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Reflective practicénas been proved to be a meaningful way of learaimgut teaching and various
aspects of teachers’ work by several studies iferdifit EFL teaching contexts. In Thailand, despite
the commonly-reported problems about the Englisigdage education prografor prospective
English teachersafew studies were conducted on how to improve theagon. By employing the
reflective teaching approach, this study reportshow an educator assisted 48 Thai pre-service
English teachers to learn how to teach Englishingiin the Writing Instruction course. The findings
from the survey, the teacher-educator’s notes duhie coursand the focus-group intervieshowed

the considerable success of this teaching appréacthermore, the information from tegaluations

on micro-teaching performances by the teaching ggptheir peers and teacher-educator, aed th
students’ reflections on their teaching strengtits\@eaknesses and their plans for reconstructieig th
teaching revealed some considerations for improwneniéis study is thus expectamnot only reflect

on how teacher-educators are trying to improvequnaity of English preservice-teachers in Thailand
and to develop their experiences to be life-lorayrers, but also provide some insights to enhance
reflective prospective teachers in other educatisetings with similar teaching and learning crdsu

Keywords: teacher education, reflective practice, student teaching, Thai EFL teachers, teaching
EFL writing

I ntroduction

Significance of Reflective Teaching

Reflective practice is an important tool in the qtige-based professional learning settings where
people learn from their own professional experiencather than from formal learning or knowledge
transfer. In fact, reflective practice is viewed asneans by which practitioners can develop a great
level of self-awareness about the nature and impfaitteir performance, which creates opportunitas
professional growth and development (Loughran, 2002 the field of teacher-education, reflective
practice plays a central role as it facilitateschéiag, learning and understanding (Amobi, 2005;
Kostiainen et al., 2018; Lieberman & Miller, 200@ughran, 2002; Schdn, 1987). Due to the complexity
of teaching, teachers often question their prastioeimproving their students’ performance andtfegir
own professional development. When teachers cantysgstematic enquiry into themselves and by
constantly looking into their own actions and exgeces, they understand themselves, their praciices
their studentsReflective teaching or “a reflective conversatioithvihe materials of a situation” (Schén,
1987, p. 31) is a process where teachers think thxeér teaching practices, analyze how something was
taught and how the practice might ineproved or changed for their students’ betterresy outcomes
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(Kostiainen et al., 2018)his reflection process involves what is curreriging done, why it is being
done and how well students are learning. By calig¢tanalyzing and evaluating the information about
what goes on in their classroom, teachers will iderand explore their own practices and underlying
beliefs, which may then lead to changes and impn&vés in their teaching. Reflective teaching,
therefore, has been widely believed as an apprimaideachers to renew their practice and understiagad
effects of their teaching (Amobi, 2005; Kostiainenal., 2018). In reflective approaches to teaching
teachers are reflective practitioners who, insigfatherely practicing experts’ views in their teaui are
encouraged to make sense of different dimensioriedf teaching individually and collectively. Thig
end, instead of transmission of given knowledge akitls of teaching to student teachers through
prepackaged materials, teacher-educators build todest-teachers’ prior experiences and personal
beliefs and provide them with opportunities for)§anstructing their understanding of their professai
roles, students’ needs, curricular objectives, sman (Farrell, 2007, 2015). Lieberman and Mil20(0)
pointed out that the practice of reflective teaghireflective inquiry, and reflection on practiasults in
gaining personal and professional knowledge thaimigortant to being an effective teacher and in
shaping students’ learning.

Previous Studies on Reflective Practicein Teacher-Education

Previous studies in teacher-education programs keaveloyed several different methods to access
reflections of practice, such as journal writingid®-video recording, metaphor analyzing, concept
mapping, group discussion, classroom observatieH-ifgsonitoring, peer critical friendships, or group
observations) and action research (Abednia, HopémsaTeimournezhad, & Ghanbari, 2013; Birbirso,
2012; Lim, 2011; Wan, Low, & Li, 2011; Yin, 2018irbirso (2012) used journal writing to examine
what can be done to facilitate effective criticaflections for pre-service TESOL teachers in Ettdop
The results revealed that besides being able kectein their own assumptions, beliefs and thepeed
to use this information to improve their practiteachers could also make the shift beyond pracdice,
take a more critical stance on school practicesisswks. Abednia et al. (2013) used reflectiverjala to
encourage pre-service Iranian TESOL teachers tivaté awareness of their beliefs about EFL teaghin
and learning. As a result of such reflections,gheservice teachers gained heightened awarenéssiof
assumptions and beliefs, which facilitate theirlegton, and in some cases re-evaluation, on those
beliefs in terms of their appropriateness. ExplgriBrunei pre-service TESOL teachers’ written
reflections on their observation of lesson planrang other aspects of teaching, Tan (2013) repointzd
reflective dialoging (through writing) helped theegservice TESOL teachers to not only reflect atiatk"
through” their own reflections on planning and taag but also “understand and see other perspsttive
rather than just their own (p. 823). In a similaammer, through metaphor analysis of Chinese iniserv
TESOL teachers’ beliefs, Wan et al. (2011) fourat the teachers were not only able to reappraesa th
in light of their current practices but also makedifications to suit their new insight about thetase as
TESOL teachers.

Employing recorded videos, Donnelly and Fitzmausig®011) study on Irish teachers’ perceived
impacts of micro-teaching when they observed pesrd’ their own micro-teaching performance showed
the participants’ greater self-awareness and iseaonfidence, and becoming more reflective about
their own teaching practice. Similarly, in teachi#ugerican pre-service teachers to learn from afldate
on their micro-teaching, Fernandez (2010, 2012)ectdd data from various sources (videos, group
discussion, field notes, reflective reports andrme®l teacher feedback). Her results revealed ttat
prospective teachers found the experience benkfwitheir teaching experience and enhancement of
their understanding of pedagogical and content kedge (PCK). Additionally, planning, teaching
practice, feedback and meaningful discussion wikre and teacher, support from a knowledgeable
educator, and opportunity to trial, analyze andsestheir micro-teaching lessons were reportedeto b
crucial for them to learn.
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To study the reflectivity of secondary-educatioe-pervice teachers on their teaching actions and
peers’ evaluation of their performance in a micaocteng experience, Amobi (2005) provided guided
questions for the participants to reflect on. Thalg suggests that reflection on teaching actignhé
critical first step to make explicit reconstructitigat leads to growth and improvement in teaching.
Amobi further claims that this reflective approadohteacher-preparation programs is necessary for th
dual goals of preparing effective and reflectivacteers. Miller and Shifflet (2016) analyzed previsy
teachers’ written reflections on their meaningfldneentary-school memories in combination with the
course material and found both positive and negatinfluences of previous experiences on teachers’
current and future teaching and learning. Similably using autobiographical essays, Lim (2011)
reported how pre-service TESOL teachers reflectedheir own personal histories in relation to their
professional identity origin, formation and develmgnt in a Korean context. The study concluded that
the formation of teacher identity is an ongoinggass of “identification and negotiation of self-igess,
prior experiences in learning and teaching” (p.)978 general, the reviewed literature on refleetiv
practice from different teacher-education contéxtécates the importance of developing reflectiabits
for pre-service teachers in order to lay the fotiodafor their ongoing and critical reflection fohe
betterment of their future teaching and learning.

English Language Teacher-Education in Thailand

Acknowledging the significant role of reflectiveagatice in the field of teacher-education, Thailkad
made great efforts to improve the quality of presse and in-service teachers, through its calls fo
promoting the reflective teacher attribute, coirgrtteachers’ misled mindset on learning through
reflection and developing activities for enhanceugh a learning process (Chanwaiwit, 2018; Hayes,
2010; Ingersoll et al., 2007; Mehrpour & Moghad#20,18; Scholz, 2014). These calls respond to the
fundamental problems within Thai teacher-educatwagrams. Research by the Board of Teacher
Education Review from 2009 to 2011 found the absesfctheoretical, pedagogical knowledge, and the
critical thinking skills in teacher-education pragrs (Phompun, Thongthew, & Zeinchner, 2013). In a
comparative study of teacher-preparation and doatibns in six nations: United States, China, Hong
Kong, Japan, Korea, Singapore and Thailand, Indessal. (2007, p. 2) found that the requiremeort f
English teacher-education programs in ThailandK8aadequate rigor, breadth and depth”. This could
account for the high levels of under-prepared teexcland students’ low levels of language proficjenc
widely represented in the literature of ELT in Thad. Similarly, Hayes (2010) who studied about
English language learning, teaching and educatigfalm in rural Thailand revealed that teachersewe
poorly-prepared, and there were “shortages of gpmtely qualified teachers” (p. 305). Furthermore,
Hayes (2010) also indicated that due to the lowfigiemcy in English, “the majority of teacher-
preparation courses were conducted in Thai, angl Wexe not subject-specific” (p. 310). Darasawang
(2007) also mentions the necessity for the EFLHeaeducation programs in Thailand to develop both
pre-service English language teachers’ Englishigesfcy and basic pedagogical knowledge. Influenced
by rote-memorization teaching styles heavily emptbyn Thai educational systerfihai prospective
teachers lack critical thinking and reflection kkio assist themselves in organizing, teachingeolbng
and evaluating their own teaching in response tdesits' needs and are not open to current teaching
methodologies (Baker, 2008; Darasawang, 2007; MWitp015; Scholz, 2014). As stated in previous
studies(Baker, 2008; Darasawang, 2007; Hallinger & Leel2Z0Phompun et al., 2013; Wongsothorn,
Hiranburana, & Chinnawongs, 2003he concept of learner-centeredness has not be#raseepted
among Thai teachers of English, resulting in negatattitudes and little improvement in English
language education despite Thai government’s possiedntinuous lifelong learning and a change from
teacher-centered to learner-centered approachssarngued that such resistance to changes isrirdpa
to cultural mismatch between Thai culture and ingrWestern values of education reform (Baker,
2008; Darasawang, 2007).
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Despite these thorny issues, few studies were ateduon how to improve the teaching
professionalism in English teacher-education inil@hd (Chanwaiwit, 2018; Loima, 2016; Nicoletti,
2015; Wongwanicha, Sakolraka, & Piromsombatb, 20X@dnducting a study on the effect of
understanding sociocultural learning theory in geisig materials and instructional strategies, Nittol
(2015) concluded that when Thai teachers of Englistierstand theory, they are better positioned to
design and facilitate learner-centered classro@hsnwaiwit (2018) studied the effects of feedback o
pre-service teachers’ teaching performance anddftlie effectiveness of teacher educators’ feedback
improving the general teaching competence of stutathers. In exploring teacher professional
development trends in Thailand, Loima (2016) sutggethat higher education administration shoulegiv
more space and approval to encourage student-tsaehe teacher-educators to perform in a more
innovative and creative way. To the researcherswiedge, the only study on reflective practice in
teacher-education in Thailand was conducted by Wiangcha et al. (2014). Besides the model for a
reflective teacher in Thailand, this study indichtee need for Thai teachers to shift their mindset to
develop the characteristics of reflective thinkitogbecome more reflective. They also suggested that
school administrators and educators should empféactere methods to promote reflective teacher
attributes, correct teachers’ misled mindset omnieg through reflection, and develop activities fo
strengthening such a learning process. In resptmseis call, the current study will report on haw
teacher-educator assisted pre-service Englishéesel a university in Thailand to learn teachimglih
writing in a Writing Instruction course by employgirthe reflective teaching approach. The questions
posited for this study are as follows:

1. To what extent does the reflective teaching apgr@asist this group of Thai students in learning
to teach English writing?

2. Which areas of the instruction need revisions grrowement based on the evaluations by the
students and teacher-educator?

The answers to these questions are expected tly peftect how teacher-educators are trying to
improve the quality of preservice-teachers of Esfgin Thailand and to develop their experiencelseto
life-long learners. Furthermore, the findings woplavide teacher-educators, both in Thailand and in
other educational settings with similar teaching #arning cultures who plan to facilitate meanuigf
learning for pre-service teachers, more insighte the strategic development of enhancing reflectiv
prospective teachers.

Method

Context and Participants

This study was conducted in a Writing Instructiaurse of 14 weeks, meeting for 180 minutes weekly,
for 48 fourth-year prospective English teacherspsghEnglish proficiency level was pre-intermediate
and upper-intermediate, at a university in Thailahide aim of this course is to introduce key thegries
approaches and techniques in teaching English avitbcus on teaching EFL writing, including lesson
planning, creating teaching materials, and assgssiml evaluating learning activities. These stuglent
were following the five-year bachelor's degree perg with a minimum of 24 credits in pedagogy
courses and one year of practicum as set by Tea€wmcil of Thailand (Ingersoll et al., 2007; Skeho
2014). However, these students started to studyigbngubjects in their third year of study whileeyh
spent their first two years studying general sulsjée Thai and two English grammar courses mainly
taught in Thai by a Thai lecturer. Before their gear full-time practicum in the fifth year of stydhe
students were required to take pedagogy coursdsamming the four macro-skills (listening, speaking
reading and writing). Based on the course objestm®vided by the university, the course conters wa
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developed by teacher-educators who were resporfsibteaching them. The Writing Instruction content
and materials in this study are outlined in Tablelbw, and this course was taught by a seasomeitjfo
teacher with her BA in ELT, MA in TESOL and PhDEmglish Language Studies, and she has had seven
years teaching in Thailand. The score for this seuncludes 5% of their class-attendance, 45% of
assignments allocated by the teacher-educatorttendther 50% is from midterm and final tests (20%
and 30%, respectively). In this course, the 45%<classignment was divided into two parts: 15% for
class discussion and 30% for their micro-teachimgveek 12-14 of the course.

TABLE 1
Writing Instruction Course Outline
Week Teaching points Materials
1 Discussion on how languages are learnedChapter 4 low to teach Englishleremy Harmer, 2003)
Discussion on ideas about language Lecture 1 English Methodology,.e Van Su, 2005)

learning and teaching
2 A general introduction to how to teach Chapter 4 (cont.) and ChapterHofv to teach English,

English Jeremy Harmer, 2003)
Some basic principles of English languagel ecture 2(English Methodology.e Van Su, 2005)
teaching
3 A brief review of English language Lectures 3 and 4nglish MethodologyLe Van Su, 2005)
teaching methods
4 Why teaching writing? Chapter 8ldow to teach Englishleremy Harmer, 2003)
What kinds of writing should students do?
5 Procedures for teaching writing Module 11 A course in Language Teaching Practice and
Theory,Penny Ur, 2004)
Teacher roles in writing classes Chapter 18 The Practice of English Language Teaching,
Jeremy Harmer, 2001)
6 Approaches to teach writing Chapter T&€ Practice of English Language Teaching,
Jeremy Harmer, 2001)
7 Writing activities Unit 13 Teach English: A Training Course for Teachers
Adrian Doff, 2012)
8 Writing activities (Cont.) Unit 214 Practical Handbook of Language Teaching,
David Cross, 2005)
9 Creating and using worksheets Unit Z&4ch English: A Training Course for Teachers
Adrian Doff, 2012)
10 Providing feedback ChapterHdw to Teach WritingJeremy Harmer, 2004)
11 Providing feedback (cont.) ChapterThé Practice of English Language Teaching,

Jeremy Harmer, 2001)
12 Micro-teaching 1
13 Micro-teaching 2
14 Micro-teaching 3

Teaching Procedure

48 students were randomly divided into 10 groupsfafr or five, and they worked with their
groupmates during the course. To equip the studeitts knowledge and skills to teach EFL writing,
selected reading materials were delivered befoch ekass for them to read and discuss in theirgsau
home. In class, instead of lectures, the discussiorach teaching point was conducted in Engligh wi
the teacher-educator’s questions and students’ exss\Witting with their assigned groupmates, sttglen
had another chance to read and discuss their uaddisg of the materials before answering the
guestions. To encourage their prior reading at hanuktheir active participation in class, each grbad
to share their understanding of the reading maseriand 15% of the class assignment scores was
awarded to their proper answers (3% each time).efioras, the teacher-educator demonstrated a certain
teaching technique in class to facilitate studentslerstanding of the theory and how it is practiddso,
students were at times required to show their wtdeding of a teaching approach through their mini-
teaching (2-5 minutes), and 3% was also given Heirtdecent performance. When students performed
such teaching, feedback on their instructions,ugestand class management was also provided by the
teacher-educator and peers. In the last three wdeke term (weeks 12-14), each group was requoed
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do the micro-teaching of their writing lesson stdcfrom secondary or high-school English textbaoks
about 25 minutes, and their teaching was videordsmb The purpose of this teaching activity was to
give students an opportunity to put the knowledg skills learned in the course into practice.

The criteria for evaluating their teaching was pded for them to refer to in preparing their lesson
(Table 3). The evaluations were divided into thtepics: lesson planning, teaching and classroom
management, and there were three rating levelsd(gneerage and bad). Before their performancer thei
lesson plans and all teaching materials were stéxnior the teacher-educator’s reference. Basetti®n
given criteria, each group’s teaching was evalustedheir peers (in groups) and the teacher-educato
right after each group finished their teaching.eAthe feedback forms were collected, oral feedlfick
the teacher-educator and peers was conducted. lastadly offering feedback is uncommon in Thai
culture (Scholz, 2014), 1% was added to the 45%gms®nt scores for those who had good comments
on their peers’ teaching. All written feedback fermere then given to the teaching group. The tegchi
group was also asked to evaluate their own teachisiog the same form and watching their recorded
teaching at home. Additionally, they were askedvtde their reflections on two guiding questions$: 1
What were your strengths and weaknesses abouttgacihing? and 2) What would you do differently if
you were teaching that lesson again? All feedbaci$ and reflections were submitted to the teasher
the following class before the grades were given.

Data Collection and Analysis

To answer the first research question, a five-phikeért survey was conducted at the end of the s®ur
to learn about what the students perceived to fyain the course. Teacher-educator’s notes durieg th
course were also checked to provide further undeditg of how this reflective teaching approach
worked with this group of Thai pre-service teach&ia research question 2, all evaluations (11 $ofon
each group, including 1 by themselves, 9 by peads laby teacher-educator) on their micro-teaching
were examined to identify which areas of the irettan need to be revised or improved. Furthermibre,
information from their reflections (strengths, weakses and what they would change to make their
teaching better) together with their lesson plaias aiso employed to answer this question. Thege sel
reflections were repeatedly read to identify thenown themes of participants’ reflectivity on their
strengths, weaknesses and areas of improvementfothe-group semi-structured interview was also
conducted at the end of the course to clarify theifigs from the survey and evaluations.

Results

The findings from the survey and evaluations omletilis’ micro-teaching performances are presented
in this section while their detailed discussiorpisvided in the Discussion section altogether \tité
information from teacher-educator’s notes, studerftections and interview.

Effectiveness of the Reflective Teaching Approach

To learn about the effectiveness of this teachipgr@ach and what these students believed to gain
from the course (Research question 1), the 5-pdkdrt survey was administered at the end of the
semester. As recommended by Sullivan and Artind2that a mean score is not a very helpful measure
of central tendency of Likert-scale data, the petages of students’ positive (strongly-agree aneejg
neutral and negative (strongly-disagree and digggrtitudes are also included in Table 2.
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TABLE 2

How the Course Assists Them to Learn Teaching &mgiriting

No Items Mean Positive Neutral Negative

1 tlezr(r:lhrgrore aware of my instructions, my gesturekattitudes as a 4.23 79.7 20.3 0

2 | learn general theories about teaching English 174 76.6 17 6.4

3 | also learn about classroom management skills 94 3. 723 27.7 0

4 | know how to correct and provide feedback onleiis’ writing 385 723 19.2 7.5

5 | know steps/sequences in teaching English wgritin 3.83 61.7 31.9 6.4

6 I knoyv how.t.o develop and use relevant teachiatgnals/aids for 377 63.8 29.8 6.4
teaching writing

7 I k_n_ow how to use relevant teaching activitieset@ach a specific 3.74 596 383 21
writing task/genre

8 | know what and how to teach English writing 3.74 574 36.2 6.4

9 | know techniques to teach a specific writingktgsnre 3.70 59.6 31.9 8.5

10 | have sufficient knowledge of methods for teachimglish writing 351 53.2 27.7 19.1

As suggested by Wiboolsri (2008) for the mean sadr8.5 as the acceptable value representing a
positive attitude, it can be concluded that theésdents were positive towards this teaching asakns
of the surveyed items were higher than 3.5. Howaweitems had the absolute agreement although more
than half of these 48 students showed their agreetoall items. As seen in Table 2, the top twghleist
percentages of students’ agreement were on Itearsd12 (79.7% & 76.6%, respectively) while others
ranged from 53.2% to 72.3%. A closer look at Tableveals that the top three items are not abot PC
of teaching EFL writing, but general theories ofdeing English (Item 2), their awareness of the
instructions, gestures and attitudes as a teadtean (1) and classroom management skills (Item 3).
Additionally, two out of these three items (1 & @i not receive negative response. Regarding PCK,
only Item 4 received almost three-quarters of pasianswers (72.3%) and the lowest neutral stafce o
all (19.2%). The other items on PCK (5-9) had adbarthird of undecided responses. Finally, with the
highest percentage of disagreement (19.1%), thedbmean score and percentages of agreement (3.51 &
53.2%, respectively), Item 10, which investigates students’ beliefs to have sufficient methodalabi
knowledge for teaching English writing from the cegy is the most noticeable finding from this syrve

Areas Need to be Revised and | mproved

Table 3 shows the evaluations on students’ micactting by 10 teaching groups (self), their peers (9
groups each time) and teacher-educator. The nunibele table are the rating frequencies that each
evaluating group gave to each criterion. Exceptlierfrequencies by “self” and “teacher”, thoseplegrs
were calculated by dividing the total frequency hans of nine groups’ ratings on each criterion¥or
teaching groups by ten. For example, for Item 1teHghing groups were graded as “good” 68 times and
“average” 22 times; their averages for this item @8 and 2.2, respectively.

In general, it is interesting to see the compldiseace of “bad” performance from the students’
evaluations (self and peers), which could partiyifiest Thai cultures of being uncritical to othéBaker,
2008). Although the average frequencies for eaafopeance level (good, average and bad) by three
groups of evaluators were not noticeably differésgen in the last row), the discrepancy among their
evaluations for each criterion tended to reveal Hmswer to research question 2 (areas of
revision/improvement). In the planning, most teaghgroups thought they were good while their peers
and teacher-educator found there was room for ivgment. For example, 9 out of 10 groups believed
that they identified the objectives/content of thteaching correctly (Item 1), two and four growpsre
judged by peers and teacher-educator, respectivatymprovement was needed. Similarly, as compared
to their peers’ and teacher-educator’s evaluationste teaching groups were confident about their
selected teaching methods (Item 2), organizingckdgieaching sequences (Item 3) and using simple,
relevant and interesting visual aids (Item 5). F@m 4, while the teacher found mistakes and
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inappropriate materials of all ten groups, halfsafdents’ evaluations rated this item as “mistake-f
and “appropriate”.

TABLE 3
Micro-teaching Evaluations by Selves, Peers anctfieaeducator
No Criteria Good Average Bad
Self Peers Teacher Self Peers Teacher Self Peers Teacher
Planning
1 Identifying the
objectives/content of the 9 6.8 6 1 2.2 2 0 0 2
teaching
2 Selecting the relevant teaching
methods 7 6.2 6 3 2.8 2 0 0 2
3 Organizing logical teaching 9 55 6 1 35 3 0 0 1
sequences
4 Using mistake-free and
appropriate instructional 5 4.1 0 5 4.9 10 0 0 0
materials
5 Using simple, relevant and
interesting visual aids 8 58 6 2 32 4 0 0 0
Teaching
6 Motivating students to learn 8 5.7 5 2 3.3
7 Orggmzmg relevant teaching 5 57 5 8 33 5 0 0 0
activities
8 Organizing student-centered
teaching activities 5 6.0 7 5 3.0 2 0 0 1
9 Providing appropriate
feedback on students’ work 5 51 3 5 3.9 5 0 0 2
10 Fluent, clear and
comprehensible 5 55 7 5 3.5 3 0 0 0
presentations/instructions
11 Teacher's enthusiasm 8 50 10 3 4.0
12 Teacher’s appropriate gestures 5 53 8 5 37
and movements
Classroom management
13 Using class-time effectively 4 6.8 7 6 2.2 2 0 0 1
14 Cregtlng democratic classroom 4 4.2 9 6 48 0 0 0 1
environment
Making norms of classroom
15 behavior 7 4.6 3 3 4.4 6 0 0 1
Average 6.06 5.49 5.86 4 3.51 33 0 0 0.8

In a reversed manner, in the teaching section éxoejftems 6 and 9, more groups received favorable
evaluations from their peers and teacher-educhtor from self-evaluations. Take Item 7 as an exampl
While five groups were rated to organize relevaathing activities, only 2 teaching groups belietrexd
they did it well. Regarding Items 6, while peersl a@acher-educator thought half of the teachingigso
did not motivate their students effectively, eiginbups believed they did. Similarly, only three upe
were found to provide appropriate feedback on sttdevork (Item 9), half of the evaluations by sedv
and peers rated this item positively. However, item 11, peers thought that half teachers did not
perform the teaching enthusiastically, the teaaureator found all of them did while only eightdkang
groups believed they did. Likewise, more teachereatbr’s than the students’ positive evaluationsewe
given on Item 12téachers’ appropriate gestures/movemgnts class management, more peers and
teacher-educator’s positive evaluations were gioerclass time management and creating democratic
learning environment than self-evaluations (IterBt114). In contrast, while setting proper beha\fmr
students in class (Item 15) was believed to besteljuby peers and teacher-educator, seven teaching
groups thought they managed it well.
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Discussion

Although there was no absolute agreement to eacleyed item and a relatively high percentage of
neutral and negative stances (around a third) neestems (Table 2), the high mean-scores (higham th
3.5) given to all items in the survey conductedthst end of the course tended to indicate that this
reflective teaching approach benefited these Tresprvice teachers and eventually, to some extes,

a success. In fact, as recorded in the teacheté&snat the beginning of the course the studesisteel
this way of teaching by reporting to the chair irage of the program that the materials were téacdit

for them to understand, and they wanted to havesnatg in Thai. Moreover, they even said that this
teaching method was ‘strange” to them, and theyebenl to have this subject taught in Thai by a Thai
lecturer. Such expectations and negative reactichis teaching partly reflect the reported litaraton
Thai students’ passive-learning styles, low lewdltanguage proficiency (Hayes, 2010; Wongsothdrn e
al., 2003) and their deeply-ingrained teacher-gedteapproaches in Thai educational system (Baker,
2008; Darasawang, 2007; Hallinger & Lee, 2011; Rtwamet al., 2013; Wongsothorn et al., 2003).
Hence, they initially did not accept to “discovettie knowledge through their prior reading of the
materials, group discussion, performance on tha-teathing demonstrating their understanding of the
theories and frequent feedback provision. Howeatethe end of the course, besides the high mearsco
more than 50% of these Thai prospective teacherwesth their positive attitudes to all surveyed items
This attitudinal change could suggest that theigagement in active learning through discussion,
observation, evaluation, and summation during these would relatively adjust their misled mindset
learning through activities and reflection. In fa@$ stated in previous studies (Amobi, 2005; Redea,
2010, 2012; Kostiainen et al., 2018), such a réftecapproach on learning and teaching actionsaés t
critical first step to make explicit reconstructitigt leads to professional growth and improvement.

Regarding PCK to teach English writing (Items 4-I@ble 2), the relatively-high percentages of their
neutral and negative attitudes tended to reveatlialenges these Thai students, who were not taugh
English writing as a subject at their secondaryosth (Nguyen, 2018a, 2018b), had in studying this
course. As revealed in the interview, their fifstd to learn English writing was in their third-yest this
university. It was thus arduous for them to viszmland thoroughly understand theories on different
teaching sequences, activities and techniquessaletting appropriate approaches to teach a specifi
writing task or genre was tough for them. This imi@wed information could partly account for the
lowest mean score and the highest percentage ajrdisment to Item 1Méving sufficient knowledge to
teach English writinyjin the survey. It is generally accepted that @ougy something completely new
would take neophytes time. Yet, with the highestifpee answers among the PCK items and the lowest
neutral stance of all, ltem 4dw to provide feedbafkwas reported in the interview to be obtainednfro
their two previous academic writing courses atuhiversity. These findings confirm Miller and Skeff
s (2016) claim on the influences of previous legrexperiences on teachers’ current and futuréniegc
and learning. In summary, despite the initial ceuattion, this reflective teaching tended to effety
adjust these Thai prospective teachers’ mindsdeéaming through engagement and reflection, promote
their reflective attribute and encourage a lifegdearning process. As reported in previous researc
(Chanwaiwit, 2018; Hayes, 2010; Ingersoll et aQ?2; Scholz, 2014; Wongwanicha et al., 2014), such
teaching approach is of great need in Thai teaetacation program.

Based on the discrepancy of evaluations on studemitso-teaching among three groups (self, peers
and teacher-educator), most instructional aredsabile 3 needed be revised, and they were dividied in
three groups. The first group consists of ltemsd 8, for which all raters thought improvement was
needed. Mistakes and inappropriate instructionakrias (Item 4) were found in all ten teachingups
by the teacher-educator and in five and four grdypself and peers, respectively, but no teachiogs
acknowledged them as their weaknesses in the tiefbso(Table 4) and plans for improvement (Table 5)
This could indicate their unawareness of the ingraré of teachers’ language proficiency in teachimd
developing teaching materials. Although Thai pradse teachers’ low proficiency level was frequgntl
reported in the literature (Chanwaiwit, 2018; Daraang, 2007; Hayes, 2010), raising their awareness
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through giving more weight in grading this item Weibe necessary. Furthermore, the English teacher-
preparation program at this university should als® revised by adjusting the curriculum where
prospective teachers can acquire sufficient knogéeathd language skills earlier (not until theirdhyear

of study) and before taking pedagogical coursesudly, while studying this Writing Instruction cme,
these pre-service students did not finish their déigatory writing course (Essay-Writing). Thatl ahot
give them a complete picture of how a language #&kilearnt and adequate knowledge for studying
conceptual theories on teaching it. ItemP3oyiding appropriate feedback on students’ wWoreceived
low frequencies of “good’ performance by all thgreups of evaluators (Table 3) although in the surv
nearly three-quarters of these students perceiwddatn this technique the most among PCK (ltem 4,
Table 2). As seen in Table 4 (Item 6), six groupecpived it as their weakness, and this weakness wa
mainly from their lack of confidence and experientgiving feedback (Table 5, Feedback). Therefire,

is necessary for this course to offer them morehieg opportunities to practice this skill thorobgh

TABLE 4
Strengths and Weaknesses Perceived by 10 Teachoop$s
Strengths Weaknesses
Planning
1. selecting relevant teaching methods 3 4
2. organizing teaching sequences logically 3 4
3. selecting relevant visual aids 3 0
Teaching
4. creating good atmosphere for learning 8 0
5. organizing appropriate student-centered actiwiti 0 6
6. providing appropriate feedback 3 6
7. giving clear and fluent instructions 5 0
8. teacher enthusiasm 4 1
9. teacher’s appropriate gestures 3 2
10. organizing relevant activities 4 0
Class management
11. managing the class well 3 5
12. appropriate use of class time 2 3
13. creating democratic atmosphere in class 2 0

The second group of areas to be revised consistsro$ 1 [dentifying the teaching objectives/condent
3 (Organizing logical teaching sequenyed (Using simple, relevant and interesting visual §ids
(Motivating students to learn the les3@nd 15 faking norms of classroom behavigiable 3) where
the teaching groups believed to do well while thpeiers and teacher-educator thought improvement was
still needed. A closer look at their reflectionwealed that four groups reconstructed their evaloat
through admitting their weakness in organizing béag sequences logically (Table 4, ltem 2), andrthe
plan to change the teaching focus for their newhiw (Table 5, Items 1-2). Due to their mere téagh
of grammar despite their stated objective of taagtd specific writing genre in their lesson plafosir
groups planned to reselect the teaching lessons. dduld indicate the influence of the grammar-
translation instruction deeply-entrenched in tiigiglish classes at secondary education (Hallingeeé&,
2011; Wongsothorn et al., 2003). In fact, as clairhg Chamcharatsri (2010), Thai students generally
believed that it would be ineffective if writingaehers in Thailand did not focus on grammar. A see
Iltem 11, Table 4, five groups admitted not managegclass well, but only two groups had plansixo f
it (Table 5, Item 9). Moreover, although using liesant visual aids were not reported as their deiicy
(Table 4, Item 3), four groups planned to changewhy to warm-up the class, and three groups pthnne
to have more interesting activities in their reetdag (Table 5, Items 3 & 8, respectively). Fomit&
(Table 3,motivating students to leaynno groups admitted it as their flaw, and the sammber of
groups who evaluated themselves as “good” on thierion still believed that they did it well after
watching their teaching videos (Table 4, Item 4).

The findings on their non-reconstruction of thedteda tended to show Thai culturally-based values
of classroom behavior. As stated in Baker (20085esThai classroom behavior includes fun, enjoyimen
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and comfort, Thai teachers and students are ogwbiaot consciously aware of the roles they play
learning. Because of this, although their peers @aather-educator suggested revising this teaching
aspect, the teaching groups neither accepted sheitcomings nor planned for changes. This suggests
more illustrations or explanations on appropriatgivating classes to be provided for these preiserv
teachers to sense the suitability of having fuanrEFL writing class. Furthermore, this also inthsahat,

to understand Thai classrooms, foreign teacheratdtg in Thailand need to take this culturally-loase
belief and practice into consideration in ordestitably adapt their ELT methodologies and trairting

the local context.

TABLE 5
What to Fix in Their Next Teaching

Topics Details

. stick to the lesson objectives (4)

Teaching focus . focus on writing (3)

. change ways to warm-up (4)

. talk less and give clearer instructions (5)

. choose appropriate teaching approaches (3)
. follow student-centered approach (6)

. vary teaching techniques (4)

. develop more interesting activities (3)

. check students’ participation (2)

10. be more active (2)

11. manage time appropriately (3)

Teaching techniques

O©oO~NO O WN B

12. check students’ work carefully (4)
Feedback 13. involve students in feedback provision (4)
14. be confident in giving feedback (5)

15. not use fingers to point to students (3)

Teachers’ gestures 16. not give students snacks as rewards (2)

*The numbers in brackets indicate the number ofigsoreporting on each item

The last group of instructional areas to be revesedthose for which more teaching groups tharr thei
peers and teacher-educator thought improvementngaded (Items 7Organizing relevant teaching
activities 8: Organizing student-centered teaching activitié®: Fluent, clear and comprehensible
presentations/instructions13: Using class time effectively& 14: Creating democratic classroom
environmentTable 3). As seen in Table 4, while four groupedgd their organizing relevant activities to
the teaching topic as their strength (Item 10) gsoups admitted organizing student-centered dietivas
their shortcomings and no groups believed they \geral at it (Item 5). As noted by the teacher-ethrca
these prospective teachers were successful in dialv@ir students’ participation although their itites
did not effectively assist their students to leaince the learning aspects were not adequately
incorporated. Despite their incomplete success rigamizing such activities, the teacher-educator
recognized their effort in organizing them, promgsia positive change in their future performanctha
EFL teaching context in Thailand where the conadpearner-centeredness has not been well-accepted
among Thai English teachers (Baker, 2008; Darasgy2007; Hallinger & Lee, 2011; Phompun et al.,
2013; Wongsothorn et al., 2003). This was alsonthé motivation for the teacher-educator to ratestmo
of the teaching groups positively for creating gaadiironment for all students to participate (Itévh
Table 3). In fact, their willingness for employirthe learner-centered approach and adjusting their
instructions was also reported in the reflectiopsrtore than half of the teaching groups (Tablaémi6
& 4, respectively).

Regarding their verbal instructions (Item 10, Tal#g half of the teaching groups thought
improvement was needed because, as revealed imtdrgiew, they were not very fluent in English
speaking. However, only three groups were advisedgét improved on giving comprehensible
instructions by the teacher-educator. This diffeeeis likely caused by these pre-service teachick’ of
confidence in their English speaking ability adraked in the literature (Chanwaiwit, 2018; Schol@12).

In the same manner, their insufficient confidenod experience in teaching could also account for
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their reported weaknesses in using appropriateigesand movements as a teacher (Item 9, Tabled4) a
suggestions for improvement in their next teachimge made (Table 5, Items 15-16). Finally, fomte
13 (Table 3), although six groups thought that thegded to use the class time appropriately, dmbet
groups perceived it as their weakness (Table 4n I1&), and put this aspect as a point for their
improvement (Table 5, Item 11). The adjustment ftbgir initial evaluations showed in their reflects
was in line with those by their peers and teaclleicator (Table 3, Iltem 13).

Conclusion

This study aims to evaluate the effectiveness ofidapted reflective teaching to a group of 48 Thai
pre-service teachers in learning to teach EFL mgitand the instructional areas needed for imprevem
were also investigated for making proper adjustsiént the culturally-based teaching and learning
contexts in Thailand. The findings from the sunaayd teacher-educator’s notes showed the relative
success of this teaching approach in shifting theespective teachers’ negative attitude and misled
mindset on learning by doing, observing, analyzamgl reflecting, and in encouraging their reflective
attributes to a certain extent. As stated by Wondevea et al. (2014), to become reflective it is
imperative for Thai teachers to have a mindset gband sufficient knowledge. Though not all of them
were positive about this teaching, their reflectiavere not so informative, and their reconstructias
not very satisfactory, these neophytes had a chanaetively participate in the knowledge constiact
process instead of passively listening to lectuiredact, as argued by previous scholars (Amob320
Farrell, 2015; Gan & Yang, 2018; Loughran, 2002jtical reflection does not come naturally to most
teachers; providing these student-teachers withrogpiate opportunities for discussion, feedback and
reflection on their own teaching experiences in ldreg run would develop their reflective habits and
make them more aware of their teaching actiongiodiggh learning through reflection was an unpleasant
experience for Thai teachers (Loima, 2016; Wongulamiet al., 2014), the high mean scores from more
than half of the participants for all surveyed iteabout what they obtained from the course tended t
indicate the usefulness of the teaching approathiggroup of Thai prospective teachers.

Based on the discrepancy between the studentsteawher-educator’'s evaluations on their micro-
teaching and students’ reflections, suggestionsaftjustments on most teaching criteria were made.
Besides improving these pre-service teachers’ owliage proficiency level and their lack of conficie
and experience in giving instructions, organizingital teaching sequences and giving feedback; thei
culturally-based beliefs of the appropriatenesthafiing fun” in class and learning activities needbe
taken into consideration. Furthermore, their mistalassumption about “teaching writing is teaching
grammar’ should also be fixed in the training ceurs

Though these findings were from a small group oéiTgrospective teachers at a setting in Thailand,
this study could provide teacher-educators, botfhailand and in other educational settings witaretl
teaching and learning cultures, some insights tht application of modified reflective teaching in
training future teachers to teach EFL writing. &etf in the large-group teaching setting wherehteac
centeredness and memorization-based schooling eeplydentrenched in Thailand (Baker, 2008;
Darasawang, 2007; Hallinger & Lee, 2011; Phompual.e2013; Wongsothorn et al., 2003), instruction
with tasks demanding students’ active engagemeititat reflection and generation of personal ideas
not widely used (Wongwanicha et al., 2014). Thefoeflections on this topic in other educational
contexts in Thailand and in other countries whemgligh is taught as a foreign language are necggssar
facilitate meaningful learning for pre-service teexs. Furthermore, extensive sharing of this prads
expected to come up with common strategic plansnteance reflective prospective EFL teachers. As
ELT methodologies and training need to be adapbeduitably fix the local context (Baker, 2008),
besides sound pedagogies and solid professionall&dge, prospective teachers need to be equipped
with the ability to identify their teaching strehgt and weaknesses and competence to deal with
complexities of educational practices. Therefoeacher-educators should allow more opportunities fo
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prospective teachers’ critical reflections, whictould necessitate the development of autonomous,
qualified and self-directed professionals.

Acknowledgements

| would like to extend my special thanks to Ifzgke8 for his considerable assistance in organizieg t
data, his insightful comments and in-depth disarsgin the findings which made it easy for me to
complete this article.

The Author

Nguyen Thi Thuy Loa(PhD) is an English lecturer at Department of ktglFaculty of Education
and Educational Innovation, Kalasin University, dwad. Her research interests include teacher
education, written corrective feedback, genre aig/yEnglish written discourse, second languagéngri
instruction and research, academic writing, ESL,PESitations and reporting verbs. Her recent
publicationson these topics can be found in high impact pedeweed international journals

Department of English, Faculty of Education and &dional Innovation
13 Moo 14, Songpleuy, Namon,

Kalasin, Thailand, 46230

Tel: +6643602053

Mobile: +66834621300

Email address: thuyloancailay@gmail.com

References

Abednia, A., Hovassapian, A., Teimournezhad, SGRBanbari, N. (2013). Reflective journal writing:
Exploring in-service EFL teachers' perceptioBystem, 4B), 503-514. doi:http://dx.doi.org/
10.1016/j.system.2013.05.003

Amobi, F. A. (2005). Preservice teachers’ refletyivon the sequence and consequences of teaching
actions in a microteaching experienteacher Education Quarterly, Winter15-130.

Baker, W. (2008). A critical examination of ELT ifhailand: The role of cultural awareneSELC
Journal, 391), 131-146. doi:10.1177/0033688208091144

Birbirso, D. T. (2012). Reflective practicum: Exjgerce of the Ethiopian contexReflective Practice,
13(6), 857-867.

Chamcharatsri, P. B. (2010). On teaching writing lailand .Writing on the Edge, 41), 18-26.

Chanwaiwit, P. (2018). Using effective feedbackinmprove professionalism as an English student
teacherThe New English Teacher, (22, 1-4.

Darasawang, P. (2007). English language teachidgedncation in Thailand: A decade of change. In D.
Prescott (Ed.)English in Southeast Asia: Varieties, literaciesdaliteratures (pp. 187-204).
Newcastle: Cambridge Scholars Publishing.

Donnelly, R., & Fitzmaurice, M. (2011). Towards guttive reflective practice in microteaching.
Innovations in Education and Teaching Internationd83), 335-346. do0i:10.1080/14703297.
2011.593709

Farrell, T. S. C. (2007 Reflective language teaching: From theory to preetLondon and New York:
Continuum.

Farrell, T. S. C. (2015)Promoting teacher reflection in second languagecation: A framework for
TESOL professional®New York, NY: Routledge.

573



Nguyen Thi Thuy Loan The Journal of Asia TEFL
Vol. 16, No. 2, Summer 2019, 561-575

Fernandez, M. L. (2010). Investigating how and whatspective teachers learn through microteaching
lesson studyTeaching and Teacher Education, 351-362. doi:0.1016/j.tate.2009.09.012

Fernandez, M. L. (2012). Learning through microteag lesson study in teacher preparati@ation in
Teacher Education, Z8), 37-47. doi:10.1080/01626620.2005.10463341

Gan, Z., & Yang, C. C. R. (2018). How preparedthrepreservice ESL teachers to teach: Insights from
university supervisor feedbackhe Journal of Asia TEFL, {b), 99-117. doi:http://dx.doi.org/
10.18823/asiatefl.2018.15.1.7.99

Hallinger, P., & Lee, M. (2011). A decade of edimatreform in Thailand: Broken promise or
impossible dream@ambridge Journal of Education, @), 139-158.

Hayes, D. (2010). Language learning, teaching ahetaion reform in rural Thailand: An English
teacher’s perspectivAsia- Pacific Journal of Education, @), 305-319.

Ingersoll, R. M., Gang, D., Meilu, S., Lai, K. (Fujita, H., Kim, E., & Boonyananta, S. (2007). A
comparative study of teacher preparation and qcatibns in six nationsThe Consortium for
Policy Research in Educatipf-117.

Kostiainen, E., Ukskoski, T., Ruohotie-Lyhty, M.a#ppinen, M., Kainulainen, J., & Makinen, T. (2018)
Meaningful learning in teacher educatideaching and Teacher Education, B5-77. doi:https://
doi.org/10.1016/j.tate.2017.12.009

Lieberman, A., & Miller, L. (2000). Teaching andather development: A new synthesis for a new
century. In R. Brandt (Ed.)Education in a new ergpp. 47-66). Virginia: Association for
Supervision and Curriculum Development.

Lim, H.-W. (2011). Concept maps of Korean EFL stntdeachers’ autobiographical reflections on their
professional identity formationTeaching and Teacher Education, (@) 969-981. doi:https://
doi.org/10.1016/j.tate.2011.05.001

Loima, J. (2016). A decision-maker or a collaborat®Reflecting teacher’s professional development
trends in ThailandCogent Education,(3), 1215216. doi:10.1080/2331186X.2016.1215216

Loughran, J. J. (2002). Effective reflective preetiln search of meaning in learning about teaching
Journal of Teacher Education, 83, 33-43. do0i:10.1177/0022487102053001004

Mehrpour, S., & Moghadam, M. (2018). Exploring #féect of self-reflection through awareness raising
on novice and experienced Iranian EFL teachersagegical beliefs enactmenthe Journal of
Asia TEFL, 1§3), 630-648. doi:http://dx.doi.org/10.18823/asile2®©18.15.3.5.630

Miller, K., & Shifflet, R. (2016). How memories achool inform preservice teachers' feared and elsir
selves as teacher§.eaching and Teacher Education,,530-29. doi:https://doi.org/10.1016/
j.tate.2015.10.002

Nguyen, T. T. L. (2018a). The effect of combinecepacher feedback on Thai students’ writing
accuracylranian Journal of Language Teaching ReseardR)6117-132.

Nguyen, T. T. L. (2018b). Reflections on modifieehge-based instructions to teach essay writinghiai T
university student$he Asian EFL Journal, Z0.1), 148-174.

Nicoletti, K. (2015).English teacher education: A case study of teacleasning by doing.Paper
presented at the 7th International Conference omatities and Social Sciences "ASEAN 2015
Challenges and Opportunities"”, Prince of Songklaghsity.

Phompun, C., Thongthew, S., & Zeinchner, K. (20 FE-service teacher education in Thailand in the
thid spacelnternational Forum of Teaching and Studie€l)9211-20.

Scholz, A. (2014)Investigating the perception of EFL teachers inildral: To what extent do they feel
prepared to teach?Unpublished master’'s thesis). North Dakota Staméversity, Fargo, North
Dakota.

Schon, D. A. (1987)Educating the reflective practitioner: Toward a nelesign for teaching and
learning in the professiorSan Francisco: Jossey-Bass.

Sullivan, G. M., & Artino, A. R. (2013). Analyzingnd interpreting data from Likert-type scaldsurnal
of Graduate Medical Education(4), 541-542.

574



Nguyen Thi Thuy Loan The Journal of Asia TEFL
Vol. 16, No. 2, Summer 2019, 561-575

Tan, J. (2013). Dialoguing written reflections tcomote self-efficacy in student teacheReflective
Practice, 146), 814-824.

Wan, W., Low, G. D., & Li, M. (2011). From studehénd teachers’ perspectives: Metaphor analysis of
beliefs about EFL teachers’ roleSystem, 3®), 403-415. doi:https://doi.org/10.1016/ j.system
2011.07.012

Wiboolsri, Y. (2008). Measurement and achievement test constructiBangkok: Chulalongkorn
University Press.

Wongsothorn, A., Hiranburana, K., & Chinnawongs,(Z03). English language teaching in Thailand
today. In K. H. Wah & R. L. Wong (Eds.English language teaching in East Asia today:
Changing policies and practic€pp. 441-453). Singapore: Eastern Universities®re

Wongwanicha, S., Sakolraka, S., & Piromsombatb(2014). Needs for Thai teachers to become a
reflective teacher: Mixed methods needs assessrasearchProcedia - Social and Behavioral
Sciences, 116.645-1650.

Yin, J. (2018). Empowering teachers through cofiection: A case in Korealhe Journal of Asia TEFL,
15(4), 1005-1020. doi:http://dx.doi.org/10.18823/&l52018.15.4.8.1005

575



