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i 

Abstract 

 

Reflective practice theories and concepts are particularly prevalent in teacher education. 

However, researchers have paid little attention to L2 teacher-learners' reflections on their 

academic and social experiences while studying abroad in an MA TESOL program. Therefore, 

the present case study aims to fill those gaps by (1) analyzing how MA TESOL modules foster 

teacher-learners’ reflective abilities and (2) what critical incidents inside and outside of the MA 

TESOL program the participants believe are significant for their teaching and life-long learning 

journey. In-depth interviews were carried out to investigate participants’ reflections on reflective 

activities offered in their MA TESOL program, and narrative inquiry was applied to explore the 

reflection on their critical events occurring inside and outside the program. Equally importantly, 

Farrell’s framework for reflecting on practice (2015) was applied to analyze participants’ 

reflections in depth. The results revealed that the participants' reflective capacities had been 

promoted in different dimensions thanks to the reflective activities designed in the modules. 

These include personal level (gaining new knowledge and self-questioning their pre-existing 

assumptions), interpersonal level (a group discussion with classmates), and experiential/action 

level (applying theory learned to a planned project referring to a local context). Moreover, while 

the critical incidents of tutor’s behavior inside the classroom prompted participants to 

contemplate their classroom management and teacher-student empathy, communication 

breakdown and language varieties encountered outside the classroom encourage them to reflect 

on their English teaching and learning experiences. The findings might help course leaders 

thoroughly understand their students’ experience and embed more reflection-prompted activities 

in module content and program syllabus. 

 

Key words: reflective practice, critical incidents, Farrell’s framework, professional 

development 
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CHAPTER 1: INTRODUCTION 

 

1.1. Background to the study 

Studying abroad, for L2 pre-service and in-service teachers of English, is an invaluable 

experience for their personal and professional growth. The reflection on academic and social 

experiences of international MA TESOL students is becoming a popular topic for English language 

teaching (ELT) researchers (Copland et al., 2017). With the growing global market for MA 

ELT/TESOL programs, as well as the financial benefits and cultural diversity that L2 students bring 

to a university, it is critical for course leaders and module tutors to understand how MA TESOL L2 

students perceive the course in general (Ushioda et al., 2011). It is good for them to know whether 

what students have been taught is what they actually desire to learn, to what extent their perceptions 

about pedagogical knowledge, teaching techniques, and methodology learned in an English-

speaking country have been shifted after studying abroad, and any possibilities those changes can 

be applied in their local context. Correspondingly, some incidental events they encounter outside 

of the classroom on a daily basis in an English-speaking country would possibly enlighten and 

significantly consolidate their understanding about second language acquisition and the 

instructional approach to their lessons. Therefore, it is worthy to understand international students’ 

desires, expectations, and current experiences gained from their critical reflection while studying in 

their MA TESOL program. 

Studies on teacher education programs tend to investigate reflective practice (hereafter 

RP) in any of three approaches, with three subjects of participants: in-service teachers, pre-service 

teachers, and language learners in qualitative, quantitative, and mix-method research. The first 

popular group of studies focuses on in-service teachers in which teachers recall and evaluate their 

lesson, peer feedback, mentoring session, or their quality of RP (Chi, 2010; Gudeta, 2022; Kassner 

& Cassada, 2017; Kharlay et al., 2022; Saputra et al., 2020). A second considerably larger body of 

research delves further into pre-service or in-service teachers’ patterns and levels of reflection via 

various reflective tools such as journals, observations, surveys, or narratives (Barkhuizen, 2010; 

Fahim et al., 2013; Kang & Cheng, 2013; Mitton-Kűkner & Akyűz, 2012; Nguyen, 2013). The 

application of RP in the language learning development of L2 language learners is the third set of 

studies, and also the least popular approach to RP, in which researchers attempt to apply RP as a 
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metacognitive strategy to understand a specific problem of language learners (Başoğul & Raffard, 

2018; Cholisah et al., 2021; Cooke, 2013; Vitanova & Miller, 2002; Widodo & Rozak, 2016). 

Only a relative handful of studies have specifically examined reflections of L2  

students on their academic studies in a teacher training program (Anderson, 2018; El-Sakran, 

2014; Kobayashi, 2020; Nguyen & Dao, 2019; Yassaei, 2012). There is even a scarcity of 

literature review on incidental events that students encounter inside and outside the classroom, 

which might stimulate more critical reflection on their English language teaching and learning. 

All of the daily incidents, whether they are related to their studies, such as informal discussions, 

peer coaching meetings, or workshops, or might be communicative incidents related to 

everyday social experiences and unrelated to their studies, can act as fruitful resources for their 

critical reflection on their incidental foreign language acquisition and possibly alter their 

perspectives of language teaching and learning. Students’ voices from their self-reflection in 

their module activities and their personal stories in some incidental events would answer the 

question of how well an MA TESOL program matches the student's needs and how their 

perceptions have changed after finishing their study abroad (Phillabaum & Frazier, 2013). 

1.2. Rationale 

The present study attempts to fill those gaps by exploring how MA TESOL teacher-

learners’ ( hereafter TLs) critical reflection on academic and social experience has developed 

for one year MA TESOL program in the UK. My motivation to conduct this study is twofold. 

First, my reflective experience and a lifelong learning mindset have prompted me to conduct a 

study to investigate how RP plays its role in L2 English teachers’ continuing professional 

development (CPD), and how TLs engage in an academic transition from their home institution 

to the new academic environment. Second, RP of MA TESOL TLs critical incidents is an 

important issue that might attract the attention of international MA fellows. This is an 

opportunity for them to raise their voice through their critical self-reflection and benefit from 

other reflective stories as a form of CPD. 

I choose to include critical incidents in my research because I hope module tutors and 

course leaders might gain a better understanding of how TLs view daily events and how those 

incidental occurrences influence the way they think about teaching and language learning in 

general. Teacher educators can clearly observe teacher-learners RP as it is expressed in their 

assignments and classroom activities, but they cannot notice all instances that their students 

meet on a daily basis, which can be considered valuable resources for their language awareness 
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and acquisition. For that reason, this study hopes to depict some slices of life so that module 

tutors and teacher educators in the UK can appreciate the importance of critical incidents in RP 

for non-native TLs. 

1.3. Research Aims and Objectives 

The current dissertation aims to investigate MA TESOL teacher-learners (TLs) 

reflections on their learning experience in the UK and how critical reflection has been fostered 

among students in the MA TESOL program. It is inspired by the “reflective journey” (Farrell, 

2019a) associated with students’ personal and professional experiences, as well as the need for 

ongoing professional development. To achieve that research goal, this dissertation seeks to 

answer these research objectives: 

(1) First, investigate how reflective practice has been fostered throughout the MA 

TESOL program 

(2) Second, describe what and how critical incidents, occurring inside and outside of 

the class can help students reflect on real-life English and their English teaching in practice. 

With the above-mentioned research aims, the research questions are as follows: 

(1) How do MA TESOL modules foster participants’ reflective abilities? 

(2)What critical incidents inside and outside of the MA TESOL program do 

participants believe are significant? How do those incidents encourage them to reflect on 

their previous teaching experience? 

1.4. Theoretical context of the study and key concepts 

The most updated definition of reflective practice (RP) can be found in Farrell's work 

(Farrell, 2019b) who claims that RP is a cognitive process in which teachers systematically 

gather data about their teaching practice through dialogic talks with others to make "informed 

decisions about their practice both inside and outside the classroom.” (p. 28) By doing 

reflection, teachers are more aware of the mismatch between formal theories and their ongoing 

teaching practice, or what they are teaching and what students actually learn. According to 

(Farrell, 2015a), a useful way to unearth those issues is to examine critical incidents, which 

mean the “general events happening inside and outside the classroom that have a meaningful 

impact on their teaching and might entail a significant change in their personal and professional 
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life” (Farrell, 2015a, p. 73). Critical incidents play a pivotal role in RP as it encourages teachers 

to have a critical observation about “emotional experiences, communication difficulties and 

challenges to pre-existing knowledge” (Cushner & Brislin, 1995, p. 13). 

From the above-mentioned analysis, it is undeniable that RP is essential for teacher 

development and should be fostered throughout any English training program. However, RP 

itself by nature is rather abstract that necessitates a theoretical base to measure its influence on 

TLs and promote its regular practice (Tran, 2022). Recently, several studies have employed 

Farrell's (2014) framework of reflecting on practice to scrutinize how RP can facilitate TLs in 

their professional growth (Farrell, 2015b; Farrell & Macapinlac, 2021; Playsted, 2019; Tran, 

2022). This five-stage framework for reflecting on practice comprises philosophy, principle, 

theory, practice, and beyond practice (Farrell, 2015a, p. 23). The breakdown of this structure 

will be meticulously analyzed in Chapter III – Methodology. 

The research continues with the literature review, methodology, analysis, discussion, 

and conclusion. Finally, limitations and the contribution of research are also highlighted. 
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CHAPTER 2: LITERATURE REVIEW 

The second chapter reviews the theoretical background for the study, compares various 

reflective practice frameworks, provides description of reflective practice in teacher education, 

and theories surrounding critical incidents.  

2.1. Reflective practice in teacher education 

2.1.1. Definition of reflective practice 

The very first definition of RP is initiated by (Dewey, 1933) who conceptualizes 

reflection as an “active, persistent and careful consideration of any belief or supposed form of 

knowledge in the light of the grounds that support it and the further conclusions to which it 

tends” (p. 9) This definition seems to signify that RP is an inner dialogue of a person and the 

self-examination of his own perceptions, knowledge, and belief throughout the process  (Tran, 

2022). In the same vein, Schön (1987) also resonates with this idea when he refers to RP as a 

thoughtful contemplation of one’s own individual practice while being coached by more 

successful practitioners in the same discipline. The present study, however, adopts a more 

holistic and comprehensive approach of Farrell (2015a), in which the definition of RP is 

claimed below: 

[reflection is] a cognitive process accompanied by a set of attitudes in which teachers 

systematically collect data about their practice, and, while engaging in dialogue with 

others, use the data to make informed decisions about their practice both inside and 

outside the classroom (Farrell, 2015a, p. 123). 

Farrell’s definition of RP seems to be an appropriate choice for a theoretical 

foundation of the present study because it is suitable for the aims, and the subjects of 

overseas TLs investigated in this research. The experience of non-native TLs studying 

abroad, in relation to academic, emotional, and sociocultural dimensions of reflection could 

help them frame and reframe their assumptions, beliefs, and perceptions about language 

teaching and learning through interaction with others (Bolton, 2010), which appears to be 

the key feature of MA TESOL program at the University of Warwick and also appropriate 

for this study’s research design. 

2.1.2. Framework for reflective practice 
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Studies on RP would be criticized if they lack systematic theoretical underpinnings 

(Tran, 2022). Hence, a specific guideline or framework to make the process of reflection more 

data-led, evidence-based, and effective is definitely necessary (Walsh & Mann, 2015). Within 

the scope of the present study, this dissertation compares two relevant frameworks as follows: 

First, a framework suggested by Larrivee (2008) provides an advanced approach to 

scrutinizing the four levels of a teacher's reflection 

Table 2.1: Four levels of a teacher’s reflection by Larrivee (2008) 

 

Interestingly, each stage of these frameworks can be referred to one of Schön's (1987) 

two types of reflection: reflection-in-action and reflection-on-action. While reflection-in-action 

implies that teachers reshape their instructional practice as they go, reflection-on-action is a 

delayed reflection in which teachers reconsider classroom events or any occurrences in the class 

that have an impact on students' learning and the quality of a lesson. The earlier stages/levels 

of this framework can be classified as reflection-in-action, whereas the later ones can be 

classified as reflection-on-action because they require teachers to consider implications of 

ethical and sociocultural aspects that are beyond the scope of the practice. 
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However, Farrell’s framework for reflecting on practice (2015a) seems to cover all of 

these issues when it taps into teacher’s reflection (inside and outside the classroom) from 

teachers’ principles, theories, and historical and practical perspectives. This framework seems 

to be most suited in my study since all dimensions of L2 TLs’ reflections have been scrutinized. 

His five-stage framework, which includes philosophy, principle, theory, practice, and beyond 

practice, is outlined in detail below (Farrell, 2015a). The following parts explain how these 

stages are relatable to the current study. 

Philosophy 

This stage encourages teachers to think about their life experiences from the 

perspective of “teacher-as-person” (Farrell, 2015a). Any personal stories related to teachers’ 

“inner world” (Farrell, 2015a, p. 38) such as cultural, family, and educational background, 

should be discovered since they help teachers connect their life history with what and how they 

want to teach in their lessons. The insights of past experiences may have an impact on their 

current teaching practices (Farrell, 2015a). 

Principle 

The second level of the framework requires teachers to reflect on their beliefs, 

assumptions, and conceptions of language learning and teaching. Closely related to philosophy, 

the principle is the decisive factor behind teachers’ classroom action. Basically, one’s principle 

can be examined by asking questions about what they believe is right or wrong based on their 

maxims, images, and metaphors (Farrell, 2015a). 

Theory 

Reflecting on theory means that teachers examine their choice of approaches, methods, 

or teaching techniques in a particular lesson. According to Farrell (2015a), every teacher holds 

some “official” or “unofficial” theories behind their practices. However, when it comes to 

reflection on theory, they should be consciously aware of their lesson plan including their lesson 

content, methodologies, activities, and the roles of teachers and learners. All of these issues 

have a certain connection between the theory they hold and how it is put into practice. Besides, 

critical incidents occurring during a classroom lesson can be considered another means to build 

up and consolidate a teacher’ theory. 
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Practice 

While philosophy, principle, and theory are believed to be the “hidden aspects” of 

teaching, practice is considered a more “visible” part of the reflection on teaching practice since 

it allows teachers to observe their actions and students' reactions throughout the lesson (Farrell, 

2016, p. 226). At this stage of the framework, teachers’ reflection can be conducted before 

teaching for the purpose of anticipating what might happen in the lesson (reflect-for-action), 

while teaching for monitoring and adjusting to various situations in the class (reflect-in-action), 

and after teaching in order to contemplate the events and draw experience in hindsight (reflect-

on-action). For the present study, while TLs were asked to reflect on their practice, they would 

reflect on their past teaching experience since they might not engage in reflection which is so 

tightly associated with live teaching at the time this study is carried out. 

Beyond Practice 

This stage of the reflection is categorized as the highest level of the framework, which 

is possibly interpreted as critical reflection. At this stage, teachers consider moral, emotional, 

political, and sociocultural aspects of teaching practice that can be found both inside and outside 

the classroom. The reason for doing reflection beyond practice is that there is an interplay 

between content and knowledge taught in the classroom and social and political issues 

(Brookfield, 2017). As a result, it would be helpful to consider those matters since the 

reflections on political, moral, and social aspects could have an influence on teachers’ practice. 

According to Farrell (2015a), a comprehensive framework for RP must explore not only 

technical aspects of teachers' practices, but also internal dimensions such as the teacher's 

philosophy, principles, and theory, as well as external issues such as the sociocultural or 

political setting in a teaching context. 

After reviewing Farrell's 5-stage framework for reflecting on practice, I decided to use 

it as a theoretical guideline for this dissertation due to its relevance to my research purposes, 

participants, and context. Firstly, since the purpose of this research is to discover experienced 

TLs’ reflective journey of their studies abroad, it aims to explore how they perceive the linkage 

between their past experiences and “ongoing professional learning” (Playsted, 2019, p. 14), and 

how the process of reflection builds up their capacity to improve their teaching practices. The 

fact that Farrell’s framework delves deeply into different layers of reflection might reveal more 

insights into participants’ reflect-back on their “professional learning journey” (Playsted, 2019, 
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p. 6). Furthermore, several studies have effectively applied Farrell’s framework to investigate 

the reflection of novice, pre-service, or in-service teachers. The present study on experienced 

TLs from primary to tertiary level, therefore, would be potentially applicable to investigate their 

engagement in the MA TESOL program in the UK and explore their professional trajectories. 

Finally, as they immerse in a new academic context abroad, TLs have opportunities to use these 

sociocultural resources to reconstruct or adapt them in ways that are compatible with their local 

needs. Thus, Farrell's framework of reflection beyond practice is very appropriate for the 

context of the study. 

2.2. An overview of reflective practice in teacher training programs 

A review of recent literature has highlighted the need for research on reflective practice 

among MA TESOL TLs’ professional development (Carter, 2008; Farrell, 2019b; Hunter, 

2021; Nguyen & Dao, 2019; Park, 2014; Yassaei, 2012). 

2.2.1. Reflective activities offered in MA TESOL programs 

In fact, there is still some mismatch between what TLs are taught in teacher education 

programs and the reality they face after graduating from those training courses (Farrell, 2019b). 

Furthermore, Richards et al., (2005) emphasises that the core theoretical foundation in MA 

TESOL programs covering disciplinary knowledge (e.g., Research Methodology, Semantics, 

SLA, etc.) and content knowledge (Teaching English to young language learners, ICT, Corpora) 

are designed due to tradition, bureaucracy, or a persuasive individual member of the 

department, rather than the needs of learners. This implies an "inconvenient truth" (Farrell, 

2019a, p. 1) that there is a significant gap between theory in MA TESOL taught courses and 

practices in real-life classrooms (Robinson, 1998). Moreover, there is not so much exchange of 

reflection between TLs,  whose previous experiences, and beliefs, which were held tacitly, and 

the module tutors, who are so busy transmitting theory and content knowledge without regard 

for how much of them is interpreted by TLs (Farrell, 2019a). Therefore, it is necessary to 

systematically include reflective elements in every aspect of the modules provided throughout 

the teacher training program. Indeed, in  research conducted by Dragas (2019), RP has been 

thoroughly examined in MA TESOL programs in the UK. The culture of reflection has been 

embedded and consolidated via reflective tools and activities supporting reflection such as 

reflective journals, collaborative discussion forums, and dialogic talk in peer coaching. 

According to her study, sharing  reflections in the collaborative forum is very beneficial because 
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students can collect other people's ideas and put them into practice. Furthermore, whereas a pre-

class task requires TLs to read key papers and bring take-away ideas from documents to share 

with the class, in-class activities encourage collaborative or dialogic discussion that stimulates 

reflection on prior experience and understanding. Interestingly, Dragas' research reveals that 

collaborative reflection is not only useful for TLs, but also self-sufficient for tutors because 

they become deeply involved in their students' reflection and relate to it as a reflector, rather 

than an expert discussing theory. Learning by talking, either in spoken or written form in online 

or off-line platforms, seems to be very meaningful to promote teacher learning since it counts 

everyone as insider reflectors, rather than observers from the outside (Dragas, 2019). This view 

has also been supported by Li (2012), who has stated that the reflective activities employed in 

the teacher education program have significant influence on reconstructing TLs’ pre-existing 

beliefs and reshaping their teaching methods in their journey of learning to teach. The 

visualization of the possible changes in perceptions, beliefs, techniques, and classroom 

interaction in those studies resonates significantly with the stages of philosophy, theory, 

principles, and practice in Farrell’s framework of reflection. A reflective curriculum covers not 

only in-class activities and modes of lesson delivery but also reflective assignments, an 

assessment task that allows module tutors to understand TLs' reflection in breadth and depth, 

as discussed in the following section. 

2.2.2. Written assignments designed in MA TESOL programs 

A volume of research has been conducted to investigate the effectiveness of written 

assignments in MA TESOL programs in fostering reflection among MA TESOL TLs (Glava 

& Stavraki, 2019; Kataropoulou, 2019; Kollatou, 2019; Vassilaki, 2017).  The strand of 

these studies examines three popular approaches in order to observe how the modules 

offered in the MA TESOL program encourage students to do reflection via reflective writing 

including  (1) planned action research to implement an innovation in an English class 

(Kollatou, 2019), (2) written assignments requiring students to reflect on theory and practice 

(Glava & Stavraki, 2019), and (3) essays explaining the rationale of a project proposal 

(Filipi, 2022; Kataropoulou, 2019). Reflective writing assignments act as a reflective tool 

to elucidate teacher education programs via triple lenses, a reflection on how the module 

contents have been internalized, and how students perceive it to be applied in their “socio -

culturally bounded context” (Vassilaki, 2017, p .43), and how it helps them develop skills 

of reflection (Kataropoulou, 2019; Russell, 2005). 
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In terms of the written assignments that require MA TESOL students to propose 

action research at the University of Warwick, the assignment in the Innovations in TESOL 

Methodology module gets them involved in the role of a reflective researcher who 

contemplates and recalls the puzzles that they encounter in their everyday teaching situation, 

then design an appropriate lesson plan, and finally evaluate possible constraints and solution 

for it. This type of reflective assignment allows students to voice their inherent problems in 

class and encourages them to take action while dealing with concern and skepticism 

(Kataropoulou, 2019). The combination of reflection on challenges and a potential action plan 

could be considered an innovation in educational practice, eventually increasing teachers' 

autonomy (Rivers, 2011) and self-efficacy (Sisson, 2016). Regarding the reflective writing 

that encourages learners to connect the teaching practice to an equivalent theory that has been 

taught in an SLA Insights for TESOL practice module, it enables them to “formalize their 

intuitive strategies'' (Ramani, 1987, p. 9) by reflecting back what they normally assume, 

showing how they understand the theory now and how they interpret the theory to apply in a 

context-specific situation. Another significant effect of including the connection between 

theories and practice is to reactivate learners’ prior experience, compare them to the newly 

acquired knowledge social situations, and reflect on previous teaching practice before 

attending the MA TESOL program. Sociolinguistics of English as a Global language is a good 

example for that. This stimulates teaching practitioners to reflect on the relationship between 

theoretical knowledge and practical implementation experience (Gyftopoulou, 2010). To sum 

up, given the methods and techniques proposed in the projects or action plans, which form 

part of the MA TESOL assignments, learners reflect on their assumptions, beliefs, 

methodological approaches, and classroom activities, which correspond to the stages of 

principle, theory, and practice in Farrell's framework of reflection. For that reason, the 

present study employs TLs’ assignments as reflective instruments to evidence how their 

reflection has been developing during the course of the study. 

Reflective writing is probably the most common approach in which students are 

required to report their critical reflection in an MA TESOL program. However, while some 

researchers believe that writing reflection enlightens reflectors to see “missteps in their 

teaching that would otherwise remain undetected.” (Hunter, 2021, p. 285), others believe 

that written reflective journals, especially for assessment purposes, would require "strategic 

response", "inauthentic reflection" (Hobbs, 2007, p. 410), and eventually distort the nature 
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and value of reflection (Mann & Walsh, 2013). This study attempts to verify those 

comments by investigating TLs’ reflections on reflective activities including reflection on 

written assignments. 

2.3. Critical incidents in reflective practice 

One of the most integral components of reflective practice is critical incident (CI), 

which deserves the consideration of teachers and learners (Farrell, 2015a; Thiel, 1999; Tripp, 

1993). According to Farrell (2015a), “a critical incident is any unplanned and unanticipated 

event that occurs during class, outside class, or during a teacher’s career but is vividly 

remembered” (p. 72), and these events might entail “a significant change” in their “personal 

and professional life” (p.73).  For the purposes of the current study, which aims to examine 

TLs' reflection on CIs while pursuing an MA TESOL degree, CIs are any situations that occur 

to TLs both inside and outside of the MA TESOL program that prompts them to draw 

connections between those incidents and previous teaching and learning experiences. 

2.3.1. Applying narrative inquiry to analyze critical incidents 

A popular method for identifying teachers' and students' CIs is narrative inquiry (Atai & 

Nejadghanbar, 2016; Bruster & Peterson, 2013; McAllister et al., 2006; Pourhassan & Nazari, 

2021; Wijaya & Kuswandono, 2018). “Self-reflective narrative” allows teachers and learners to 

discover the incidents they encounter and see how real practice might conflict with their 

assumptions and expected outcomes (Farrell, 2013, p. 111). The core purpose of narrative 

reflection on CIs is to stimulate reflective practitioners to go beyond the descriptive nature and 

have a meaningful interpretation of the events towards English learning and teaching. To teachers, 

reflective narratives assist them to document their various experiences regarding historical, socio-

cultural, and political contexts, as well as the happenings inside their classrooms. Through these 

incidents, teachers can build up their coping mechanisms and improve their teaching practice by 

mirroring their performance, their teaching methods, and techniques. Regarding learners, 

narrative reflection encourages them to connect particular events during their learning journey 

from their “past experiences to present conceptualizations and create new meaning” and what to 

draw upon those experiences (Leshem & Trafford, 2006, p. 12). 

To analyze the narratives that emerged from CIs, researchers (Atai & Nejadghanbar, 

2016) tend to follow four steps suggested by Thiel (1999) including 

1. Self-observation: recognizing incidents deemed significant by teachers 
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2. Describing the happenings: describing in detail the events happening before, during, 

and after the incidents. 

3. Self-awareness: investigating why the incidents occurred 

4. Self-evaluation: examining the influence of the incident and how it has affected the 

perception of teaching. 

Others, however, choose to follow McCabe’s (2002) (as cited in Farrell, 2013, p. 109) 

framework comprising similar steps: 

1. Orientation: asking questions: who, what, when, and where the incidents happened 

2. Complication: describing the problem that arose, as well as any significant 

moments in the story. 

3. Evaluation: interpreting the meaning of the incidents 

4. Result: Explaining how the problem/crisis was resolved. 

The common point of these two frameworks is to recognize how the events are 

considered critical and evaluate why it influences teaching. In a similar vein, Bruster and 

Peterson (2013) elucidate that incidents appear to be personal and only become significant if 

the individual perceives them as such. Since the present study focuses on examining how 

teacher-learners reflect on their CIs happening inside and outside the MA TESOL programs, 

and how those incidents contribute to the future changes in their teaching, the process of 

understanding CIs is taken more into consideration than how the incidents are resolved. 

Therefore, the former framework constructed by Thiel (1999) seems to be more suitable for use 

in the current research. While Thiel’s approach (1999) would be the guidance steps to design 

the prompt for the interview questions, Farrell’s framework (2015a) will be applied to interpret 

the data from CI’s narratives. 

2.3.2. Critical incidents inside and outside the classroom 

An examination of CIs should concentrate on specific experiences of teachers or 

students rather than general anecdotes (Farrell, 2013). Since people's lives are a series of events 

with numerous incidents, research on teachers' and learners' CIs should focus on determining how 

those incidents contribute to their professional development and intellectual growth, as well as 

how they can improve their ability to learn and derive meaning from their own academic and 
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social experiences (Leshem & Trafford, 2006). In the current study, the distinction between 

“inside and outside the classroom” has become rather blurred with the prevalence of blended and 

flipped learning. In the MA TESOL program at the University of Warwick, synchronous and 

asynchronous learning activities take place simultaneously. Therefore, any incidents involving 

educational activities within the MA program would be treated as CIs inside the program, whereas 

encounters with social communication away from campus would be regarded as CIs outside the 

program. The following parts will present previous studies on the CIs of both teachers and 

learners inside and outside the classroom. 

2.3.2.1. RP on critical incidents inside the classroom 

Much of the literature on CIs in the classroom reveals that reflecting on CIs is 

remarkably beneficial because it helps teachers better understand themselves and triggers new 

insights into classroom issues (Richards et al., 2005). Indeed, a study of Indonesian teachers' 

reflections suggests that positive CIs encourage them to think more deeply about their 

teaching philosophy, an initial level of reflection in Farrell’s framework. Through narratives, 

they become more aware that the reflection on positive CIs consolidates their passion for 

teaching and their will of being a teacher (Wijaya & Kuswandono, 2018). The notion of the 

philosophy of an English teacher has been deeply resonated in Leshem and Trafford’s study 

(2006) when the teacher participants reveal that telling their students about their linguistic 

autobiography not only helps them recall their struggle of studying English and then understand 

their students’ learning problems better, but also encourages the students to revisit and connect 

their past events to make their reflection meaningful. Additionally, the existing discussions on 

CIs put a strong emphasis on how retrospective and introspective reflection on how a particular 

event influences their teaching practice. Research along this line has delved deeply into both 

positive and negative teachers’ experiences including students’ behaviors, language 

proficiency, clashes in the classroom, class participation, teachers’ unpreparedness (Atai & 

Nejadghanbar, 2016), students’ questions (Watts et al., 1997), teacher-learner emotional 

connection (Pourhassan & Nazari, 2021); and management and communication issues between 

teachers and learners (Kilgour et al., 2015). For whatever themes these studies tap into, the 

common point that the large body of literature concludes is that the CIs inspire them to learn, 

relearn, and unlearn their beliefs or assumptions (principle), methods, or techniques used in the 

lesson (theory), and the activities applied in the class and their students’ reaction (practice) as 

mentioned in Farrell’s (2015a) stages of reflection. 
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2.2.3.2. RP on critical incidents outside the classroom 

Several studies have been conducted on teachers’ and learners’ CIs inside the 

classroom. However, CIs outside the classroom have yet to be fully discovered in the current 

body of teacher education literature. According to Finch (2010), CIs can be noticed by either 

teachers or students from events that happen outside the classroom, either as delayed 

realizations to lesson content, or as the moment of awareness that comes from unexpected 

circumstances and locations prompted by the learning process. In a review of recent studies on 

CIs outside the classroom from the perspective of language learners, the critical reflection of 

international students has been especially focused on. Research implemented by Pho and 

Schartner (2021) highlighted that there is a positive correlation between contact with non-co-

national international students and academic results. In stark contrast, however, contact with 

local students was typically limited to the academic environment (classroom and library) and 

rarely extended beyond that. The reported incidents resulting from communication inside and 

outside the classroom lead them to the conclusion that, while close contact with local nationals 

may assist international students in improving their language proficiency, it does not necessarily 

contribute to their academic adaptation. Equally importantly, the CIs related to intercultural 

communicative experience plays an important role in cultural adaptation (McAllister et al., 

2006). Applying a CI-based method in groups is a useful way for students to share their personal 

stories and reflect on their communication breakdowns and conflicts (Liu, 2021). McAllister et 

al., (2006) and Liu (2021) agree that recalling CIs from people’s stories is also a way to self-

explore and look at cultural differences in a more culturally aware and bias-free manner. The 

interpretation gathered from critical cultural events is closely associated with what Farrell 

(2015) mentions in his framework's stage of beyond practice, which is related to moral and 

sociocultural issues. Furthermore, a multicultural community, the academic and social setting 

can be also considered a learning environment and educational context (Finch, 2010) which 

encourages incidental learning in second language acquisition (Rodgers, 2002). Research on 

international students reports that telling stories about linguistic incidents and the opportunities 

for incidental exposure to English abroad encourages them to notice more about something that 

they previously took for granted and draw an interpretation between the critical incidents and 

teachers’ professional and language development (Leshem & Trafford, 2006; Taguchi & 

Collentine, 2018; Yu, 2018). This is very beneficial for them to accelerate their progress in 

language acquisition. 
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The summary of the above studies shows that CIs provide compelling evidence for the 

teachers and learners to have a reflection on language, culture, and pedagogy dimensions. These 

studies also highlight the fact that CIs recounted in the form of reflective narratives is a 

promising approach to illuminate either “aha moment” (Koestler, 1967) (as cited in Finch, 2010, 

p. 423) or “bumpy moments”  (Romano, 2006, p. 423). The hindsight of these experiences is a 

valuable lesson for teachers and learners to foster their professional and learning development. 

What remained unexplored in these studies, however, is how CIs interpreted by L2 teacher-

learners inside and outside teacher education programs in an English-speaking country 

encourage them to reflect on their previous experience of English teaching. 
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CHAPTER 3: METHODOLOGY 

 

3.1. Research Objectives 

The research’s objectives specifically focus on two aspects of TLs’ experiences: (1) 

TLs’ reflection on reflective activities offered in the program’s modules that they perceive are 

beneficial, and (2) TLs’ reflection on critical incidents occurring inside and outside of the MA 

TESOL program that TLs believe are significant for their teaching and learning. 

3.2. Theoretical approach of the research 

The dissertation employs qualitative methodology because it allows the researcher to 

capture the transformations of participants' experiences, beliefs, and attitudes over a year 

(Hammarberg et al., 2016). The methodological choice underpinning the research is a 

qualitative case study since it meets the research objectives which aim to look for rich, 

authentic, and specifically human-related experiences (Hood, 2009). Additionally, case studies 

put a great emphasis on the sociocultural aspects of participants' learning journeys and their 

sense of "self" through the accounts of their narratives (McNamara, 2019). Therefore, these 

properties of the case study seem to be highly appropriate to the current study which aims to 

explore TLs’ reflection on their academic and social experiences through their stories. 

In Hood’s (2009) explanation, the key principle of a case study is “boundedness” (p. 

68), which refers to the combination of a person and a location as well as the contextual link 

that influences the connection between two elements. In this study, the investigated cases are 

L2 TLs studying MA TESOL at the University of Warwick. The site is the classroom setting 

and its related features including module content, tutor-student interaction, assignments, and 

social context outside the classroom in which TLs can have a reflection on off-campus critical 

incidents. The case study design was also chosen for this study because it produces results that 

are relatable to a broad audience and is flexible enough to take into account unexpected events 

and unpredicted variables, both of which are appropriate given the nature of reflection and 

critical incidents in the present study (Rose et al., 2020). Focusing on more than one case is to 

diversify the data collected from TLs’ reflections on their experiences (Hood, 2009). Different 

cases are selected based on three criteria: (1) teaching experience, (2) teaching context, and (3) 

linguistic and sociocultural background. 
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3.2.1. Research paradigm 

This study adheres to the constructivist paradigm, which holds that knowledge is 

"based on the reality of the world we experience and live in" (Onwuegbuzie & Frels, 2013, p. 

18). Furthermore, in terms of qualitative content analysis, which is the primary approach in this 

study, constructivist philosophy is strongly recommended for researchers to follow to "promote 

a reflexive consensus-building process" (Selvi, 2020, p. 450). As a result, the current study 

intends to rely on participants' observations of private incidents and their reflections on 

changing perceptions. 

3.2.2. Positionality of researcher 

During the interview, I saw myself as both an insider and an outsider researcher. Being 

an L2 student studying abroad and a coursemate who went through the same modules puts me 

in the position of an insider researcher for this study. This allowed me to have an insider's 

perspective to fully comprehend respondents' reflections on the program's teaching and learning 

activities. Additionally, I might not get involved in all participants' critical incidents; therefore, 

I looked at their reflections on critical events from the perspectives of an outsider. In doing so, 

I believed that I was acting completely objectively without any bias when interpreting the data. 

3.3. Research Design 

Based on the rationale of the methodological choice, a qualitative case study employing 

in-depth interviews and narrative analysis seems suitable for inductively and flexibly interpreting 

qualitative data and creating a comprehensive understanding of participants (Plews, 2019). 

In order to answer the first research question, semi-structured individual interviews are 

conducted to maximize the information-rich verbal data. Additionally, a semi-structured interview 

with open-ended questions implemented in the form of a narrative seems to be an excellent 

approach to stimulate individuals' particular experiences and effectively foster reflection 

(Polkinghorne, 1995). As this research aims to figure out how reflective activities offered in the 

modules in the MA TESOL program are beneficial for their reflective practice, various sources 

should be combined to triangulate the data. The purpose of triangulation is not only to seek 

consistent and harmonious results but also to construct multifaceted approaches and in-depth 

insights, including contradictory ideas (Duff, 2020). Therefore, I read the participants' assignments 

and interviewed them to compare how their reflections have manifested in their asignments with 

what they actually experience for one year in the UK. 
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Three modules selected to investigate satisfied two criteria: (1) Reflective strategies 

are applied during the whole term such as reflective writing, peer sharing, peer coaching, group 

discussion, and action research (Farrell, 2019c), and (2) reflective elements are embedded in 

the final assignments.  Based on the module structures and its contents, three modules that meet 

these criteria are (1) Sociolinguistics of English as a Global Language; (2) SLA Insights into 

TESOL Practice; and (3) Innovations in TESOL Methodology. The key points of the 

assignment brief that contain the reflective elements are illustrated in Table 1 (the full 

description of each assignment brief is attached in Appendix 1): 

Table 3.1: Assignment Brief and Requirement for RP 
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Regarding the second research question, this study employed narrative accounts to 

vividly capture TLs’ feelings and optimally collected the reflections on their critical incidents 

inside and outside the MA TESOL program. In conclusion, the combination of semi-structured 

interviews, assignment analysis, and narrative accounts seems to be an optimal way to 

triangulate different sources of data. Since data-led and evidence-based approaches are being 

consolidated, the research's reliability and validity should be improved as a result of these 

interrelated methods (Cohen et al., 2002). 

3.4. Data collection 

3.4.1. Participant recruitment and research site 

The target group for this study is 2021/22 MA in Teaching English to Speakers of 

Other Languages (MA in TESOL) students at the Department of Applied Linguistics, 

University of Warwick. They are ten overseas teacher-learners from Africa and Asia with more 

than two-year experience in teaching English from secondary school to university level. For 

qualitative research, the average number of interviews is between six and twelve (Mann, 2016). 

I recruited 10 participants from various countries and teaching contexts to maximize the 

"meaningful differences in experience" (King & Horrocks, 2010, p. 29). The detailed profiles 

of participants are described in the table below: 

Table 3.2: Information Detail of Participants 
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To define this target informant, I used the term teacher-learners. Teacher-learners, in 

Kennedy’s definition (1991) are practicing teachers who teach students in the classroom while 

also being lifelong learners in formal and informal instructional settings ranging from short 

courses to full postgraduate degree programs. 

I chose experienced in-service teachers rather than pre-service and novice ones 

because their prior experience of teaching English in their home countries may encourage them 

to generate more reflection on how they taught in the past, what they are studying now, and 

how this practical knowledge development may prompt them to make informed instructional 

decisions in the future. 

3.4.2. Designing interview guide 

As mentioned above, the study employs primarily semi-structured interviews which allow 

the flexibility to investigate multiple perspectives of TLs’ reflection in depth and breadth. To gain 

insights into those reflections, the interviews were conducted individually case by case. The 

interviews were implemented in person because face-to-face communication, which includes 

verbal language, emotion, and intonation, may have increased the interview's effectiveness 

(Richards, 2009). Equally importantly, the interview guide was constructed in the light of the 

research questions (Appendix 2), whereas the collected data was analyzed according to five stages 

in Farrell’s framework for reflecting on practice (Farrell, 2015a). The roles of the participants are 

two-fold: a teacher and a lifelong learner reflecting on their teaching and studying experience .  

3.4.3. Doing the pilot interview 

After completing the interview guide, a pilot interview was conducted with one 

participant to ensure the feasibility of the whole interview process and pre-test the interview 

questions. The trial interview allowed me to experience and foresee some issues during the 

interview, and then revise the list of questions again before applying them to the rest of the 

group of interviewees. 

For the first research question, I realized that some questions were unclear and so 

complicated that I was required to repeat them twice so that the respondents could fully 

understand. Also, since I was aware that the questions were long, I tried to over-explain them 

to the point that I tended to lead the participants to answer the question in a way that I expected. 

After piloting, I modified the interview guide by rephrasing and shortening long questions and 

adding more sub-questions to clarify the ideas. 



 

22 

Regarding the second research question, I realized that before the interview I should 

ask participants to recall meaningful events which occurred during the time they studied in the 

UK, and those incidents must encourage them to think about their experience of English 

teaching and learning. There are two advantages to asking participants to recall before the 

interview and establishing a boundary on the incidents. First, rather than showing up at the 

interview venue and rummaging through their memories to tell a story, the participants had time 

to prepare and reflect on significant events. Second, by focusing more narrowly on particular 

situations that are pertinent to teaching and learning, they can become more aware of the stories 

they need to tell, and eventually, the answer to the second research question would be fully 

realized. Also, prior to the pilot interview, I intended to do the group focus interview to collect 

the data for the second research question. However, after the trial, I recognized that it took so 

much time for a person to tell a story and elaborate on it, and some stories might need to be 

kept confidential within an individual interview to protect the participants’ privacy. Therefore, 

I consequently decided to do the individual interview for both research questions. 

3.4.4. Carrying out the interview 

When the interviews were officially carried out to the rest of the group, I tried to 

maintain the conversation as a dialogic talk to facilitate respondents’ reflections by co-sharing 

the feeling with participants’ stories. In doing so, participants’ reflection can be fostered, and 

new events can possibly unfold (Murray, 2009). Unlike structured interviews, I did not 

precisely follow the sequence of questions on the list, but flexibly let the answers emerge 

from the conversation and find a suitable moment when one of the questions on the interview 

guide could be asked (Richards, 2009). After each interview, I listened to the recordings 

again, and took notes about any flaws I saw in the previous interview in order to adjust in the 

next interview session. 

Another source of information used to consolidate the interview data of the 

participants’ reflections is their written assignments. Three assignments equivalent to the three 

modules mentioned above were collected to investigate the connection between what they 

reflected and how they formally manifested in their assignments. The assignments were sent to 

me before the interview. Due to the time constraints, the participants were not asked to read 

their assignments again before the interview, but I read them and noted down some key points 

to ask the participants during the interview if necessary. 
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The summary of the methods of data collection is explained in the table below: 

Table 3.3: Summary of the methods of data collection 

 

3.5. Approach to Data Analysis 

The present study chose to follow the thematic analysis suggested by Braun and Clarke 

(2006) including six phrases as follows: “familiarizing yourself with your data, generating 

initial codes, searching for themes, reviewing themes, defining and naming themes, producing 

the report” (Braun & Clarke, 2006, p. 87).  

Two factors led to the use of this approach to data analysis. First, it provides clear, 

step-by-step guidance that makes it easier to complete data analysis in a professional manner. 

Second, the steps suggested in Braun and Clarke's guidance could be completed in a “recursive 

process”, not in a linear manner, which allows the analyst to move freely from one stage to 

another as long as it responds to research questions (Braun and Clarke, 2006, p. 87). 

The very first stage that should be done carefully is to get familiar with the data by 

listening to the audio recording and re-read the transcriptions several times to spot outstanding 
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ideas which are relevant to the research questions. At this stage, I employed Otter.ai to do the 

automatic transcription (Appendix 6). This powerful online website allowed me to listen to 

and read the transcription while I could take notes by highlighting and adding comments to 

the transcription simultaneously. However, I exported the transcriptions to text ans save them 

in my personal computer so that I could also quickly access the data and add color-coded 

comments to easily recognize similar ideas (Appendix 7). This is the initial step of generating 

codes which is described in the next step (Appendix 8). 

The second phrase continues to speculate and categorize the recurring patterns that 

emerge out of the data. A qualitative data analysis software, Nvivo 12, was employed to assist in 

the coding process (Appendix 9). Nvivo was used due to its multiple functionalities in which it 

allows analysts to systematically categorize codes and themes, highlight, and add an annotation 

to the extracts. As advised by Braun and Clarke (2006) for this stage, all potential themes which 

appeared to be useful for the research questions were coded. The similar data items were coded 

and grouped in the same code to figure out repeated patterns in the entire data set. 

After having a long list of different codes, I started to observe and collate all  codes 

to generate potential themes. During this phase, I keep the research questions in my mind 

while going through all the codes to revise the ones which are closely relevant to the research 

questions. Those which did not have much spoken data were not discarded but sent to the 

same group called miscellaneous. Different similar codes were sorted to the potential themes 

and sub-themes. 

The fourth and the fifth stage suggested by Braun and Clarke (2006) had been 

combined. All the candidate themes were refined, and I arranged the level of each theme 

logically. At this stage, I re-read all the extracts and the annotations I added to the data items 

within each code of a theme. I then realized that there were several extracts possibly placed on 

more than one code, and several codes could potentially be grouped in different themes. To 

solve this puzzle, I tried to relate the codes to my research questions again and reviewed the 

remaining codes categorized in different themes that I was concerned about. After that, I 

decided to merge these codes to the group of codes to which they were most relevant and saw 

if I could combine all of those codes together to form a story within a theme. Then, I looked at 

my potential themes again and saw how I could expand or collapse all the themes altogether. 

Finally, I finalized the order of official overarching themes and sub-themes. 
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The final phrase presented themes with prevalent ideas supported by vivid extracts. 

These themes demonstrated the key points to answer the research questions. The data would 

then be analyzed in more depth by referring to Farrell’s framework for reflection on practice, 

which will be further explained below. 

3.6. Analytical framework 

As for RP, which is a vague concept and has few implementation guidelines (Copland 

et al., 2009), reflectors can easily "fall into the trap of becoming only confession" (Bolton, 2010, 

p. 5). For that reason, to conduct the study of RP systematically, this research will apply Farrell's 

(2015a) framework for reflection on practice. According to Farrell (2015), these five 

stages/levels of reflection will enable teachers to examine their professional and personal world, 

and how these influence their ongoing and beyond practice. The table below provides a 

summary of this theoretical framework: 

Table 3.4: Summary of Farrell’s Framework for Reflecting on Practice (2015) 

 

Farrell's structure differs from other theoretical frameworks in that it allows teachers 

to choose where they want to begin their reflection. They do not have to begin from the earlier 

stage to the last one, but they can reflect at any level that suits their "needs, interests, and 

experiences" (Farrell, 2015a, p. 23). This idea is completely applicable to my participants, who 
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may flexibly reflect on their stories. This guiding framework will be applied to analyze both 

the assignments and the interview transcripts. 

3.7. Ethical consideration 

First and foremost, all potential participants were informed of the study's purpose so 

that they could anticipate what they would do and what information they were expected to 

provide throughout the research. Second, they were asked for permission to provide their 

assignments, and they were informed that consent was required before recording the interviews. 

Third, after collecting data from participants' assignments and interview recordings, all 

extracted information was sent to them for member verification. Fourth, participants were 

advised of the potential drawbacks of participating in the study. For example, this study may 

require them to participate in two-hour interviews. To maintain their anonymity, each 

participant was assigned a pseudonym, as stated in the consent form. Finally, participants were 

notified that the findings of this research could be shared with the researcher's supervisor, 

university professors, and other practitioners in the field via published articles, conference 

presentations, or seminars. 
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CHAPTER 4: ANALYSIS 

This chapter presents the most outstanding extracts from the interview. The findings 

are categorized and analyzed according to two research questions.  

4.1. How MA TESOL modules foster participants’ reflective abilities 

After reading the interview transcripts several times, the initial codes were figured out 

based on the extracts which were relevant to the participants’ reflections on the modules’ 

activities. Similar codes were then grouped together to generate themes. 

Table 4.1: Codes and Themes of the reflection on reflective activities offered in the MA 

TESOL program 

 

 

4.1.1. Module content: a catalyst for self-questioning 
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The most frequent comment was about the Sociolinguistics of English as a Global 

Language module (Sociolinguistics for short), in which TLs confessed that their previous 

assumptions about English and its multicultural dimensions were challenged and they adopted 

new perspectives. This view is represented in Uri and Fillip’s excerpts. 

Extract 1: Uri 

 

Before studying Sociolinguistics, Uri supposedly thought that the cultures of 

English-speaking countries including Britain, the Australasian, and North American nations 

should be mainly included in her lessons. However, she is now more aware that the cultu re 

of English is not necessarily geographically bound to certain Western-based nations, but 

other “neighboring countries” as well. Uri’s reflection is in line with Li’s (2012) comment 

claiming that the modules in the TESOL program not only provide the addi tion of new 

opinions to students’ pre-existing beliefs but also help them change attitudes and re-evaluate 

their pre-existing knowledge. Notably, Uri also visualized her students’ future when they 

may interact with people from neighboring countries, but not those from the inner circles 

during their academic and professional lives. This critical reflection could be referred to the 

stage beyond practice in Farrell’s framework when he explains that teachers’ reflections 

can reconstruct and transform their practices to meet the needs of individuals in the local 

context (Farrell, 2015a). 

While Uri experienced “belief development”, Fillip underwent an “identity shift” (Li, 

2012, p. 51) when he realized how the module helped him recognize his linguistic identity. 

Extract 2: Fillip 
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"Native-like" is the second most frequently cited keyword during the interview with 

all participants. Like Fillip, most L2 TLs in the current study arrived in the UK with the desire 

of improving their English and striving to have as beautiful of an accent as native speakers. 

However, this hope was also accompanied by the reality shock throughout the transition 

period, which finally prompted Fillip to reconsider their ideal selves. However, the 

Sociolinguistics module gave him more confidence and changed the way he thought about 

the English language. This circumstance is closely related to Zacharias’s (2010) explanation 

that teacher education programs may provide TLs with a conducive setting to negotiate their 

identities in accordance with their educational experiences. This situation corresponds with 

the stage of philosophy in Farrell’s framework when the participant reflected on his 

background to embrace the origin of his non-nativeness and realised that he was “on the right 

path”. In fact, when a teacher's assumption of the English language changes, it may also result 

in a shift in the teacher's principle of being a good English speaker (Farrell, 2015a). 

Eventually, a transformation in a teacher’s philosophy and principle might entail another 

change in his theory and practice. 

Apart from reflecting on the sociolinguistic area, Yumi had a strong impression of how 

the SLA Insights into TESOL Practice module (SLA for short) encouraged her to reflect on the 

connection between theory and practice. 

 

Extract 3: Yumi 
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This excerpt indicated how Yumi was motivated by SLA to reflect on multiple angles 

and dimensions. She considered her learning journey from the viewpoint of a language learner. 

Additionally, the topic, setting, and herself as a teacher were all considered as contributing 

factors to the reflection process. Yumi’s reflection is in accordance with Jackson’s suggestion 

that TLs should be encouraged to strengthen the connections between theory and practice and 

increase understanding of the various factors that can affect teaching and learning. They can 

develop their capacity for self-understanding as a result of their reflection on their professional 

judgments, and get one step closer to becoming more thoughtful, reflexive educators. Indeed, 

Yumi further articulated her thoughts as follows: 

Extract 4: Yumi 

 

Yumi’s contemplation has tapped into the theory level in Farrell’s framework. The self-

questioning thought that she verbalized in her mind was closely associated with a choice or an 

alternative method she wanted to apply in her lesson. Even though these questions have not led 

to any concrete answers, her reflection showed that she started internalizing the questions herself 

and charting a shift in her thinking. According to Li (2012), such change is possibly attributed to 

the course structure and its content, or the “role model effect” of the module tutor (p. 51). 
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The third frequently referenced module is Innovations in TESOL Methodology 

(Innovations for short), in which its content is structured in a way that explicitly calls for 

students to perform a step-by-step reflection. This module's major purpose is to expose 

students to the idea of action research. The essential elements of this module are 

interconnected so that students must investigate their background,  reflect on their puzzles 

within that context of instruction, identify their area of concern, develop a solution, and 

then manage their innovation. The benefits of these components have been reflected in 

Yumi and Kathy’s recall. 

Extract 5: Yumi 

 

While Yumi was obviously aware of the module's weekly structure and its explicit 

purpose of encouraging students to reflect on their teaching practice, Kathy highlighted the 

nature of reflective elements embedded in all the modules and critically evaluated how well she 

did in the past and what needed to be changed. 

Extract 6: Kathy 

 

Kathy’s comment about the culture of reflection also resonated with Jenny and 

Uri’s reflection. 
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Extract 7: Jenny 

 

Extract 8: Uri 

 

It seems that these participants have started to internalize the habit of reflection. While 

Jenny questioned herself about something she used to take for granted, Uri admitted that she 

tended to reflect more on her context, which was something she did not frequently do in the 

past. The common pattern of reflection revealed in Yumi, Jenny, and Uri’s interview answers 

is that they appear to have a now-and-then recall, which is of great benefit for their reflection 

to be fully realized. 

4.1.2. Reflective discussion: teachers and classmates act as co-reflectors 

Alongside the reflections consolidated from the module content, the participants 

acknowledged that discussion with tutors and classmates also plays an invaluable role in the 

quality of their reflection. The classroom discussion activities designed under the format of pre-

class, in-class, and post-class tasks in both synchronous and asynchronous modes contribute 

significantly to their critical reflection. During the interview, 6 out of 10 respondents 

appreciated the usefulness of the discussion. Kenny and Uri commented on the pre-class online 

discussion forum: 
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Extract 9: Kenny 

 

Kenny found the pre-class task, which required students to consider a problem in a 

limited amount of time, to be very helpful since it prompted him to recall his prior 

knowledge and experience. The pre-class activities for the MA TESOL program at the 

University of Warwick are set up on an open online platform that enables students to write 

about their reflections and tutors to comment on them simultaneously. Uri also shared the 

same ideas when she thought that the combination of individual pre-task and post-task 

reflection, plus in-class group discussion is an interesting “double reflection”.  

Extract 10: Uri 

 

This idea is in line with a participant’s comment in Leshem and Trafford’s study 

(2006) that looking at her reflection again was an act of “reflections on her reflections” 

which may enrich the outlook on her experience (p. 19). Doing collaborative reflection 

through group discussion is a form of “learning by talking” that promotes teacher learning 

(Dragas, 2019, p. 147). 

Additionally, the idea of including cooperative development and peer-coaching 

applied in post-class tasks in the Innovations module was highly appreciated by Alex. In this 

module, students worked in a group of two or three to talk about their action plans and listened 

to their groupmates’ suggestions. 
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Extract 11: Alex 

 

Looking at the cooperative development and peer-coaching from the stance of a 

manager, Alex contemplated how he should change in a way of his assessment and recruitment. 

Reflection on the discussion activities in the program encourages Alex to self-evaluate his 

performance from various positions: a teacher and a leader. 

Interestingly, the way that module tutors act as a co-reflector during the in-class 

discussion also leaves a strong impression on one of the TLs. Ichi’s comment on this point is 

captured as follows: 

Extract 12: Ichi 
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Ichi's comment clearly emphasizes how crucial it is for module instructors to connect 

with students' reflections as insider reflectors. It implies that the instructor is no longer a subject 

matter specialist who imparts knowledge, but rather more of a colleague with whom TLs can 

co-share their experience (Dragas, 2019). Ichi believed that the dual reflection between the 

module instructors and the students could strengthen their bond. To facilitate two-way 

reflection, it would be a good idea for them to become personally immersed in the setting of 

teaching and learning as if they were in the students’ shoes. This observation is even more 

meaningful to Ichi when she considered it to be a lesson she should learn and apply with her 

students. This experience is relatable to Farrell’s framework when it comes to students’ 

reactions toward teachers’ “visible behavior” during the lessons in the practice stage (Farrell, 

2016, p. 226). For TLs pursuing a teacher training program, this is a significant experience for 

them in their learning-to-teach journey, which enables them to mirror themselves and adjust 

their behavior or teaching approach to their future students. 

However, Ichi also pointed out some shortcomings during the discussion that should 

be taken into consideration. 

Extract 13: Ichi 

 

As reported, Ichi,  who taught at a private institution, sometimes found it challenging 

to seek relevant ideas to join the discussion, which was more relatable for those teaching in a 

state school. Her problems are also reflected in Kataropoulou’s research (2019) revealing that 

several teachers coming from private schools are incapable of relating their teaching context to 

the theoretical principles in their assignments. Ichi’s difficulties suggest that module tutors 
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should carefully consider the scope of the discussion that covers TLs from both state schools 

and private sectors. The sense of inclusion in a discussion is also very important that 

significantly influences students' participation. 

4.1.3. Assignment writing: an explicit requirement for reflection 

Throughout the whole program, almost all assignments specifically require students to 

refer back to their local contexts. According to Kathy, this is beneficial because TLs must 

thoroughly examine their circumstances to make informed decisions about the techniques and 

methods to be introduced in their assignments. 

Extract 14: Kathy 

 

Fillip's sharing supported Kathy's observation regarding the assignment questions that 

require students to contextualize their circumstances and justify their choices: 

Extract 15: Fillip 

 

Fillip acknowledged that even though assignments are designed for all students, this 

was not a typical question with the same answer for all because students needed to relate their 

own stories in their contexts to meet the assignment requirement. Equally importantly, they 

needed to adapt their newly received knowledge to show what, how, and why they wanted to 

make a change in their teaching approach. 
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This realization is well connected to what he wrote in his assignment in the 

Sociolinguistics module. 

Extract 16: Evidence in assignments 

 

In his Sociolinguistics module assignment, Fillip made sure to underline that he had 

thought about the initiation that he might modify in his setting by reflecting on the discussions 

and debates of English variations in his country and their evolution. It is possible to argue that 

the assignment enabled him to "formalize" his ideas to highlight explicitly what he intended to 

do in his educational setting (Russel, 2006, p. 201). For example, he will make his students 

aware of “different phonological systems, or words pronounced, stressed differently in different 

parts of the world”. The reflection in his assignment could be explained by Farrell’s principle 

and beyond the practice stage of his framework since he was trying to internalize his newly 

established knowledge about the macro context including social, cultural, and historical values 

to renew and localize their students’ belief of English (Li, 2012). 

Additionally, mentioning the effectiveness of doing materials analysis for his 

assignment, Kenny demonstrated how the assignment in SLA  inspired him to try to incorporate 

more “task-based elements” in his lessons. 

Extract 17: Kenny 
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Indeed, in his SLA assignment, his future intention to include more task-based learning 

was clearly stated. 

Extract 18: Evidence in assignments 

 

Notably, to do the assignment, Kenny had a flashback of his 5-year experience 

to revise and reexamine his understanding of task-based language teaching (TBLT). By 

extensively reading literature in the area of SLA and TBLT, he unlearned and relearned 

the concept of TBLT and its method to be applied in his class. This example proves that 

the assignment succeeded in encouraging Kenny to reshape the method he chose to 

incorporate into his lesson.  It seems that Kenny’s reflection could be closely connected 

with the theory level in Farrell’s framework since the assignment acts as a catalyst for 

Kenny to reflect on TBLT and its theoretical orientation, thus enabling him to 

comprehend the theory in more depth.  

Additionally, Yumi had some positive experiences with the assignment which is based 

on an action research format in the Innovations module. 
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Extract 19: Yumi 

 

The detailed action plan proposed in the assignment encourages TLs to investigate their 

teaching circumstances, specifically identify the problem, and eventually come up with possible 

solutions. This should be considered “initiative and decision-making opportunities” (Kataropoulou, 

2019, p. 377) for TLs to improve their teaching practices. In Yumi’s situation, the problem of 

COVID stimulated her to think about an alternative assessment, which was learning blogs and 

portfolios. Since these forms of assessment were not previously explored in further detail, doing the 

assignment in Innovations is a chance for her to reflect on the situation and propose a reasonable 

solution. Indeed, her written assignment evidenced her reflection in the interview. 

Extract 20: Evidence in assignments 
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As shown in Yumi’s assignment, an action plan has been meticulously proposed to 

stimulate learners’ autonomy during the pandemic. As Yumi mentioned in her interview, she 

was still unsure that the plan would be successfully implemented, and any changes would 

probably be accompanied by skepticism (Ayakli et al., 2004), but at least the assignment helps 

her map out the strategies for a thorny issue. From Yumi’s sharing, it could be said that when 

implementing an action plan, instructors should carry out a thorough reflection on principles, 

theories, practices, and beyond practices to systematically review their beliefs, methods, and 

contemporary sociocultural conditions (Farrell, 2015a). 

4.2. Critical incidents inside and outside of the MA TESOL program 

The most intriguing aspect found in the finding for the second research question is that 

some critical incidents are interconnected, even though they are perceived and reflected 

differently by different individuals. By connecting TL’s reflection on incidental encounters, I 

can build up a thread between those stories and generate the four main themes in order to answer 

the second research question: 

Table 4.2: Codes and Themes of the reflection on critical incidents 

 



 

41 

The first and second themes in reflection on CIs inside the program are closely 

related. However, the two themes are classified based on the difference in participants' 

perspectives as a teacher and learner when they reflected on their incidents. While the 

former theme is TLs' reflection on module tutor behavior when they considered themselves 

in the same role to react to an unexpected situation, the latter is a review of the incidents 

through the eyes of a learner when they related the incidents to how their students were 

treated in their local contexts. However, the two themes complement each other in terms of 

assisting TLs in comprehensively reflecting on their professional role. 

4.2.1. Reflection on incidents inside the program 

4.2.1.1. Impression of modules’ tutor behavior 

Critical incident 1: A student could not open a link for his oral presentation 

The most significant incident that leaves a strong impression on TLs is a story of a 

student who failed to operate his YouTube video link on the day of the oral presentation. This 

has been narrated by Kenny as follows: 

Extract 21: Kenny 

 

Each incident happening to each student in a teacher education program could be 

considered an “individual resource” (Keller-Schneider, 2014, p. 144) that can be learned and 

shared among students. This incident prompted Kenny to reflect on his previous experience, 

compared how teachers in his country would react in the same situation, and then generated a 

learning situation for himself. 
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Reflection on the critical incident: 

Extract 22: Kenny 

 

Kenny highlighted the lesson he learned from the critical situation about the 

importance of trusting on students. The reflection signals the link between his local existing 

academic culture and moral aspects, which can be inferred that this critical reflection moves 

beyond practice, the final level of Farell’s framework of reflection. Similar to Kenny, Windy 

also had a very positive impression of the module tutor’s reaction. He related this situation to 

the relationship between teachers and students, which can be associated with a sociocultural 

element, and might have a certain influence on ethical and moral aspects of teachers’ 

professional lives (Farrell, 2015a). Kenny even looked at the incident as a mirror to picture 

himself in the same situation back home. 

Extract 23: Kenny 

 

 It is necessary to consider that a teacher may, in some circumstances, be constrained by 

the academic regulations imposed by the institution, and how much freedom they have in terms 
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of assessment can influence how they react. However, in this case, what TLs appreciated was 

the way tutor expressed their attitude and the behaviour to the student’s incidents rather than 

the action itself. It’s the respectful manner that TLs learned from. 

Furthermore, the effect of the tutor acting on the incident stimulates Kenny to connect 

it with what he learned from another module. 

Extract 24: Kenny 

 

After elaborating on the issue, Kenny also thought forward to raising awareness among 

pre-service teachers about the importance of trust in students, and the extent to which they 

should control their students' performance by “checking up on the person all the time” based 

on their expectations. 

Windy emphasized in his response to the incidents that witnessing the module tutor's 

behavior prompted him to learn from authentic teaching experiences. 

Extract 25: Windy 
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Windy valued what he learned from the tutors' actions, not what "they say" but what 

"they do". The incident prompts TLs to reflect on their own learning, evaluate the real-life 

situation, and direct their reflection to improve future action (Vrieling-Teunter et al., 2021) 

Not only reflecting on a specific incident inside the MA TESOL program, but some 

TLs also comment on the whole respectful academic environment in which social and cultural 

context are taken into consideration. Again, Kenny appreciated the respectfulness of the module 

tutor through their considerate behavior: 

Extract 26: Kenny 

 

Some small details like this leave a positive impression on TLs, and they add to a more 

trustful and smooth university experience. Similarly, Fillip carefully observed how teachers 

represented themselves in the classroom. 

Extract 27: Fillip 

 

While Kenny valued mutual trust between students and tutors since it fostered a calm 

and respectful environment, Fillip also appreciated "what teacher does rather than what teacher 

is" in the classroom (Richards, 1987, p. 211). That is to say, the tutor-student interaction is 
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crucial to the effectiveness of a lesson (Richards, 1987). Fillip realized how much module tutors 

"bring them down to the level of student" to be supporters rather than distinguished lecturers in 

order to understand and support students to “show how much they know”. He also considered 

how he would act in class in the future to achieve instructional purposes. Taking trust and the 

status of tutors into account, Kenny and Fillip  mentioned critical reflection beyond practice on 

the power relationship. As Farrell advises,  teachers should shift from “power over” to “power 

with” to strengthen the relationship between teachers and students (Farrell, 2015a, p. 96) 

When it comes to the tutors’ behavior, the second most cited keyword in TLs’  

reflection is “feedback”. The individualized way of giving feedback that puts students at the 

center makes them reflect on their previous experience with their students. The next theme will 

elaborate on this issue. 

4.2.1.2. Student-centered approach 

This category includes CIs and comments that TLs feel they are treated as a unique 

individual. They perceive the incidents from the perspective of a teacher and a language learner 

as well. The most outstanding incident was narrated by Yumi about one-on-one oral feedback 

with her supervisor: 

Critical incident 2: A one-on-one oral feedback with supervisor 

Extract 28: Yumi 

 

 

 

 

 

 

Again, closely related to the previous theme of tutor’s behavior, while Kenny, Windy, 

and Fillip appreciated the trust and equal relationship built up between teachers and students, 

Yumi felt respected because her voice was heard. An effective tutoring discussion appears 

to include not only students reflecting on their writing but also the tutor reflecting on 

his judgment and original ideas of his students. In her reflection on the incidents, she 

emphasized that her tutor had consolidated her confidence through the feedback. 
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Extract 29: Reflection on the critical incident: 

 

Mutual understanding is promoted by the tutor eliciting reflection on students' 

work and maintaining appropriate interpersonal behavior during the discussion 

(Hendry, 2009). 

Jenny, similarly, commented on the constructive feedback of the module tutors. She 

made a comparison between two ways of giving direct and indirect feedback from the 

perspective of a learner. 

Extract 30: Jenny 

 

Observing how a module tutor provides feedback in the role of a language learner 

and reflecting on their practice as a teacher appear to be related to the practice stage in 

Farrell's framework of reflection. In this incident, TLs appear to be more aware of the 

assessment of their behavior and actions in the classroom, which is associated with providing 

feedback. Even though this is an example of teacher-learner communication happening 
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further away from classroom events, the reflection on such an  incident is still meaningful for 

them since it provides them with the opportunity of learning to teach and give feedback. 

Reflecting on practice should begin with an examination of some visible actions and concrete 

examples like these in order to reevaluate the effectiveness of teachers’ actions and students’ 

responses (Farrell, 2015a). 

Additionally, Jimmy described her feeling about being a student here and the status of 

her students back home in an Asian country. 

Extract 31: Jenny 

 

Despite her general remark about the university system, she directed her reflection on 

her local context and realized that "this sense is missing in my hand." Having the opportunity to 

study in a university context that differs from her own allows her to become more aware of how 

she is treated as a student, which differs from how her students are treated. This hindsight may 

give her a second thought about how she will make her student the central focus in the future. Her 

reflection seems to correspond to the beyond-practice stage in Farrell's framework, in which the 

sociocultural context (Asian countries) and structural setting (hierarchical structure) have an 

impact on an individual's connection with it (Farrell, 2015a). Jenny's reflection encouraged her to 

recognize something she previously lacked and considered what she could do to transform the 

current issue into something equitable within that academic context. 

4.2.2. Reflection on incidents outside the program 

4.2.2.1. Incidental language acquisition 
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A spectrum of incidents had been recounted by TLs as a result of their out-of-class 

language exposure. All of the incidents reported are the experience of informal authentic 

interactions with native speakers that happen outside of the classroom. 

Critical incident 3: Incidental vocabulary learning 

Extract 32: Kenny 

 

Extract 33: Alex 

 

Extract 34: Henry 

 

The stories of Kenny, Alex, and Henry represent the most common incidents out of 

the classroom I received among participants regarding their encounters with native speakers 

and the linguistic landscape.  Three of them confessed that there were some words that they did 

not know before and they had to “search for it” to get the meaning. From the perspective of a 

language learner, these situations can be considered language gains since the L2 language 

exposure allows them to immerse themselves in an informal language learning environment. 

More importantly, looking at the incidents from the viewpoint of a teacher, they were more 

aware that the real-life language that people use out of the class is different from what their 

students have been learning. They considered how to incorporate their experiences into a lesson 

to broaden their students' knowledge of the language, as illustrated in the reflection below: 
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Reflection on the critical incident: 

Extract 35: Alex 

 

As can be seen in Alex’s reflection, he emphasized that the spontaneous language 

experience which occurred in the natural speech community encouraged him to integrate 

“colloquial language” into formal classroom learning and expand his students’ “understanding 

of varieties of English”.  According to Farrell's explanation on the theory level, conscious 

reflection on theory through the analysis of critical incidents outside the classroom can "result 

in a significant change in the teacher's personal and professional life" (Farrell, 2015a, p. 73). 

Those changes could be related to the different choices in certain skills, methods, or techniques 

in an attempt to put the theory he holds into practice (Farrell, 2016). Second language 

acquisition gained through study abroad experiences benefits not only TLs but also their 

students. TLs can make their students cognizant of the necessity of preparing for the authentic 

language they may encounter in daily communicative situations (Lafford, 1995). 

Critical incident 4: “How often” and “When”: Do they make sense everywhere? 

Unlike the reflections on discrete incidents about vocabulary acquisition above, Kathy 

noticed "a series of incidents" that enlightened her about the concept of the meaning behind a 

word that she "never noticed" the way she saw English before. 

Extract 35: Kathy 
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The communication breakdown in the first incident prompted Kathy to consider the 

mismatch in the L1-L2 pair of meanings, whereas the second helped her realize that semantic 

understanding varied cross-linguistically and that some expressions cannot be understood 

universally in different languages and contexts (McManus, 2015). 

Reflection on the critical incident: 

From what Kathy described above, there are two takeaway lessons she can draw on 

the incidents. Firstly, as a language learner, she was not really aware of the extent to which 

the L1-L2 difference in meaning might have influenced people's understanding of the 

concepts. The second idea comes from the perspective of a teacher who is becoming more 

conscious of the method she will likely use in the future to explain the concept of meaning 

behind a word to her students. 

Extract 36: Kathy 
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Kathy realized the puzzle after speaking with two or three people, implying that 

she had noticed and observed it for some time. Her example of a misunderstanding 

between "when" and "what time" has put herself in the shoes of her students, in the role 

of a language learner, anticipating that her students may face the same issue when studying 

in an English-speaking country, and she should raise her students’ awareness about it. 

This could be said that either the communication breakdown or the moment of hindsight 

when studying abroad provides TLs with a fruitful learning environment in which they 

can explore something they were previously unaware of. That is when their L2 

development can be examined. The outcome of those incidents entails TL’s reflection on 

the metalinguistic issue, ie. “What learners know about language through reflection.” 

(Schwieter et al., 2018, p. 237) This reflection is not only useful for Kathy as a language 

learner but also prompts her to rethink the method of explaining the meaning behind a 

word in a role of a language teacher. 

 

Extract 37: Kathy 

 

Through her reflection, Kathy realized she “always forces” her students to think in 

English, which turned out not to be very effective all the time. She now found an alternative 

way to help her students to express their  meaning, which is “equivalent” to the “way people 

see” in “the sociolinguistic point of view.”  Kathy has become more critical of her L1 and the 

way she teaches in her local context. She also wanted to make her students aware of the 

association between L1 and L2 expression when two languages have different ways of 

expressing the same meaning. It can be seen from Kathy's unexpected events that by taking a 
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step back and analyzing the critical incidents they actually experience in reality from their 

perspective, TLs can "uncover their own theory of practice" and decide whether to continue on 

the previous path or switch to a more effective alternative (Farrell, 2015a, p. 76). Even though 

these incidents occurred outside of the learning environment, verbalizing them based on the 

description of the issue encourages them to develop a new theory that supports their new 

practice which might be potentially applicable in their classroom lesson. Critical incidents can 

serve as a guide to the development of the teacher’s theory (Farrell, 2016). 

4.2.2.2. Connection between theory and practice 

Critical incident 5: “How’s you”: Language shock or local way of talking 

While the previous incidents tapped into vocabulary and semantic features, some other 

TLs reflected on grammatical notions. The extract below exemplifies one of the incidents: 

Extract 38: Fillip 

 

When being asked about the most impressive incidents encountered here, Fillip was 

not hesitant to immediately talk about how people greet each other by saying “how’s you”. He 

was quite worried when he heard people say so since it contradicted what he previously learned. 

However, looking at the issue from the perspective of Global Englishes, he realized that this is 

a sociolinguistic variable of language. In his reflection on the incident, Fillip’s belief about 

grammar was renewed: 

Reflection on the critical incident: 

Extract 39: Fillip 
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Fillip structured his reflection in the report of the incidental encounter as a meaning-

making procedure in which his before-and-after belief on grammar is justified. He initially 

questioned himself about the extent to which a grammatical point was considered “correct” or 

“incorrect”. Moreover, he experienced a moment of “linguistic and cultural dissonance” 

(Palmer & Menard-Warwick, 2012) when he reflected on what he used to believe about the 

language norm he assumed people normally used in the UK and what he witnessed in reality. 

Now, he seems more tolerant if his students do not conform to standard grammar. Again, like 

Kathy, Fillip’s incident has a close association with “metacognitive awareness of 

sociolinguistic difference” when he is more open to a variety of languages in a particular group 

community (Freed, 1995, p. 27). Apparently, the reflection on incidents could be referred to as 

the stage of principle in Farrell’s framework of reflection on practice. Fillip’s assumption of 

language grammar has changed from prescriptive grammar to descriptive grammar, which is in 

Farrell’s (2015a) elaboration, related to the maxim of accuracy and conformity.  

4.3. Answers to the research questions 

In summary, the collected data provide enough evidence to answer two research 

questions as follows: 
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1. The present study provides a general overview of various ways and degrees at which 

reflective practice has been fostered in the MA TESOL program. These include the individual 

level (acquiring new information and questioning preconceived perceptions), the interpersonal 

level (discussing with peers), and the experiential/action level (applying what is learned to 

teaching practice in the form of a project/action plan related to there local contexts). 

2. The critical incidents happening inside the learning program that leaves a strong 

impression on the majority of students are associated with module tutors’ supportive and 

sympathizing behavior. This prompts them to reflect back on their experience of classroom 

management and teacher-student interaction. Additionally, while communication breakdowns, 

colloquial language, and other language variations that occur outside of the classroom aid 

participants in improving incidental language acquisition, they also inspire them to think more 

deeply about potential modifications they should make in their future lessons. 
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CHAPTER 5: DISCUSSION 

This chapter presents a summary of the major research results and a discussion of the 

findings and implications in light of the arguments presented in the literature review.  

5.1. How do participants think their reflective practice has been fostered throughout the 

MA TESOL program? 

Aligning with other studies, which also focus on the reflective experience of L2 

students in a teacher education program (Ates et al., 2021; Filipi, 2022; Jackson, 1997; 

Wardman, 2009; Waring, 2013), the present study reveals that the participants’ critical 

reflection significantly develops in three ways: acquiring new knowledge in various modules, 

engaging in discussions with instructors and peers, and completing final assignments. 

Firstly, for the experienced teachers who took part in this research, studying is a 

reflective activity by nature. Being a learner again in an English-speaking country allows them 

to reflect on English learning and teaching from both the viewpoints of a teacher and learner 

after spending several years teaching in their countries. The content knowledge offered in the 

modules is the starting point for them to reexamine their previous knowledge and experience. 

For instance, all modules assist Kathy in reinforcing her “sense of professional self” 

(Kataropoulou, 2019, p. 379) when she was aware of which parts of her career she had already 

completed successfully and which she needed to improve through her critical reflection. In the 

same vein, by “seeking and seizing small moments” (Pennycook, 2004, p. 341) to self-question 

and self-reflect during the course of studying, Yumi and Jenny critically viewed the knowledge 

provided in the module and compared them with their teaching experience in their contexts. 

This idea is strongly supported by Mann (2005) claiming that acquiring knowledge without 

critical reflection would possibly turn out to be meaningless for teachers. From the data 

analysis, it could be seen that the module content is the springboard for TLs to reflect on their 

philosophy (Fillip’s linguistic identity realization), principles (Uri’s previous assumptions of 

English cultures), and theory (Yumi’s self-questions on teaching approach). Depending on the 

situations and the “critical moments” (Pennycook, 2004, p. 327), TLs can have different levels 

of reflection as described in Farrell’s framework. 

Secondly, in line with previous studies contending that the in-class discussion is a 

fruitful way to encourage learners to have collaborative reflection (Gragas, 2019; Leshem & 

Trafford, 2006), the present research shows that the online five-minute forum discussion in pre-
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class task stimulates TLs to exchange their prior teaching experience, whereas the peer-

coaching and cooperative development activities in post-class task encourage a dialogic 

conversation in a positively empowered environment. These findings seem to resonate with 

Farrell (2019c) explanation claiming that both peer-coaching and reflective dialogue establish 

a supportive environment to have experience exchange and exploratory talk, thus increasing the 

possibility for TLs to learn from each other in a non-threatening atmosphere.  An especially 

intriguing finding is that the respondents highly appreciate tutors’ involvement in their 

discussion in either an online or on-site mode. The impact of the tutor's resonance with TLs’ 

individual reflection is that they eagerly articulate their thoughts, thus fostering their active 

participation in the discussion. This is also a learning moment for some TLs since they think 

this is a good practice that they can apply to students in their local context. Again, learning how 

to teach always goes side by side with the reflection on practice as suggested by Farrell (2015a). 

Finally, even though the written assignment of reflection receives much criticism for its 

“institutionalized requirement” (Mann & Walsh, 2013, p. 299), the majority of the participants in 

this study admit that they gain so much insight into reflection on their English learning and 

teaching. While the contextualized assignment questions in the Innovations module encourage 

them to refer back to research their local context and contemplate their challenges, the assignment 

in SLA requires them to connect an episode of their genuine experience of teaching and learning 

with a theory that motivates them to revisit their previous assumptions, methods, and techniques. 

Written assignments are one of the catalysts that encourage them to delve further into pedagogical 

methods in the postmodern era (Kataropoulou, 2019) when they realize what they learn 

previously might not be applicable in the current circumstances. 

5.2. What critical incidents encourage participants to reflect on their English teaching and 

learning journey? 

The existing body of literature has investigated pre-service or in-service teachers' 

reflections on CIs encountered in their classroom practice, as well as the effect of utilizing CI to 

foster teachers' reflection on various teaching dimensions. (Atai &  Nejadghanbar 2016; Farrell, 

2007; Finch, 2010; Pourhassan & Nazari, 2021; Wijaya & Kuswandono, 2018). The current study, 

on the other hand, took a different pathway to investigate TLs' reflection on CI occurring inside and 

outside the classroom in an MA TESOL program abroad, where L2 TLs' roles in doing reflection 

on their learning journey are dual: an experienced teacher and a language learner. 
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TLs have linked the current experience to previous ones and have a better 

understanding of the thread that allows for learning continuity for moral and ethical examples. 

The analysis of TLs’ reflections on those CIs indicates that there is a strong connection linking 

their philosophy, practice, and beyond practice stage in Farrell’s framework.  For instance, 

Kenny, Yumi, and Jenny all reflected on tutors' behavior, linked it to their previous experience 

in their local context, and then valued those incidents as a lesson of intellectual 

growth.  Moreover, the reflections gained through interaction with others in the community 

outside the program helped TLs self-criticize their previous taken-for-granted assumptions and 

contemplate an alternative way of teaching and behaving (Yu, 2018). This reveals the link 

between principle, theory, and practice level in Farrell’s framework of RP, which are clearly 

illustrated in Kenny, Kathy, and Fillip’s stories when they realise that their previous 

assumptions and beliefs may no longer be appropriate, requiring them to reconceptualize their 

theory and make informed decisions about their practice. Moreover, the common pattern drawn 

from all reported incidents reveals that the majority of participants reflected on unexpected 

events and connected them with a negative experience or a taken-for-granted assumptions in 

the past in order to have a positive insight as the outcome of their reflection on their future 

practice. This is in line with Kilgour et al., (2015) who claim that the negative past experience 

can be used to constructively prepare for future development. Thanks to the power of 

storytelling, all participants retrospectively connect the events “from the outside world” with 

their past memories and introspectively “bring it inside their mind” to derive meaning from 

those connections  (Daudelin, 1996, p. 39). 

Overall, the findings from the CIs within the MA TESOL program revealed that TLs 

have a strong impression of tutors' behaviors when they reflect on the incidents from the 

perspective of an experienced teacher and a learner. Observing module tutors' reactions to 

problems in the classroom encourage them to reflect on their interpersonal behaviors and 

classroom management. Moreover, interpreting tutor-student communication or feedback 

delivery also helps them consider how to become more effective teachers. Firstly, a delayed 

reaction to an unexpected situation in Kenny's behavioral CI causes him to become aware of 

the trust and expectation that exists between teachers and students. This reflection prompts him 

to better understand himself and his students by connecting the incidents to his own 

experiences. This idea is supported by Yu (2018), who claims that reflection helps teachers look 

inward at their own experiences and make sense of them. In this study, TLs not only learn from 
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their own experiences, but also use the CIs of others to improve their professional role. In Kenny 

and Windy's reflections, the module tutor's lenient behavior prompts them to consider the 

balance of discipline and flexibility in the classroom and how to adjust their attitude to deal 

with a similar problem that may arise in the future. The more noteworthy idea drawn from the 

investigated incident is that some seemingly insignificant events that tutors may overlook turn 

out to be a learning moment for the TLs when they see themselves as teachers in the incidents 

and reflect on their attitude toward their students (Finch, 2010). That is, in addition to 

transferring knowledge, how module tutors act and respond to students has an impact on TLs. 

It is not necessary for every teaching moment to be a learning moment for the students, but 

even small actions by a tutor can leave a meaningful message and a learning opportunity for 

TLs in an informal setting, as long as the noticing occurs (Finch, 2010). 

Another frequently mentioned incident is associated with the student-centered 

approach, in which TLs are treated in a supportive manner through classroom communication 

and feedback. A respectful attitude towards students, indirect and non-threatening written 

feedback, and a well-listening manner when giving oral feedback are all beneficial for their 

professional development. Carefully observing the behavior of teacher educators and 

interpreting the meaning of it would lead to more professional autonomy and self-reflection on 

teaching practice (Randi, 2004). This idea is consistent with Calderhead (1989) who claims that 

reflection on behavioral skills should be incorporated into teacher training programs as a means 

of achieving prescribed practice and increasing the effectiveness of teacher learning. Observing 

a tutor's behavior and attitude in classroom practice is a part of the procedure of learning to 

teach. According to Calderhead (1987), student teachers tend to model their supervising 

teachers’ classroom behavior, working styles, or “even idiosyncrasies of their speech and 

manner” (p. 272). Behavioral incidents, therefore, are worth being paid more attention to in 

teacher training programs. This notion confirms Farrell's study results (2008)  when behavioral 

issues also significantly dominate participants’ reflections. 

An advantage for L2 TLs to pursue a teacher training program abroad is the 

opportunity to experience real-life social interaction in an authentic language environment 

outside the learning program. Indeed, the linguistic incidents encountered by the teacher 

participants in the current study help them develop reflective capabilities, relate valuable 

insights from their experiences to their previous assumptions of language and review their 

teaching principles, theories, and practice. Unlike previous research, which suggests that the 



 

59 

ultimate goal of fostering reflective practice in teacher training programs is to encourage 

teachers to think about their daily classroom practices (Yu, 2018), the current study focuses on 

how TLs reflect on linguistic episodes, either language gains or communication breakdown 

outside the classroom, to relive their experiences and connect them to teaching practice. The 

stories of Alex, Henry, Kathy, and Fillip explicitly illustrate their reflections on CIs. Firstly, the 

puzzles with colloquial language or vocabulary struggles presented by Alex and Henry that 

encourage them to search for the words are anecdotal evidence to make them aware of native-

like communication. This experience of out-of-class learning is not only beneficial to them as 

language learners but also provides them with concrete examples of authentic language for their 

students as English teachers. The incidents make them more aware of the disparity between the 

varieties of the language they encounter while studying abroad and the language they previously 

taught in the classroom. This viewpoint is further consolidated by Brecht and Robinson (1995) 

asserting that language in the classroom generally offers a “safe haven” of the authentic 

language in reality, whereas the “natural repercussions” outside the classroom are more 

frequent than simple language correction (p. 323). The reflections in Kenny, Alex, and Henry's 

CIs on the richness of linguistic information and the overwhelming quantity of language 

varieties clearly indicate the need for teachers to prepare students for their international 

experiences (McAllister, 2006). According to Farrell's theory stage of reflection, it is the CIs 

that cause them to consider the planning approach, different varieties of language, or skills in 

their attempt to put theory into practice (Farrell, 2016). 

Linguistic incidents related to spoken language outside of the classroom also enlighten 

TLs about monolithic and pluralistic points of view and how to apply them appropriately in 

teaching practice. Fillip's example reveals that his own theory of grammatical correctness has 

shifted. His socialization experiences have led him from questioning himself about language 

norms to becoming more open and accepting of the mistakes made by his L2 learners in casual 

conversations. Indeed, this notion is strongly supported by Brecht and Robinson (1995) arguing 

that “there is no monolithic “correct” language, only more or less acceptable dialects and more 

or less appropriate registers” (p. 328). Additionally, the experience in the host environment 

enables him to understand more about “vernacular grammar and sociolinguistic competence” 

(Regan, 1995, p. 261). Similarly, Kathy's communication misunderstanding inspires her to 

anticipate the method she may use to help her students understand the L1 and L2 linguistic 

differences. Furthermore, "second language socialization" (Wang, 2010, p. 250) with native 
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speakers can help TLs enhance their language acquisition and recognize something they are 

initially unaware of (Magnan & Back, 2007). Such context-related CIs give TLs a better 

understanding of language communication and proficiency (Farrell, 2008). In general, all 

participants' CI reflections contribute significantly to their mindset adjustment. Unexpected 

events may cause them to pause and reflect on prior knowledge, question themselves, and 

consider alternative methods, all of which clearly demonstrate the factors determining the 

quality of good reflection (Yu, 2018). 

To summarise, in a very intensive schedule of a teacher education program, it is 

necessary for TLs to slow down and ask themselves "What brings us here, and what is the 

meaning of all of these to us?". TLs should find the time to listen to their own voice while looking 

around at the authentic personal and professional experience in order to examine “internal 

aspects” (philosophy, principles, theory) and “external aspects” (social, and cultural situations of 

their local contexts) of their own teacher learning journey (Farrell & Kennedy, 2019, p. 2). 

5.3. Implications 

The present study reveals that the participants’ critical reflection significantly develops 

in three main ways throughout the MA TESOL program namely: acquiring new knowledge in 

various modules, engaging in discussions with instructors and peers, and completing final 

assignments. While the module content provides knowledge and direction to aid TLs in 

deepening their expertise, class discussions with classmates and tutors from various 

backgrounds broaden their perspective on teaching practice and eventually writing assignments 

systematize and specify the outcome of their reflection from an initial idea. 

Additionally, CIs should be put a great emphasis in many teacher education programs. 

Because there are several incidents happening during the course of the study on a daily basis, 

the focal point to make those incidents meaningful is “noticing” (Schmidt, 1995, p. 29). By 

doing the interview in a form of a dialogic talk, I facilitated TLs to turn their unconscious 

reflection into conscious reflection. Therefore, they started to notice more carefully and look at 

the incident more deeply to articulate the personal and professional lessons learned from the 

CIs. Through the research findings, it is noticeable that TLs were quite sensitive to small details 

happening inside and outside the classroom such as tutors’ behavior and feedback delivery, or 

the casual language people use to communicate in daily life. 

  



 

61 

CHAPTER 6: CONCLUSION 

 

6.1. Contribution of the study 

The findings of this study might add a few details to the body of literature in the area 

of L2 TLs' reflection on the MA TESOL program and critical incidents. Therefore, the results 

of this study regarding students' perceptions of reflective activities embedded in the modules, 

the incidents of teacher-student interaction, and encounters outside the program may thus 

motivate program validators, module tutors, or course instructors to put more emphasis on 

reflective elements and critical incidents in teacher education programs. 

These results also demonstrate the complexity of reflective practice, showing that it is 

not possible to develop reflective skills solely by asking TLs to write reflection pieces, but 

rather through a combination of thinking, reflecting, and doing. By being aware of these 

"ingredients" of good reflective practice, MA TESOL programs that aim to incorporate 

reflective elements into their materials can be better designed and delivered. The data 

interpretation via Farrell’s framework might provide teachers with vivid examples to 

contemplate their self-reflection and self-exploration in a systematic manner. This could be 

possible a good idea to formally introduce Farrell’s framework to the teacher training programs 

in order to enhance learners’ capability of reflection. 

6.2. Limitations of the study and recommendations for future research 

For the first research question, because different TLs might select different specific 

aspects to highlight their reflection, it was challenging to identify a common pattern of 

reflection on the reflective activities provided in the program. Future studies can address this 

problem by applying the research with a larger sample or employing a quantitative research 

design to delve deeper into TLs' reflections on various reflective activities, such as module 

contents, discussion activities, and assignments. 

Concerning the second research question, TLs' reflections on critical incidents outside 

of the classroom easily turned into anecdotes without any consideration of how those personal 

stories can meaningfully contribute to their professional development. To address this issue, 

carefully constructed interview questions will aid in guiding TLs to generate unbiased and 

genuine comments related to their reflection. Moreover, a group focus interview is also worth 

trying in a small group of two or three students to see how they resonate and comment on each 

person’s stories could yield more meaningful professional and personal life lessons. 
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Appendices 

 

Appendix 1. Assignment Brief of Three Modules  

ET9B8: Sociolinguistics of English as a Global Language 

The assignment for ET9B8 Sociolinguistics of English as a Global Language involves 

constructing an integrated 2000-word response to the following questions. 

1. In what ways (if at all) has your understanding of (any aspect or aspects of) the 

sociolinguistics of English as a global language changed during the course?  

In answering the question above, you should try to identify no more than 1-2 main 

topics/issues to focus on. You should make reference to what you have read, as well as 

to what you have learned from classes and discussions during the module. You can also 

quote from your reflective diary if you wish. [up to 1,500 words for this part] 

and 

2. In what ways (if at all) should English teaching change in a context with which you 

are familiar, in the light of what you have learned in the course? 

Refer back to what you wrote in part 1 and refer to sources of reading as well as your 

own reflections. [up to 500 words for this part] 

Throughout the assignment, please ensure that you also integrate sources which are not 

part of the module reading list. We will be looking for evidence of wider reading and 

understanding. 

ET9B7: SLA Insights for TESOL Practice 

The assignment for this module comprises a piece of reflective writing in which you will 

focus on a chosen topic from the module and write about this from the perspective of your own 

experiences as a language learner and/or as a language teacher. You will make close reference 

to relevant reading in your topic area and reflect critically on your personal understanding of 

theoretical concepts and issues by linking these concepts and issues to examples and episodes 

from your own experiences. Your reflections should include some discussion of the SLA 

insights you have gained that you plan to take forward to your own TESOL practice (or related 

professional practice) in the future. 

• pose a question to yourself (e.g. how does the social learning environment affect 

motivation?) and explore this through reflecting on your own experiences as a 

language learner or teacher;  
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• reflect on two or three (related or contrasting) experiences from your language 

learning history and analyse these in relation to your chosen topic  

• compare your experiences (e.g. of dealing with new language input) as a language 

learner and as a language teacher) 

• For MA TESOL students, the piece of reflective writing should be 2000 words 

(excluding references and any appendices) 

• For MA DELT students, the piece of reflective writing should be 3000 words 

(excluding references and any appendices) 

Broad areas in the module are: 

• Individual difference characteristics learners bring to SLA 

• Age as an individual difference variable in SLA 

• Motivation, autonomy and the social learning environment 

• The role of input, interaction and output 

• Teacher-learner interactions in the classroom 

• Learner-learner interactions and the role of language tasks 

You are free to choose a smaller topic within any of these broad areas, and you are strongly 

encouraged to keep your focus narrow so that you can discuss your experiences in some depth. For 

example, if you go for ‘individual difference characteristics’, focus on just one or two individual 

differences at most (e.g. anxiety, personality). Or, if you choose ‘teacher-learner interactions’, focus 

on just one or two aspects (e.g. scaffolding, giving feedback). Of course, you may wish to connect 

a couple of topics together (e.g. age-related developments in motivation). 

You are free to organise and structure your reflective writing as you wish. For example, 

you may wish to: 

• reflect on one significant experience from your language learning history and 

analyse this in depth in relation to your chosen topic; 

• reflect on two or three (related or contrasting) experiences from your language 

learning history and analyse these in relation to your chosen topic; 

• compare your experiences (e.g. of dealing with new language input) as a language 

learner and as a language teacher; 

• pose a question to yourself (e.g. how does the social learning environment affect 

motivation?) and explore this through reflecting on your own experiences as a 

language learner or teacher; 
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• […] 

Just make sure you include a brief introduction (100–200 words) in which you explain 

your chosen focus and outline the structure of your assignment. And don’t forget to provide a 

set of references for the sources you cite in your reflective writing. 

ET9B3: Innovations in TESOL Methodology 

The assignment title is ‘A plan for innovation in my teaching context’. 

The assignment will begin with a short introduction (about 100 words) and will then be 

divided into the following four sections, based on your ongoing reflective journal / blog entries 

and notes on your reading: 

1. 'My context': Context description plus identification of an area of concern and/or 

interest which has arisen within this context (up to 400 words); 

2. ‘The issue I wish to address': a clear statement of the problematic area or puzzle, 

arising from 1. above (up to 100 words); 

3.  'What I have discovered' A report on what you have read and discovered via 

interviews etc. to understand / address the area of concern, and what you have 

understood from this research (up to 1,250 words); 

4. ‘My action plan’ Description of a plan of action research for directly addressing the 

area of concern, based on what you know and have discovered. You should include 

consideration of possible constraints on your action research and suggest ways in 

which you will attempt to overcome these constraints. You should also indicate how 

you will evaluate the success or otherwise of your innovation (up to 1,250 words). 

End with a short Conclusion (about 100 words) 

[You are allowed to write up to but no more than 3,300 words in total, excluding 

references and appendices.] 

Following the list of references, the appendix can include reflections, etc. written during 

the course. 

Overall, you should demonstrate an ability to reflect on an issue, consider it in relation to 

what you have found via research, and plan an innovation based on what you have learned. 
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Appendix 2. Interview guide 

 

 

 

 

 

Interview Guide 

This is a semi-structured interview. They are subject to change and build up 

accordingly based on the interviewees' responses.  

The list of interview questions for research question 1 is adopted and adapted from Glava 

& Stavraki (2019); Kataropoulou (2019); Russell (2005) 

Part 1: The interview question in this part is designed to answer research question 

1: How do MA TESOL modules foster participants’ reflective abilities? 

Opening interview questions: 

1. Had you ever heard of "reflective practice" before undertaking the MA TESOL 

program at the University of Warwick? 

2. Before starting the MA TESOL at Warwick, did you have a habit of reflecting on your 

learning and teaching practice? If so, what are the most common reflective practice 

strategies you employed before taking the MA TESOL? 

Content interview questions: 

1. Can you identify reflection elements in some modules? For example: What were the 

reflection elements in the Innovations module? 

2. To what extent have the reflection elements in the modules influenced your perception 

of your role as a teacher? (i.e., What does teaching mean to you? Do you think the 

learning experiences you got from the module has changed your perception of good 

teacher you hold before?) 

3. Did the assignments or activities offered in the modules prompt you to reconsider 

beliefs or assumptions regarding teaching and learning English? Which module is that? 

4. Were there any activities (lectures, forum discussions, etc.) in the modules that 

stimulated you to reflect on L2 intercultural aspect? Please relate your answer to a 

specific module assignment/activity. 
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5. How do you think about the way that the program’s module assisted you in connecting 

theory and practice in your local setting? Can you think about a specific module 

assignment that exemplifies it?  

6. To what extent have the modules prompted you to think about your expectation towards     

learners and learner progress? 

7. Are there any modules that helped you contemplate your previous teaching practice 

and think about possible changes (if any) that you are going to apply in the future? If 

yes, can you tell me about a possible change in a specific lesson that you want to make? 

8. Did the modules encourage you to think about teaching and learning in your 

sociocultural context?   

Extended interview questions: 

1. What aspects of the modules in the MA TESOL program have you found the most 

helpful in terms of reflection? Can you give me an example of a specific module? 

2. Have you encountered any challenges when dealing with the reflection part of the 

assignments? What, if anything, could have been done differently in the reflection part 

of the assignment questions? 

3. Is there anything else you would like to suggest about the way to increase reflection in 

the modules in MA TESOL program? 

Part 2: The interview question in this part is designed to answer research question 

2: What critical incidents inside and outside of the MA TESOL programme do 

participants believe are significant? How do those incidents encourage them to reflect on 

their previous teaching experience?  

The list of interview questions for research question 2 is adopted and adapted from 

Bruster & Peterson (2013); Pourhassan & Nazari (2021); Thomas & Kallarackal (2020) 

Content interview questions: 

1. Give a brief description of a teaching/learning incident inside the classroom or any 

occurrences outside the classroom that impressed you recently. This might be 

something you witnessed or something you got involved in. 

2. What did you learn from this event? Why was this incident significant to you? Did it 

remind you of any previous experience of learning or teaching? 

3. Do you think that your perceptions about teaching has changed after experiencing these 

events? If so, how? 
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4. Do you think that your MA TESOL program in the UK has given you some insights 

into the incidents? Can you relate the incident to any specific modules of the program 

that you have studied? 

5. Did you experience any educational dilemma after one of the critical incidents? If so, 

please describe it. 

6. Is there anything else you would like to add about the relevant critical incidents? 

Explanation of key terms:  

Reflective Practice is a cognitive process in which teachers systematically gather data 

about their teaching practice through dialogic talks with others to make "informed decisions 

about their practice both inside and outside the classroom.” (Farrell, 2015a, p. 123) 

Critical incidents are general events happening inside and outside the classroom that have 

a meaningful impact on their teaching and might entail a significant change in their personal 

and professional life (Farrell, 2015a, p. 73) 
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Appendix 3. Participant Information Leaflet 

 

 

 

 

 

 

Participant Information Leaflet for MA TESOL students 

Study Title: 
An exploratory study on reflective practice of L2  

teacher-learners’ experiences in an MA TESOL program 

Investigator(s): Thi Hong Ha Nguyen    Ha.H.T.Nguyen@warwick.ac.uk 

 Supervisor:   Miriam Schwiening        m.schwiening@warwick.ac.uk 

 

Introduction 

You are invited to take part in a research study. Before you decide, you need to understand 

why the research is being done and what it would involve for you. Please take the time to read 

the following information carefully. Talk to others about the study if you wish. 

Please ask us if there is anything that is not clear or if you would like more information. 

Take time to decide whether or not you wish to take part. 

Who is organising the study? 

The study is implemented as partial fulfilment for an MA TESOL degree at the Department 

of Applied Linguistics, Univeristy of Warwick. I am the only researcher on this study.  

What is the study about? 

The purpose of this dissertation is to investigate MA TESOL non-native teacher-learners' 

reflections on their learning experience in the UK, which will be examined in two aspects: (1) 

Teacher-learners’ reflection on three modules, namely Sociolinguistics of English as a Global 

Language, Second Language Acquisition Insights for TESOL Practice, and Innovation in 

TESOL Methodology, and (2) Teacher-learners' reflections on critical incidents inside and 

outside the classroom. The study aims to explore how critical reflection has been developed 

and how it contributes to the professional development among non-native MA TESOL students 

during 1-year MA TESOL in the UK. 

mailto:Ha.H.T.Nguyen@warwick.ac.uk
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The study aims to address two research questions as follows: 

1. How do the modules offered in the MA TESOL course help participants develop 

reflective practice? What is the evidence of that critical reflection? 

2. To what extent do participants’ experiences of “critical incidents” inside and 

outside the MA TESOL course encourage them to reflect on their previous 

experience of English teaching? 

What would taking part involve? 

Clearly outline in lay terms what taking part in the study will involve for the participant. 

Please consider the following: 

• what exactly will happen, for example: access to personal information, 

questionnaires, interviews, discussion groups,  

• how long the participant will be involved in the research; 

• how often they will need to attend: meet a researcher, attend a focus group, etc 

• how long these visits will be; 

• whether any interviews/focus groups will be audio or video recorded.  

You will be contacted to ask if you are willing to take part in the study. If you agree, you 

will be asked to get involved into two activities as follows: 

1. Provide the researcher with one, two or three assignment(s) not containing tutor’s 

comments or grades.  

2. Attend one individual interview and one focus group interview with the researcher. 

The individual interviews will be audio recorded and the focus group interview will 

be video recorded. For the first individual interview, you will be asked some questions 

related to your reflection on your assignments. For the focus group interview, you will 

be informed to have a group meeting with other participants. All of you will be asked 

to share some events occurring inside and outside classroom which stimulate your 

critical reflection on your previous experiences and how it is meaningful to your 

professional growth (whether (if any) your perception on language learning and 

teaching change after the events, or whether (if any) the critical incidents contribute to 

any changes in your future lesson). While the individual interview is supposed to last 

around 1 hour, the focus group interview can probably take 2 hours. The individual 

interview is anticipated to be conducted in early June and the focus group interview is 

going to be in mid-June. Depending on your preference and availability, you can be 

interviewed on Teams or in person. You can decide where and when we meet. 
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In terms of the information in your assignment, you can choose to withhold any information 

by informing me that you do not want it to be mentioned in the research via email or message 

before 1 July when I have not started my data analysis. After this point, it is not possible to 

withdraw your information. Regarding the interview questions, you can refuse to answer any 

questions that you are not willing to answer. The questions will focus on your learning and living 

experience in the UK, and not any of them is related to your private information.  

After collecting data, any extracts taken from your assignments or interview recording 

will be sent back to you for member check. At this stage, you can inform researcher if there is 

any information you want to withdraw from the interview or the assignments. You can also add 

more additional opinions if you wish.  

I might not use all data collected but some key valuable and relevant information will be 

selected to include in the research. If that is the case, the rest of the data will be kept and used 

in future publications. You will be informed if your data is recycled in other studies.  

Do I have to take part? 

No. Participation in this study is completely voluntary and choosing not to take part will not 

affect you in any way. You can also choose to withdraw your participation by contacting me via 

email or message. The last opportunity to do this will be 1 July 2022.  Information about whether 

and how you can withdraw your data after participating is explained later in this document.  

What are the possible benefits of taking part in this study? 

Detail any possible benefits that the participant may get from taking part in this study 

and/or the wider benefits to society that may result from the study if there are no direct benefits 

to individual participants. 

Please note that expenses/payments should not be presented as a benefit to participation.  

By joining this study, you have opportunity to self-reflect on your studying journey, 

regarding both academic and social experience. It is beneficial for your reflective practice 

because you have time to step back and think about what you learned in the past, what you have 

learned currently, whether your perception of teaching and learning English has shifted or not 

after one year living in an English-speaking country. Reflecting on the incidents occurring in 

your daily life offers you a chance to develop your critical thinking skills. You will see how 

your observation on daily communication and specific events happening in your life in the UK 

will contribute to your changes in your perception and whether those changes will influence the 

way you teach in the future. You can also have chance to consider whether your perception on 
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language has changed or improved in one way or another through classroom activities such as 

formal lectures, assignments, group discussions, and whether informal exposure to the spoken 

and written language in social situations outside the classroom has encouraged you to come up 

with any new notions regarding incidental language acquisition.  

The study will help you to voice out the benefits and limitations of living and studying in 

the UK. Your sharing about the knowledge you have accumulated from modules and experience 

through communication with teachers and peers would help teacher educators evaluate the 

effectiveness of the program in general. This would also help other fellow colleagues see how to 

maximize the opportunity to study abroad and expect what they might encounter during the year.  

What are the possible disadvantages, side effects or risks, of taking part in this study? 

Detail any possible disadvantages that the participant might experience. If anything is 

identified, detail what action will be taken. Think about this from the perspective of the participant. 

An anticipated disadvantage is that you might spend more than 3 hours on the study, 

which might be time-consuming for you. To make sure that the interview does not affect your 

schedule, I will inform you of the interview two weeks ahead so that you can arrange your 

timetable. Also, you can choose the time and location of the meeting at your convenience. If 

you prefer, an online meeting via Teams can be arranged in order to save your time of 

commuting. For the assignments, they are only used for study purposes. Any extracts taken 

from your assignments will be sent back to you for double check before being included in the 

research. Only some necessary extracts in your assignment are going to be used and they will 

be quoted directly. The whole assignment will not be included in the research. Therefore, you 

do not have to worry if you intend to publish your assignment in the future. 

Expenses and payments 

Explain whether the participant will be reimbursed for their participation in the study or 

will receive any form of payment/token for their time. If not, this should be clearly stated.  

There will be no costs or payments associated with participating in the study. It is carried 

out entirely on a voluntary basis. 

Will my taking part be kept confidential? 

Give information about how participants’ data will be kept confidential. Please state in 

lay terms: 

• how their data will be collected (paper forms, webform, app, in person) 

• for what purpose their data will be processed 
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• how data will be de-identified (e.g.  participants will be given a study number to protect 

their identity and the code linking this will be stored separately to the research data); 

• that the data will be stored securely on Warwick servers for the duration of the 

research project 

• explain that you and your supervisor/ markers will be able to access the data;  

• consider whether direct quotes will be used in the research report where individuals 

could be identified directly or indirectly- if so this needs to be explicit. 

Note. If you have a way of linking data back to an individual, the data is pseudonymised 

rather than anonymous. Be sure to use the correct term in your PIL and Consent form.  

Your data will be collected through an in-person interview. This includes your work 

experience, gender, age, your personal stories related to learning and living experiences in the 

UK, and the reflection on your assignments. However, providing this data is not compulsory. 

All the data will be processed according to the purpose of the study, in which your reflection 

on their MA program, communicative events, and critical incidents happening in your one-year 

MA course in the UK that stimulate your critical reflections will be meticulously investigated. 

Other information irrelevant to the study will be discarded.  

 You will be given a number or a pseudonym that represents your name, and information 

that might identify you will be removed. All information collected in the interview and 

assignments will be systematically categorized and securely stored in an encrypted and 

password-saved folder on the Warwick H drive. The audio and video recorded data will be 

confidentially kept in Warwick servers for up to 10 years since the start of the research project. 

Once the study ends, your data will then be deleted.  

 The original data including your assignments, audio and video recording, transcript, and 

other follow-up analysis will be accessed only by me Ha Nguyen, and my supervisor Miriam 

Schwiening, although you will not be identifiable to my supervisor.  

Your name will be pseudonymised in the dissertation. This option will be informed in the 

study invitation email at the beginning of the research when the researcher starts to collect data in 

June and again in late July 2022 when all extracts selected for research analysis will be sent back to 

you for double-checking. You will be labeled by a pseudonym, and all relevant information related 

to your reflection in your assignments and interview audio and video will be pseudonymized. This 

means all direct quotes used in the research will be referred by a participant number. If I want to 

link data back to an individual, the data is pseudonymized instead of being stated anonymously. 
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 Your data and related reflection in your interviews and assignments will be described 

and analyzed in a way that no individual can be recognized by name, affiliation, and personal 

experience. You will be asked if you want to read the chapters in which your cases are 

discussed. My supervisor and other university staff will not know who the students are. 

 What will happen to the data collected about me? 

As a publicly-funded organisation, the University of Warwick have to ensure that it is in 

the public interest when we use personally-identifiable information from people who have agreed 

to take part in research.  This means that when you agree to take part in a research study, such 

as this, we will use your data in the ways needed to conduct and analyse the research study. 

We will be using information from you in order to undertake this study and will act as the 

data controller for this study. We are committed to protecting the rights of individuals in line 

with data protection legislation. The University of Warwick will keep information about you 

until the project is completed. 

Your original data including your assignments and interview audio and video recordings 

can only be accessed by myself. My supervisor, Miriam Schwiening, will see the excerpts 

chosen to present in the study. All data will be stored on the Warwick H drive.  

Research data will be pseudonymised as quickly as possible after data collection. This 

means all direct and indirect identifiers will be removed from the research data and will be 

replaced with a participant number. The key to identification will be stored separately and 

securely to the research data to safeguard your identity. You may choose to withdraw your data 

at any point before 1 July after which withdrawal of data may no longer be possible.  

Your rights to access, change or move your information are limited, as we need to manage 

your information in specific ways in order for the research to be reliable and accurate. The 

University of Warwick has in place policies and procedures to keep your data safe.  

For further information, please refer to the University of Warwick Research Privacy 

Notice which is available here:  

https://warwick.ac.uk/services/idc/dataprotection/privacynotices/researchprivacynotice 

or by contacting the Information and Data Compliance Team at GDPR@warwick.ac.uk.  

What will happen if I don’t want to carry on being part of the study? 

Explain how participants can withdraw from the study while it is ongoing.  

Repeat what has been said above about whether and when it is possible to withdraw data 

after participating. If it is possible, explain how they can do it (e.g. by emailing the researcher).  

https://warwick.ac.uk/services/idc/dataprotection/privacynotices/researchprivacynotice
mailto:GDPR@warwick.ac.uk
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Reassure them that a decision to withdraw will not affect them negatively in any way.  

You are not obligatorily required to participate in the study. You can withdraw from the 

study even if you agreed to join at the beginning. You do not have to give any explanation for 

your withdrawal. All you need to do if you no longer want to follow the study is to email me so 

that I will remove all your data from my research. The last chance to do this will be on 1 July 

when I start my procedure of data analysis and all transcripts and extracts will be sent back to 

you for review. At this point, if you want to withdraw from the study, you can inform me of 

your withdrawal via email, and then your data will be deleted, and not any of it will be included 

in the research. However, after 1 July, if I have not received a request for withdrawal, I will 

assume that you still want to carry on being a part of the study and continue processing the data. 

It is not possible to withdraw your data from the project after 1 July. Your withdrawal will not 

negatively affect you in any way. 

What will happen to the results of the study? 

Explain what will happen to the results, whether the study will be written up only as a 

dissertation or whether it wil form the basis for a presentation or journal publication.  

The findings of this research will be shared with the researcher's supervisor, university 

professors, and other practitioners in the field via published articles, conference presentations, 

or seminars. You will be informed by email if your data is recycled to use in any presentations 

or journal publications. Again, your identity will be protected by pseudonym.  

Who has reviewed the study? 

This study has been reviewed and given favourable opinion by the Department of 

Applied Linguistics, University of Warwick.  

Who should I contact if I want further information? 

Investigator(s): Thi Hong Ha Nguyen    Ha.H.T.Nguyen@warwick.ac.uk 

Supervisor:   Miriam Schwiening        m.schwiening@warwick.ac.uk 

Who should I contact if I wish to make a complaint? 

Any complaint about the way you have been dealt with during the study or any possible 

harm you might have suffered will be addressed.  Please address your complaint to the person 

below, who is a senior University of Warwick official entirely independent of this study: 

Head of Research Governance 

Jane Prewett 

mailto:Ha.H.T.Nguyen@warwick.ac.uk
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Research & Impact Services 

University House 

University of Warwick 

Coventry 

CV4 8UW 

Email: researchgovernance@warwick.ac.uk  

Tel: 024 76 522746 

If you wish to raise a complaint on how we have handled your personal data, you can 

contact our Data Protection Officer who will investigate the matter: DPO@warwick.ac.uk.  

If you are not satisfied with our response or believe we are processing your personal data 

in a way that is not lawful you can complain to the Information Commissioner’s Office (ICO). 

Thank you for taking the time to read this Participant Information Leaflet 

  

mailto:researchgovernance@warwick.ac.uk
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Appendix 4. Consent form 

Title of Project:   An exploratory study on reflective practice of L2 teacher-learners’ 

experiences in an                     MA TESOL program  

Name of Researcher(s): Nguyen Thi Hong Ha   

 Ha.H.T.Nguyen@warwick.ac.uk 

Name of Academic Supervisor: Miriam Schwiening       m.schwiening@warwick.ac.uk 

Please initial all boxes  

1. I confirm that I have read and understand the information sheet for the above study.  

I have had the opportunity to consider the information, ask questions and have had 

these answered satisfactorily.  

2. I understand that my participation is voluntary and that I am free to withdraw as 

explained on the Participant Information Leaflet, without being negatively 

affected. And the last date to withdraw is before 1July.  

3. I understand that data collected during the study, may be looked at by individuals 

from The University of Warwick.  I give permission for these individuals to have 

access to my data.  

4. I am happy for my data to be used in future research. 

5. I am happy for my data to be used in future presentations/publications.  

6. I am happy for my individual interview to be audio recorded. 

7. I am happy for my group focus interview to be video recorded. 

8. I am happy to send my assignments (without feedback and grade) to the researcher.  

9. I am happy if my (pseudonymous) verbatim quotations are used in the research.  

10. I understand that my data will be stored in researcher’s mobile devices 

and Warwick H drive.  

11. I understand that my data will be destroyed after the project finishes.  

12. I agree to take part in the above study.  

            

Name of Participant   Date    Signature 
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Appendix 5. Ethics Application form 

Applied Linguistics Taught Courses 

Application Form for Research Ethical Approval 

Amended from HSSREC form 

Date: 2 June 2022  Version: 2 

SECTION 1.  APPLICANT DETAILS 

1.1 APPLICANT 

Applicant’s Title (optional):           Miss 

Applicant’s Forename:             Thi Hong Ha 

Applicant’s Surname:             Nguyen 

School or Department:                  Department of Applied Linguistics  

Warwick e-mail address:               Ha.H.T.Nguyen@warwick.ac.uk 

Contact telephone number:          07395490079 

Applicant’s Status: 

STUDENT:  

Undergraduate Student  ☐ 

Taught Postgraduate Student ☒ 

Name of course/qualification: : MA in TESOL 

 

1.2 SUPERVISOR 

Supervisor’s Title:    

Supervisor’s Forename:   Miriam  

Supervisor’s Surname:  Schwiening         

Supervisor’s Post:               Assistant Professor 

Supervisor’s Faculty/School and Department:  The Department of Applied Linguistics 

Supervisor’s Warwick e-mail address:   m.schwiening@warwick.ac.uk 

Supervisor’s contact telephone number:   Click here to enter text. 
 

SECTION 2. PROJECT DETAILS 

2.1 Project Title: An exploratory study on reflective practice of L2  

teacher-learners’ experiences in an MA 

TESOL program 

2.2 Estimated start date: 1 June 2022 

2.3 Estimated completion date of project: 1 September 2022 

 

 

mailto:Ha.H.T.Nguyen@warwick.ac.uk
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SECTION 3: BACKGROUND/LAY SUMMARY 

Please provide a lay summary of the project:  

The summary should be brief and easily understood by someone who is not an expert in the 

area.  

 

Word limit: 500 words 

Reflective practice is undeniably important for teacher development, and it should be 

encouraged throughout any English training programme. In the MA TESOL programme, 

teacher learners' critical reflection is highly significant. Students in a one-year MA TESOL 

programme devote so much time to learning that they do not really have time to think about 

the interplay between their academic and life changes, language experiences, and their self-

reflection. This is especially important for MA TESOL foreign teacher candidates who do 

not speak English as a first language. The academic and social experience of completing an 

MA degree in an English-speaking country has the potential to bring about numerous 

revolutionary improvements and innovative ideas in their vision and teaching practice in the 

future. The study, therefore, aims to determine: first, how the MA TESOL modules assist 

participants in developing reflective practice and what evidence of critical reflection can be 

found in MA TESOL students' assignments; and second, to what extent participants' 

experiences of "critical incidents" both inside and outside the MA TESOL programme 

encourage them to reflect on their previous experience of teaching English. 

 

For the first research question, potential candidates will be invited to submit their final 

assignments without their tutor’s feedback, which should include critical reflection as a 

requirement of the assignments. Those assignments are Socioinguistics of English as a 

Global Language, Second Language Acquisition Insights for TESOL Practice, and 

Innovations in TESOL Methodology. I will also send an email to the module tutors to ask 

for their permission to use students’ assignments in my research. I will analyse their 

assignments and conduct a semi-structured face-to-face individual interview with them to 

ask them some pertinent questions about their reflection during term 1 and 2. Regarding the 

second research question, the participants will be interviewed in a focus group to ask about 

their critical incidents, which are general events that occur inside and outside the classroom 

that have a significant impact on their teaching and may result in a substantial shift in their 
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personal and professional lives. Participants will be asked how these observations motivate 

them to think critically about English language teaching and learning. To answer for the 

second research question, participants will be invited to join a focus group interview to 

encourage a synergistic environment which aim to yield high-quality data from an insightful 

discussion (Dörnyei, 2007). 

 

The individual interview will be audio-recorded, and the focus group interview will be 

video-recorded. The participants’ answers will be thematically analysed (based on the 

interview questions) to speculate and categorize the recurring patterns that emerge out of 

the data.  

 

SECTION 4 RISK AND ETHICAL CONSIDERATIONS CHECKLIST 

 

Complete the checklist ticking ‘Yes’ or ‘No’ to all questions. 

 

Where you have ticked ‘Yes’ to a question below, you will need to discuss the issues with 

your supervisor. You should then briefly explain why this aspect of the study is necessary 

and what safeguards you will put in place to minimise risk.  
 
 

 

 Yes No 

A Does the study involve participants who are particularly 

vulnerable or unable to give informed consent or in a dependent 

position (e.g. children, your own students, over-researched groups, 

people with learning difficulties, people with mental health problems, 

young offenders, people in care facilities, prisoners)? 

If yes, please provide details: 

 Click here to enter text. 

☐ 

 

☒ 

 

B Will participants be taking part in the study without their consent or 

knowledge at the time, or will deception of any sort be involved (e.g. 

covert observation of people in non-public places)?  

If yes, please provide details: 

 Click here to enter text. 

☐ 

 

☒ 
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C Is there a risk that the highly sensitive nature of the subject might 

lead to disclosures from the participant concerning their involvement 

in illegal activities or other activities that represent a threat to 

themselves or others (e.g. sexual activity, drug use, or professional 

misconduct)? 

If yes, please provide details: 

 Click here to enter text. 

☐ 

 

☒ 

 

D Could the study induce psychological distress or anxiety, or produce 

humiliation, or cause harm, or lead to negative consequences 

beyond the risks encountered in normal life? 

If yes, please provide details: 

 Click here to enter text. 

☐ 

 

☒ 

 

E Is any reward, apart from travelling and other expenses, to be given 

to participants? 

If yes, please provide details and justification for this, to ensure this 

is appropriate, and not seen as a bribe or to coerce participants into 

taking part: 

 Click here to enter text. 

☐ 

 

☒ 

 

F Could the proposal give rise to the researcher having any conflicts of 

interest? 

For example, if you have an existing relationship with research 

participants which will change how you do the research or present 

your findings.  

If yes, please provide details including how this will be managed: 

 Click here to enter text. 

☐ 

 

☒ 

 

G Will any part of the project be undertaken overseas?   

If yes, please state which Country/Countries, the locations at which the 

project will be undertaken, e.g. public place, school, company, hospital, 

University, researcher’s office, including the services of an overseas 

cloud hosting provider for storage or a market research company etc. and 

the local permissions in place for this (where required): 

 Click here to enter text. 

☐ 

 

☒ 
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H Will the researcher go to any areas where their safety may be 

compromised? 

If yes, please provide details, including what measures will be put in 

place to minimise risks and ensure the researcher’s safety. A risk 

assessment should be submitted with the application: 

 Click here to enter text. 

☐ 

 

☒ 

 

I Will the study involve children under 5 years old? 

If yes, please provide details: 

 Click here to enter text. 

☐ 

 

☒ 

 

J Is the research commissioned by the military?* 

If yes, please provide details: Click here to enter text. 

☐ 

 

☒ 

 

K Is the research commissioned under an EU security call?* 

If yes, please provide details: Click here to enter text. 

☐ 

 

☒ 

 

L Does the research involve the acquisition of security clearances?* 

If yes, please provide details: Click here to enter text. 

☐ 

 

☒ 

 

M Does the research concern terrorist or extreme groups? 

If yes, please provide details: Click here to enter text. 

☐ 

 

☒ 

 

N Does the research involve an intervention? 

An “intervention” here is understood as a systematic controlled 

change of participant conditions, for example changing the way you 

teach a class in order to carry out your research.  

If yes, please provide details: 

 Click here to enter text. 

☐ 

 

☒ 

 

O Does the study involve any additional ethical considerations or risks 

to participants or the researcher that are not listed above? 

If yes, please provide details: 

 Click here to enter text. 

☐ 

 

☒ 

 

P Is your research funded by or are you collaborating with a non-UK 

military organisation? 

If yes, please provide details: 

 Click here to enter text. 

☐ 

 

☒ 
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Q Are you transferring (physically, electronically or verbally) any 

technologies, material, equipment or know-how, to any non-UK 

organisation, that could be used to support the design, development, 

production, stockpiling or use of nuclear, chemical or biological 

weapons?  

If Yes to Question P or Q: 

Please give further details (including if there is the 

potential or if you have any concerns that the technology, 

material, equipment, or know-how could be used to 

support the design, development, production, stockpiling 

or use of nuclear, chemical or biological weapons)  

 Click here to enter text. 

☐ 

 

☒ 

 

 

 

SECTION 5: STUDY DESIGN, METHODOLOGY & ANALYSIS 

 

Word limit for this section: 1000 words 

5.1 Aims and objectives of the project: 

The purpose of this dissertation is to look into MA TESOL teacher-learners' (TLs) comments 

on their learning experience in the UK, as well as how critical reflection has been cultivated 

among MA TESOL students. It is motivated by the reflective experience that students go on 

as a result of their personal and professional experiences, as well as the necessity for 

continuous professional development. This dissertation aims to answer the following 

research questions in order to reach that goal: 

(1) First, investigate how (if at all) TLs’ reflective practice has developed after they complete 

three modules in the MA TESOL program (including Sociolinguistics of English as a Global 

Language, Second Language Acquisition Insights for TESOL Practice, and Innovations in 

TESOL Methodology) 

(2) Second, describe what and how critical incidents occurring inside and outside of the class 

can help students reflect on real-life English and their English teaching in practice. 

5.2 Study design and data collection methods: 

• Specify what data will be collected 
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• Explain whether this data will be collected directly from participants (e.g. via 

questionnaires/interviews) and how (i.e. web form, online application, paper form) or 

collected indirectly, from a third party (previously collected data set) 

 

• Explain whether data collection will be anonymous, or whether personal data will be 

pseudonymised, or whether participant identification with informed consent is 

appropriate for your project. 

 

Once I get the consent form signed by the potential participants, I will ask them to share their 

assignments of three modules, namely Sociolinguistics of English as a Global Language, 

Second Language Acquisition Insights for TESOL Practice, and Innovations in TESOL 

Methodology. They will be given options to send all three assignments or only one or two 

out of three assignments. To obtain the diversity of the data, the participants from Africa and 

Asia with different teaching background ranging from secondary school to tertiary level will 

be invited to join the study. This approach will hopefully allow me to obtain heterogeneous 

scope of research and acquire different perspectives from MA TESOL teacher-learners 

coming from various teaching and language backgrounds. After analysing participants’ 

assignments to look for the evidence of critical reflection, I will interview them individually 

(semi-structured interviews) to delve further into their experience of the MA TESOL 

programme at the University of Warwick. 

 

In addition, another semi-structured focus group interview will also be applied to deal with 

the second research question. They will have chance to share their experience of critical 

incidents during the programme when they are studying and living in the UK and how those 

events contribute to their reflection on language acquisition and teaching practice. The time 

estimated for the interview is one to two hours. One person will be invited to conduct a pilot 

interview to see whether there are any problems with the set of questions and anticipate the 

time spent for the conversation. All emerging issues spotted will be noted and the interview 

questions will be modified accordingly. 
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At the beginning of the research, the participants will be informed that  their names will be 

pseudonymised. All relevant information related to their reflection in the assignments and 

interview audio and video will be pseudonymized. 

5.3  Data Analysis 
 

• Detail the analysis methods that will be undertaken 
 

The data collected will be categorised and analysed based on the relevant themes. The 

evidence of reflection illustrated in the participants’ assignments will be noted and 

categorised to figure out the common patterns of reflection. The audio and video recording 

will be fully transcribed, and the relevant parts of each theme will be selected to include in 

chapter Analysis and Discussion in the dissertation. 

 

SECTION 6: RECRUITMENT 

 

Word limit: 500 words 
 

If your project does not involve human participants, you may leave this section blank. 

 

The target group for this study is 2021/22 MA in Teaching English to Speakers of Other 

Languages (MA in TESOL) students at the Department of Applied Linguistics, University 

of Warwick. 

6.1 Explain which participants you wish to recruit, including an approximate number; 

explain how this supports your research aim. 

 

The participants of the study are ten overseas teacher-learners from Africa and Asia with more 

than two-year experience in teaching English from secondary school to university level. 

For qualitative research, the average number of interviews is between six and twelve (Mann, 

2016). I intend to recruit participants from various countries and teaching contexts to 

maximize the "meaningful differences in experience" (King & Horrocks, 2010, p. 29).  

 

6.2 Where applicable, state the breakdown of participants by type and approximate number 

of each type of participant, e.g. children (include age), parents, teachers, etc.: 

Type of Participant:     Number: 

MA TESOL students     10 
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6.3 Please detail how participants will be recruited to the study: 

To include: 

• How participants will be identified and approached? 

• What materials will be used to recruit participants- please provide copies of posters, 

leaflets, invitation emails, etc. 

I will send a study invitation email to my classmates, those who I know personally from my 

group work and a group assignment in the seminars in MA TESOL cohort of 2021-2022. 

The participant information leaflet (PIL) will be attached in the email, and I will answer any 

questions they might have. A copy of an invitation email will be attached in separate 

document together with the PIL, ethics application form, and consent form. Some MA 

students who are willing to participate in my study must then sign and return the consent 

form to me within 2 weeks since the date the invitation has been sent. It will be guaranteed 

that their personal data including their reflection in the assignments and interview answers 

will be completely pseudonymised, and that they will be free to withdraw at any time during 

the study without facing any negative consequences. 

 

SECTION 7: INFORMED CONSENT 

If your project does not involve human participants, you may leave all section 7 blank. 

 

7.1 Projects which may not require informed consent 

 

Almost all projects involving human participants require written, informed consent. 

Exceptions to this rule might be if you are using material that someone has placed fully into 

the public domain (e.g. staff information pages on a university website, someone’s published 

book or article, someone’s television appearance) or if you are using material where consent 

has already been given for research use (e.g. student assignments in some institutions, 

corpora in Sketch Engine). 

 

If you believe that your project does not require informed consent, please discuss this with 

your supervisor and then explain your reasons here: 

 

Click here to enter text. 
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7.2 Projects requiring informed consent 

 

To obtain this, you must use the template PIL and Consent form provided. Some parts of 

these templates can be customised, other parts must be left as they are. This should be clear 

from the templates – if in doubt, please consult your supervisor 

 

Where a study involves children under the age of 18, consent must be sought from parents/ 

guardians as well as from the children themselves. 

 

Your PIL and consent forms must be appropriate to the audience. It is usually necessary to 

provide different PILs and consent forms to different participant groups, e.g. teachers, 

children and parents. 

 

Signed consent forms must be safely stored (see section 8 below) until your graduation. 

 

Please explain how you will obtain informed consent from your participants: 

An invitation email including the participant information leaflet will be sent to my classmates 

in MA TESOL cohort of 2021-2022. If they are willing to join my research, a consent form 

will be sent to them via email. They will then sign and send the consent form back to me 

prior to any further actions in my data collection via university email after 2 weeks. The 

data's confidentiality and security will also be guaranteed. Participants will have the 

opportunity to see the research findings before I submit the dissertation if they are worried 

about how their reflection data will be represented. The participants will be provided with 

details to make a complaint in the participant information leaflet. The current contact for 

complaints is the Head of Research Governance/Deputy Director of Research & Impact 

Services. 

 

7.3 Withdrawing from the study 

 

As part of obtaining informed consent, you must explain to participants whether, how and 

when they can withdraw from the study while it is ongoing or withdraw their data from the 

study after they have taken part. It may not be possible to withdraw data from an anonymous 
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survey, and there may be time limits on when other data can be withdrawn – for example, it 

would not be possible to withdraw data after the dissertation has been written.  You must use 

the PIL to make the conditions of your particular research project clear to participants. 

 

Please explain the process by which a participant could withdraw from the project or 

withdraw their data: 

Participants will be able to withdraw their data only before July 1, 2022. They must email 

me and advise me of their choice as soon as possible. The right of withdrawal is clearly stated 

in the PIL. After that, the data will have already been incorporated into my report, and I may 

not be able to remove it at that time. If they inform me of their withdrawal before 1 July, all 

their provided data will be deleted in my personal devices such as mobile or laptop. However, 

in order to protect their rights, I will use the bare minimum of personally identifiable 

information and secure the data in accordance with the University's Information and Data 

Compliance policies. They will be informed in the participant information leaflet that 

withdrawing will have no negative consequences for them. 

 

SECTION 8: DATA COLLECTION, USE & STORAGE (DPA 2018 & GDPR) 

 

8.1 Does the project involve the collection, analysis or storage of personally identifiable 

data? 

Yes ☒ No ☐ 

‘Personal data’ is any information relating to an identified or identifiable natural person- 

a ‘data subject’. 

An identifiable natural person is one who can be identified, directly or indirectly, in 

particular by reference to an identifier (such as a name, an identification number, location 

data, financial data, opinion, an online identifier), or to one or more factors specific to 

the physical, physiological, genetic, mental, socio- economic, cultural, race, religion, trade 

union membership, political beliefs, medical, gender or social identity of that natural 

person. 

If yes, please provide details of what will be collected: 

Personal identifiable information, such as names and student numbers, will be included in 

students’assignments. These details will be removed from the data once I assign a number 
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code to each participants’ assignments. Students will be asked for their assignments only, 

not the feedbacks and grades. Similarly, for the interview audios and videos, their names, 

countries, and home institutions are also replaced with pseudonyms after the recordings are 

transcribed. My supervisor and other university staff will not know who the students are. 

8.2. Does the project involve the collection, analysis or storage of any personally 

identifiable special category data or criminal offence data? Yes ☐ No ☒ 

Special category data includes personal data which is by its nature, particularly sensitive in 

relation to fundamental rights and freedoms of individuals such as: racial or ethnic origin, 

political opinions, religious or philosophical beliefs, trade union membership, genetic data, 

biometric data (for the purpose of identifying a natural person), data concerning health or 

data concerning a natural person's sex life or sexual orientation. This type of data merits 

specific protection as the context of its processing. Failure to handle this data correctly could 

result in significant risks to the fundamental rights and freedoms of the individuals. 

If yes, please provide details of what will be collected and for what purpose: Click here to 

enter text. 

 

What measures are being implemented to reduce or eliminate the risk to these participants’ 

data for the duration of the period that their personal data is collected and stored? Click here 

to enter text. 

8.3 Does the project involve the collection or analysis of personal data relating to children 

under 13 or vulnerable groups? Yes ☐ No ☒ 

 

If yes, please provide details of what will be collected: 

Click here to enter text. 

For what purpose do you need to process the children’s or vulnerable person’s data? 

Click here to enter text. 

What measures are being implemented to reduce or eliminate the risk to these participants’ 

data for the duration of the period that their personal data is collected and stored? 

Click here to enter text. 

8.4 Access to the study data 

If anyone other than yourself, your supervisor and your markers will have access to the study 

data, please explain here: 
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The original data will only be accessible to myself. Only the pseudonymized excerpts that I 

choose for the data analysis section will be seen by my dissertation supervisor and marker. 

8.5 During the project, will data be hosted on any external platforms or use new technology? 

Yes ☐ No ☒ 

e.g. Apps, online survey tools (qualtrics, Bristol online surveys etc.), recruitment tools 

(Prolific, SONA etc.), cloud hosting tools. 

 

Is the platform or technology already approved by the university?  Yes ☒ No ☐ 

 

If no, please provide details of the system(s) and how they operate: Click here to enter text. 

I will use my mobile to record the audio in the individual interview and video in the group 

focus interview. All will then be transferred to my laptop later. This data will also be copied 

to the university secured H-drive in a password-protected folder. For the ease of transcribing, 

I will use a website called otter.ai, which is approved by the university, for automatic 

transcription. The audio and video recordings will be uploaded to the website to be 

automatically transcribed. After transcriptions have been made, all audio and video 

recordings will be deleted. The participants’ assignments will also be copied to the university 

H-drive. Both types of data will be securely saved in the university H-drive data storage for 

10 years after the completion of my research. The data will then be deleted. Depending on 

the participants’ availability and references, a face-to-face interview can be implemented. If 

not, the interview will be conducted online via Teams using my Warwick university ID 

number, which has already been approved by the university. 

8.6 Will any research activities be audio or video recorded? Yes ☒ No ☐ 

 

This needs to be clear in the participant information leaflet and consent form. 

If yes, please provide details of what will be recorded. Please see the section below for 

guidance as to how any recordings must be stored. 

 

For the individual interview, I will make sure to specify the module's name during the 

interview and I will preserve the original order of the assignments by submission with each 

participant for ease of data analysis. I will bring the assignments with me during the interview 
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with the participants to ask them to clarify or delve further into their reflection. Apart from 

the assignment discussion in the individual interview, I will ask them, in a focus group 

interview, about their critical reflection on their experience inside and outside the classroom. 

For the ease of doing transcription, I will make a video recording in the focus group 

interview. The individual and group focus group interview will be audio-recorded and video-

recorded respectively from the beginning to the end of the conversation. This information is 

clearly explained in the PIL and consent form. 

8.7 Data storage 

 

Your data must be stored on a Warwick server at least until you graduate, and for 10 years 

if you use it for a publication (Please see question below on further uses of data). 

If data is collected on a portable device this must be encrypted, and the files passworded. 

The data must be transferred as soon as possible to a Warwick server. 

Data may only be held on an external platform if this has been approved. 

Paper based data must be locked up securely. 

Once you have graduated and/or the data has fulfilled the purpose for which it was collected 

as explained on your PIL, it must be deleted. 

If it will be difficult for you to comply with these requirements, please explain why: 

It is not difficult for me to comply 

8.8 Is it anticipated that there will be any future use of the data? Yes ☒ No ☐ 

 

Future use might be future research, or publication. You must obtain informed consent for 

future use via your PIL and Consent Form. Future use affects the length of time for which 

you must store your data. Please explain any plans for future use here: 

 

The data can be reused for articles, conference presentations or seminars, and training 

sessions. 
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SECTION 9: DISSEMINATION 

 

If you intend to disseminate your dissertation beyond the University of Warwick, please 

explain your plans here:  

 

The findings of this research will be shared with the researcher's supervisor, university 

professors, and other practitioners in the field via published articles, conference 

presentations, or seminars. 

 

 

 

SECTION 11: SUPPORTING DOCUMENTS 

 

 

You must provide all participant facing documents associated with this application.  

 

There may be more than one type of each document, e.g. multiple participant information 

leaflets if there are different participant groups. 

 

 

SECTION 12. SIGNATURES AND DECLARATIONS 

 

Declarations from applicant 

 

The information in this form together with any accompanying information is complete and 

correct to the best of my knowledge and belief and I take full responsibility for it. 

 

I undertake to abide by the University of Warwick’s Research Code of Practice in 

undertaking this study. 

 

https://warwick.ac.uk/services/ris/research_integrity/code_of_practice_and_policies/research_code_of_practice/legal_regulatory_funding/prevent/
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I confirm I am familiar with and will conduct my project in line with the General Data 

Protection Regulation (GDPR) and Data Protection Act 2018 (DPA 2018), reporting any 

data breaches to the University’s Information and Data Director: DPO@warwick.ac.uk. 

 

I understand that I must not begin research until I have received approval. 

 

I understand that any changes that I would like to make to this study after receiving approval 

may require further review. I will discuss this with my supervisor if applicable.  

Signature of Applicant:     Date: 30 May 2022 
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All relevant sections of the form have been filled in; any left blank are not applicable to the 

project 

 

Having discussed any items ticked as ‘yes’ in section 4, I am satisfied with the need to collect 

the data and with the measures in place 

 

Where human participants form part of the project, I am satisfied with the PIL and Consent 
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I am satisfied that the student understands the need for data protection and has appropriate 

safeguards in place.  

Signature of Supervisor:   Date: 31/5/2022 
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Appendix 6. Otter.ai Screenshot 
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Appendix 7. Sample of Transcripts Exported from Otter.ai 

 

Unknown Speaker  4:10   

Okay. Yeah. Let's talk about some modules that we have learned here. Can you identify 

some reflection elements from some modules? So, can you spot any reflective elements in the 

modules, for example? 

 

Unknown Speaker  4:39   

Almost all modules we had they encouraged us to, to reflect our either on our practice, or 

they reflect on how whatever we're learning here or in that specific module could be applied in 

our context. So, if I had to mention a few, for example, starting from the practice, it was that 

practice, professional practice, not the first one we did before. So, we started spoken interaction. 

It wasn't it wasn't like one of the main modules, but I think it was just to have it was like a 

diagnostic module. Protects assignment practice assignment. Yeah. So, from there, I think that 

was a way of introducing us to what, what was coming. So, in the module, remember, we're 

taught we're asked to discuss the role of English in a context I remember from for me, sorry, I 

had to denote the status and the role of English and also in social linguistics, we had to this I 

had, I was I discussed. The notion I think of standard English, and how my views of certain 

standard English had changed over the course of the of the module, and also of my being here. 

Third module, I my reflection was on how teachers could be encouraged to take ownership over 

their professional development, but I was doing I was I was making that discussion during the 

discussion, looking at my context, specifically the institution where I work in Mozambique, 

which is a teacher training institution, university, but we have teacher training courses. So, my 

discussion was on how an institution like that can encourage professional development of 

teachers that is self initiated, but that in a way that it could be done at the pre-service level. So, 

I was replacing think encouraging teachers to take ownership of their professional development 

at the pre-service procedures level. And then in innovations. I think I was reflecting on the 

online teaching; I think so it was a small it was exploratory. It wasn't a research because I didn't 

finish the whole process, but I was reflecting on how I'm gonna reflect on my teacher or my 

online teaching. And they make and I focused on some of the problems and the process. Yeah, 

yeah. Almost all modern asked us to reflect. Reflection is our culture. Yeah. Teaching and 

learning culture here.  



 

104 

 

Unknown Speaker 8:20  Yeah. So, let's go back to think about your role as a teacher. So 

before coming here, how do you see your role as a teacher? Like your philosophy of being a 

teacher? Before coming here and after study here when you are educated. With a lot of advanced 

knowledge that you might not learn  before. Yeah. So how do you think your role, whether it 

changed or is the same? 

 

Unknown Speaker  8:31   

I think it changed mostly as a teacher trainer. Okay. The way I see the, the culture, the, 

the, the academic culture, where it come from, the trainer is there to guide the student into I 

think it's more directed, I would say. There is guiding Yes, but what's more, predominant is you 

directing them this is how you do; this is how you teach; this is how you treat your students, 

this is how you manage the classroom. This is how you do… so in my context, the trainer is 

like the model that comes in the role model,  a good example. 
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Appendix 8. Sample of initial coding 
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Appendix 9. Coding and generating themes in Nvivo 
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