring improvement for teachers, but also gives them an honest image of their teaching performance. The act of teaching leaves little room for objective observation. The experience of watching one's own teaching offers a surprisingly helpful point of view. Another conclusion of this study revealed that traditional self-observation like memorization and dairies may lose some important aspects of observation of their teaching process because they cannot physically recall the lesson again. But with video recording, everything can be recalled easily. Richards (1991) stated that  “Many significant classroom events may not have been observed by the teacher, let alone remembered, hence there is a need to supplement diaries or self-reports with recordings of actual lessons” (p. 8).   
Experienced teachers unwilling to change.

Even though the current research is focusing on the significance of using video recording as a reflective teaching tool, another conclusion came about with the study. “Although your research project has a stated central focus, you do not really know what particular story, of the several possibilities, you will tell (Glesne, 2006, p. 148).  The other finding of this study supports studies of in-service teachers in Turkey (İsmail ÇAKIR, 2010) and in Australia, Muir et al., as cited in Arnold& Wayatt, 2012, p. 220). The study revealed that “the experienced teachers were unwilling to change”. Teachers should be able to change their attitudes they have when they are found useless. Particularly, as is known, there is a rapid development in teaching techniques, methods, and most importantly in educational technology. Therefore, teachers need to update themselves day by day in order to teach effectively. It might be that the teachers believed in the way they were students and how they were learning. Richards Lockhart and (2007) discuss teachers’ beliefs, and where these beliefs come from. Some teachers believe in their thoughts and ideas about their teaching considering them as effective teaching styles. “Teachers’ beliefs systems are built up gradually over time”      (p. 36). All teachers were once students and their beliefs about teaching are often a reflection of how they themselves were taught, experience of what works best. For many teachers experience is the primary source of beliefs about teaching. Because of the experience teachers were learning the language through traditional concepts, they need to repeat the same procedures they follow when they were students and expose it to their students. Figure 7 explains the difference between one and group two concerning the second lesson.                                                              
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Figure 7. The difference between one and group two concerning the second lesson

                 Figure 8 explains the percentage of reflection among teachers which including the changing in (teachers’ belief, techniques, TTT, seating, reflection in the second lesson, opinion about video recording as reflective teaching tool.                                    
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Figure 8. The percentage of reflection among teachers  

      Figure 9 explains the teachers’ opinion about video recording as reflective teaching tool. We can see that all teachers, in both interviews, have the same positive attitude about video recording as a reflective teaching tool.                                                                      
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Figure 9.Tthe teachers’ opinion about video recording as reflective teaching tool
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Figure 10. Some teachers being unwilling to change
 Educational Implications

The results of this study are consistent with the literature on reflective practice. They support the idea that the video recording   is an effective tool encouraging reflection, because through video recorded self-observation, teachers can watch themselves as other people see them, which helps them to explore their teaching more objectively (Romano & Schwartz, 2005; Hasanbasoglu,2007). Watching themselves teaching, they notice many aspects of their practice of which they are otherwise unaware of both during and after a lesson (Roth, 2003).

Thus, this study shows that it is worth incorporating the video into teacher observations conducted in NEU schools. The researcher video recorded two separated lessons for each teacher. We can say it is a kind of self-observation and self-evaluation. By watching the recordings of their actual lessons as outside observers, teachers are more likely to remember or notice what actually happened in their lessons; this allows them to discuss their teaching performance and style through the interview.

Because of the possible logistic difficulties of using a video, the teacher might use this reflective tool twice a year rather than in every teacher observation. Having one video recorded self-observation at the beginning and one at the end of the course might not only give teachers the opportunity to benefit from video recorded self-observation, but also see the progress they made in their teaching through the course of the year. 

Another possible use of video recordings as a reflection tool was suggested by the researcher that teachers can exchange and share their recordings with other trusted teachers at the same school or different schools and they might watch the video recordings together. Furthermore, they can discuss the important issues about their teaching performance and style and share information about useful techniques. They can exchange new ideas and apply new techniques in a friendly way; therefore, teachers need to develop the ability of observation and enhance their performance and style.
Recommendations


From the general conclusion of the research, it is believed that most of the English language teachers of the Near East schools and department need to use   video recordings as a reflective tool. Teachers need to see themselves and discover the shortcomings of their teaching process in order to improve their teaching techniques and beliefs. In short, based on the conclusions of the study the following recommendation can be made:
· The supervisors and monitors need to encourage their teachers to video record their lessons for self-evaluation and self-observation. They need to update the traditional observation by adopting more effective ways of observation, like self- observation. 
· EFL teachers should have at least two video recorded lessons; one at the beginning of the year and on at the end of the year. The supervisors need to encourage friendly discussion about those videos to provide constructive feedback and exchange refreshing ideas. Moreover, the supervisors need to encourage teachers to use this device and share it with other peers or colleagues in the field. 
· Self- video recording needs support, both within schools and externally, e.g. through constructivist in-service teacher education. Policy makers planning, and the teachers themselves.
· General meetings can be organized for the English teachers by the head of the English Department in order to research and present new ideas and techniques concerning reflective teaching for those who do not have a clear understanding on methods and approaches in teaching English as a foreign language.
· At the beginning of the academic year, an educational class can be arranged by the headmaster showing teachers how they can improve their teaching practice by using video recordings as a reflective teaching tool. Moreover, the headmaster should find ways to encourage teachers to share the video recordings with their peers and other teachers for exchanging ideas. 
· Teachers need to be encouraged to develop their teaching practice through enrolling in a master degree programme in ELT which provide and introduce new trends, techniques and methodologies in the field.

·  Teachers should be able to change their attitudes they have when they are found useless. Particularly, as is known, there is a rapid development in teaching techniques, methods, and most importantly in educational technology. Therefore, teachers need to update themselves day by day in order to teach effectively.
· Experienced teachers resist changing their routine, behaviours, norms, traits, and beliefs claiming that they do not need any professional development because they are experienced enough. Needless to say, teachers should be the first people to keep up with the new developments in the field in order to apply them adequately in classes.
Recommendations for Further Research
Drawing on the findings and limitations of this study, suggestions for further research can be made. Because this study was conducted with the participation of five teachers, it was not possible to generalize the results to all teachers. Therefore, the same study could be replicated with the participation of an increased number of teachers, which can make the results more generalizable. Moreover, more than two video recordings for each participant need to be adopted.  Another possibility for further research would be to determine why teachers do not apply reflective tools and to find ways to encourage them to video record   their classes. Moreover, experimental study another possibility for further research would be to determine whether experienced teacher are willing to change or not. 

In general, reflective teaching asks teachers to care about their teaching in the way they ask students to care about their learning. Teachers need to see and watch themselves in the way that students see them. Teachers need to collect data about their lessons and then analyse them. Teachers should be able to change their attitudes they have when they are found useless. Particularly, as is known, there is a rapid development in teaching techniques, methods, and most importantly in educational technology. Therefore, teachers need to update themselves day by day in order to teach effectively. Experienced teachers need to alter their beliefs in teaching considering the changes in this new digital age with various learner needs. Teachers should not resist changing their routine, behaviours, norms, traits, and beliefs claiming that they do not need any professional development because they are experienced enough. Needless to say, teachers should be the first people to keep up with the new developments in the field in order to apply them adequately in classes. Finally, good teachers   learn from students, peers, supervisor, from their own trial and error, and from the relevant academic environments.
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APPENDIX (A)

THE QUESTIONS

1- What do you think about your performance of teaching today’s class?

2-  Have you achieved your teaching objectives? Why? Or Why not?  

3- Do you think that your lesson was effective? Why? Why not?  

4- What problems did you encounter during the lesson and how did you deal with them?

5- Have you used the teaching materials effectively?

6-  What was the best part of the lesson? Why?

7-  What were the most and least effective parts of the lesson?

8-  What feedback have you received from the students after the lesson ?

9-  What would you do differently next time you teach the same lesson ?

10-  Have you discovered anything new about yourself and your teaching after class?

11- If you were a student in this lesson, would you say it was   a good lesson? Why?

12-  What do you think about reflecting on a video recording lesson? Is the whole process useful or a waste of time?

APPENDIX (B)

THE PERMISSION
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NEAR EAST UNIVERSITY

DEPARTMENT OF ENGLISH LANGUAGE TEACHING

INFORMED CONSENT TO VIDEO RECORDING
You have already agreed to participate in a research study entitled: ………………………

((The effect of using video recording as a self-reflection tool on the teachers’ performance)) conducted by ((Hayder Ali Abdulridha Al-Zubaidi)).   We are asking for your permission to allow us to video recording you as part of that research study. Your participation in this study is voluntary. You may withdraw from the study at any time without penalty.
The recording(s) will only be used for research purposes although short video clips may be used for presentations where the results of the research will be presented. The identity of all teachers and students on the video recordings will be kept anonymous. Research materials are not accessible to anyone who is not on the supervision committee. The recording(s) will be stored in a secure location and will not be used for any other purpose without your explicit written permission.

Your signature on this form grants the researcher named above permission to record you as described above during participation in the above-referenced study.  The researcher will not use the recording(s) for any other reason than that/those stated in the consent form without your written permission.  

CONTACT
If you have questions at any time about the study or the procedures, you may contact Assoc. Prof.  Dr. Mustafa Kurt. His contact information is as follows: 

Email: mkurt@neu.edu.tr   Phone: 0542-862-8065

If you feel you have not been treated according to the descriptions in this form, or your rights as a participant in research have been violated during the course of this project, you may contact the Department of English Language Teaching by e-mail at info@english.neu.edu.tr
CONSENT 

I have read this form and received a copy of it.  I have had all my questions answered to my satisfaction.  I agree to participate in the study.

Subject's name: _______________________________________  

Subject's signature: _________________________Date: _________________ 
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