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This paper presents a case study examining the perceptions of English instructors (N=91) 
towards the effectiveness of clinical supervision and reflective teaching (peer observation, 
team teaching and video coaching) at the school of foreign languages of a foundation 
university in Türkiye. Specifically, the study aims to compare the perceived effectiveness of 
these professional development activities and to gather suggestions for potential 
improvements. Utilizing an explanatory sequential mixed-methods design, a survey and two 
sets of semi-structured interviews were employed to collect the data. The results reveal that 
clinical supervision is generally perceived as more effective than reflective teaching, while 
video coaching emerges as the most highly valued reflective teaching modality. These findings 
suggest that language-teaching institutions can increase the return on professional 
development activities by prioritizing video coaching and by streamlining clinical supervision 
schedules to reduce redundancy. Furthermore, the research uncovers several common themes 
related to the perceived effectiveness of the activities, as well as actionable suggestions for 
enhancing their impact. 
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English teachers instruct students from various 
generations and should continually strive for 
professional growth. Since each generation comes 
with its unique demands, and regardless of their 
teaching experience, English teachers should make 
efforts to address these evolving needs. Ur (1996) 
categorizes teachers with 20 years of experience into 
two groups: those with genuine 20 years of 
experience and those with 20 repetitions of one year 
of experience. Early in their careers, most English 
teachers recognize the importance of professional 
development (PD), driven either by their 
institutions or their own personal desire to excel. 

Darling-Hammond and Richardson (2009) stress 
the importance of equipping teachers with a diverse 
skill set to prepare students for the 21st century 
difficulties. With the globalization of English, 
technological advancements and growing demand 
for language education, countries and educational 
institutions must provide advanced language 
training. Therefore, engaging in professional 
development activities (PDAs) becomes crucial in 
achieving this goal. Peyton (1997) underscores the 
significance of PD for English teachers due to 
rapidly changing student demographics, national 
education reforms and the establishment of 
national standards for foreign language learning. 
Thus, English teachers may need to participate in 
various PDAs to address teaching challenges 
effectively. In Türkiye, all universities with schools 
of foreign languages must demonstrate instructor 
development in accreditation reviews by Council of 
Higher Education Quality. However, policy 
documents provide only broad descriptors, leaving 
each institution to decide which PD formats to 
prioritize. Foundation universities often rely on 
ad-hoc mixes of clinical supervision and 
reflective-teaching activities without empirical 
evidence of their comparative value. 

The foundation of this study rests on the concept 
of teacher professional learning as articulated by 
Opfer and Pedder (2011), which conceptualizes 
professional growth as a dynamic, iterative cycle 
that interweaves collaborative inquiry, sustained 
engagement and evidence-based reflection. Within 
this ecology, PDAs cease to be one-off events; they 
become structurally embedded routines that 

progressively reshape teachers’ beliefs, classroom 
practices and local cultures. To specify how this 
learning cycle is enacted in schools, the study 
adopts DuFour’s (2006) professional learning 
community lens, which repositions teachers from 
isolated practitioners to co-constructors of shared 
expertise. Professional learning communities 
transform individual insight into collective 
competence by providing stable arenas for 
dialogue, joint problem-solving and peer feedback. 
Finally, McLaughlin and Talbert’s (2006) 
communities of practice perspective clarifies the 
mechanism that sustains change over time; 
repeated participation in a joint enterprise nurtures 
self-efficacy, a sense of belonging and a 
commitment to continuous improvement. Taken 
together, teacher professional learning, professional 
learning community and communities of practice 
triad supplies an integrated, multilevel framework 
that links the micro-processes of individual 
learning to the meso-structures of departmental 
collaboration and, ultimately, to macro-level gains 
in pedagogical quality.  

Teacher PD is a vital research area in English 
language teaching, with extensive literature 
covering various PD topics. Recent research has 
focused on clinical supervision (CS) (Amini & 
Gholami, 2018; Baltaci-Goktalay et al., 2014; 
Caughlan & Jiang, 2014; Moradi et al., 2014; Paba, 
2017). Researchers have also recently investigated 
reflective teaching (RT) practices. Peer observation 
(PO) has been extensively studied (Ahmed et al., 
2018; Bailey & Van Harken, 2014; Chien, 2019; 
Copland, 2010; Dos Santos, 2016; Dos Santos, 2017; 
Gonen, 2016; Hamilton, 2013; Hendry et al., 2014; 
Kim & Silver, 2016; Lasagabaster & Sierra, 2011; 
Motallebzadeh et al., 2017; Tezcan-Unal, 2018; 
Tosriadi et al., 2018; Tsoulou, 2016; Yürekli, 2013). 
Team teaching (TT) has received some aqention 
(Barahona, 2017; Igawa, 2009; Ng, 2015; Rao & 
Chen, 2020; Simons et al., 2020; Thompson & 
Schademan, 2019; Tim, 2018), while video coaching 
(VC) has been relatively underexplored (Masats & 
Dooly, 2011; Wong & Pow, 2012; Yücel et al., 2016). 
Despite the importance of teacher PD, there is a 
dearth of data on English instructors’ opinions 
regarding the effectiveness of these PDAs. Hence, 
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research on how English teachers perceive the value 
of clinical supervision (CS) and three modalities of 
RT (PO, TT and VC) might be considered 
warranted. Moreover, although several studies 
have examined CS and RT separately, none have 
explored them concurrently. Crucially, no 
published study has investigated (a) how in-service 
English teachers judge the relative effectiveness of 
CS versus three RT modalities within the same 
context or (b) how those judgments translate into 
concrete recommendations for a school of foreign 
languages. Existing Turkish studies tend to evaluate 
a single PDA in isolation. As a result, administrators 
lack comparative data to decide which PDAs 
deserve scarce resources. The present study 
addresses this two-fold gap by providing the first 
side-by-side evaluation of CS, PO, TT and VC 
among 91 English instructors at a foundation 
university. 

To address this gap, the present study 
simultaneously examines English instructors’ 
perceptions towards CS and three RT modalities 
(PO, TT and VC) within an explanatory-sequential 
mixed-methods design. By combining survey data 
and in-depth interviews from 91 instructors in one 
of Türkiye’s largest tertiary language schools, it 
offers the first head-to-head comparison of these 
activities in a Turkish higher-education context. 
This mixed-method, multi-activity focus extends 
prior work that treated each practice in isolation 
and provides practice-oriented evidence for 
aligning PDAs with English instructors’ 
demonstrated preferences and perceived impact. 

At tertiary level institutions, professional 
development units (PDUs) play a crucial role in 
assisting English instructors as they navigate new 
teaching environments. Recognizing the universal 
consensus among academics on the significance 
and aqributes of PD, universities have established 
PDUs to support instructors in their continuous 
improvement efforts. It is noteworthy that the 
primary focus of PDUs often revolves around CS 
and RT practices. Despite these two PDAs being 
initially implemented for the benefit of English 
instructors, some English instructors at the school 
of foreign languages where this study was 

conducted expressed the need for their 
enhancement. 

Since CS and RT (PO, TT and VC) were the two 
PDAs practiced most frequently in in-service 
teacher training at the PDU of the research context 
of this study, it was intended to investigate how the 
English instructors felt about their effectiveness. 
Additionally, the study aimed to compare 
instructors’ perceptions towards the effectiveness of 
CS and RT, and the effectiveness of PO, TT, and VC, 
and if necessary, provide recommendations for 
refining current practices. By mapping perceived 
effectiveness onto concrete improvement 
suggestions, the study offers actionable evidence 
for PDUs across Turkish higher education and 
extends international PD literature with data from 
an under-reported EFL context. To guide the study, 
the following research questions were formulated: 

1. Which type of the PDA (CS or RT) do the 
English instructors find more effective? 

2. Which type of RT (PO, TT or VC) do the 
English instructors find more effective? 

3. What do the English instructors think of the 
effectiveness of the PDAs? 

4. What are the suggestions of the English 
instructors for the improvement of the effectiveness 
of the PDAs, if any?  

 
2. Literature Review 

 
In its broadest sense, PD refers to an individual’s 
progression in their professional career (Villegas-
Reimers, 2003). Teacher PD, as defined by Glaqhorn 
(1995), pertains to the professional growth that 
teachers achieve through increased knowledge and 
continuous reflection on their teaching practices. 
This suggests that teachers are in a perpetual state 
of PD. There are two main forms of teacher PD 
known as extracted and embedded. According to 
Flint et al. (2011), extracted PD prioritizes external 
experts. In this form, teachers receive training from 
experts who may not be familiar with the specific 
context of the educational seqing (Fiszer, 2004). 
Conversely, embedded PD emphasizes learning 
from instructors within institutions (Desimone, 
2011; Opfer & Pedder, 2011). Borko (2004) 
underscores the significance of PD, as it equips 
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teachers with the tools to navigate evolving 
educational standards, a task that can be 
demanding. This navigational aspect is facilitated 
through dedicated PD activities.  

Richards and Farrell (2005) categorize PDAs into 
four distinct classifications that reflect the inherent 
structure of these endeavors. These classifications 
are individual-oriented pursuits, collaborative 
undertakings with peers, cooperative initiatives 
involving multiple colleagues and institutionally 
organized initiatives. Individual PDAs may include 
self-monitoring, maintaining reflective journals, 
reflecting on critical incidents and curating teaching 
portfolios. On the other hand, collaborative ones 
involve practices such as CS, PO, TT and VC. PDAs 
involving multiple colleagues encompass action 
research endeavors and the formation of teacher 
support groups. Workshops and conferences 
organized by educational institutions are examples 
of institutionally organized PDAs. 

The concept CS, introduced by Goldhammer 
(1969), is a pedagogical framework that emphasizes 
data collection during observational activities. This 
formative approach to observation, involving pre-
observation planning, the observation itself and 
subsequent feedback, aims to enhance teachers’ 
pedagogical skills (Paba, 2017). CS is a collaborative 
process in which both the observer and the observee 
actively participate. Unlike other forms of 
supervision, CS prioritizes PD over evaluative 
judgment. 

Baharom (2002) conducted a study on teachers’ 
perceptions of instructional leadership supervision, 
involving 380 participants from Johor, Malaysia, 
revealing positive views on supervision’s utility but 
challenges in practical implementation. 
Hişmanoğlu and Hişmanoğlu (2010) carried out a 
case study on CS with 42 English instructors in 
North Cyprus, indicating the strengths of CS for 
improvement but also some reservations among 
participants. Moradi et al. (2014) studied the 
perceptions of 34 Iranian English teachers on CS, 
finding positive aqitudes during observations but 
noting a focus on identifying weaknesses. Kaneko-
Marques’ (2015) longitudinal study investigated the 
integration of video materials in supervision, 

highlighting the effectiveness of video compared to 
in-class presence. 

RT plays a pivotal role in teachers’ professional 
growth, particularly in the context of the 
constructivist paradigm (Borg, 2011). It involves 
teachers reflecting on classroom dynamics and 
strategies for achieving pedagogical goals 
(Cruickshank & Applegate, 1981). Bartleq (1990) 
argues that moving beyond pedagogical 
methodologies is essential for cultivating a 
reflective pedagogue. RT is an iterative process in 
which teachers analyze their teaching experiences, 
merging theoretical knowledge with practical 
applications under the guidance of experts (Schon, 
1983).  

Martin and Double (1998) conducted a pilot 
study in a tertiary educational institution to 
enhance instructors’ pedagogic skills, revealing 
majority favorability towards RT but also some 
unfavorable perceptions. Farrell (2011) studied 
professional role identities of senior English 
teachers using RT in a Canadian academic 
institution, resulting in 16 role identities organized 
into three clusters. Afshar and Farahani (2015) 
investigated the connection between RT and 
reflective thinking among 233 Iranian English 
instructors, finding a positive correlation between 
RT and reflective thinking, gender and teaching 
tenure discrepancies. Mathew et al. (2017) explored 
the effectiveness of RT for novice teachers, 
indicating its role in enhancing self-awareness and 
understanding of vocational paths. 

PO, an effective method for improving 
pedagogical effectiveness, offers various 
approaches in line with Gosling’s (2002) 
classifications. These include evaluative PO, 
focused on instructional quality assurance; 
developmental PO, aimed at enhancing 
pedagogical competencies; and collaborative PO, 
emphasizing transformative introspection to 
elevate pedagogical practices. The utilization of PO 
as a reflective conduit prompts teachers to 
reevaluate their instructional practices to foster a 
comprehensive and holistic approach to teaching 
(Brockbank & McGill, 2007). It fosters a reciprocal 
exchange of insights among teachers, encouraging 
a reflective discourse that encompasses both 
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emotional aspects of the teaching journey and 
evaluative feedback from peers (Bell, 2005). 

Byrne et al. (2010) conducted empirical research 
in an English tertiary-level institution, resulting in 
insights that informed an innovative peer PD 
framework as an alternative to observation. Dos 
Santos (2016) examined English language teachers’ 
perceptions of PO’s pedagogical utility, finding 
efficacy for instructional improvement despite 
participant wariness. 

TT, also known as pair teaching, in English 
education was historically introduced through 
collaboration with general education (Rao & Chen, 
2020). It involves the cooperative participation of 
multiple instructors (Richards & Farrell, 2005). Solis 
et al. (2012) describe TT as a pedagogical approach 
where two instructors equitably share lesson 
design, presentation and assessment. This 
pedagogical framework affords teachers the 
opportunity to distribute pedagogical 
responsibilities harmoniously while co-delivering 
English lessons.  

Igawa (2009) explored English teachers’ 
perceptions of TT in Japan, emphasizing the 
importance of enthusiasm and pedagogical skills 
for effective TT. In their study, Sari et al. (2013) 
differentiated between professionalism-related 
issues and interpersonal dynamics in TT. The 
findings revealed that initially professional 
concerns shifted to more personal difficulties as 
collaboration extended.  

VC has gained prominence in teacher training 
and PD due to the proliferation of cost-effective 
technologies (Gaudin & Chaliès, 2015). Portable 
digital cameras and applications tailored to PD 
have made the integration of digital video into 
teacher education more accessible (Hockly, 2018). 
VC empowers observers and practitioners to review 
pedagogical sessions and fosters pre- and post-
observational reflection. Video provides a means for 
teachers to refine their pedagogical practices by 
examining their teaching methods (Richards & 
Lockhart, 1994). 

Batlle and Miller (2017) examined teachers’ 
beliefs using a customized VC application, 
highlighting its efficacy, especially within the 
specific technological context of the study. Yücel et 

al. (2016) conducted a case study on VC integration 
in tertiary education, indicating overall positive 
aqitudes towards VC regardless of participants’ 
skill levels and the obligatory nature of VC 
activities. 

Taken together, prior studies confirm that each 
PDA can be beneficial under certain conditions, yet 
none compares CS with RT formats in a single 
tertiary context, and almost all overlook Turkish 
foundation universities. This absence of 
comparative data, especially from in-service 
English instructors whose teaching loads differ 
markedly from other seqings, motivates the present 
study. Although previous research affirms the value 
of both CS and RT modalities, three limitations are 
evident. First, the empirical base is fragmented. 
Most CS studies draw on single-site qualitative 
cases or surveys with relatively small samples, 
while research on peer observation, team teaching 
and video coaching typically examines each 
practice in isolation, hindering cross-modal 
comparison. Second, methodological consistency is 
lacking. Few investigations adopt 
explanatory-sequential mixed methods that link 
survey results to follow-up interviews for deeper 
explanation. Third, the Turkish tertiary context 
remains under-represented, even though in-service 
PDUs are now a standard feature of tertiary level 
institutions. 

Consequently, it is still not known which PDAs 
English instructors perceive as most valuable when 
the options are presented side-by-side, nor how 
those perceptions translate into concrete 
suggestions for institutional policy. The present 
study addresses these gaps by (a) offering the first 
head-to-head comparison of CS and three RT 
practices within a mixed-methods design, (b) 
focusing on one of Türkiye’s largest tertiary 
language schools and (c) linking perceived 
effectiveness to instructors’ policy-relevant 
recommendations. 
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3. Methodology 
 
3.1. Research Design 
 

This research study employed an explanatory 
sequential mixed-methods research design to 
facilitate a multifaceted approach to data collection 
and analysis that aligns with the research questions 
addressed. An explanatory-sequential 
mixed-methods design was chosen for two reasons. 
First, the quantitative survey phase offered a broad 
comparison of instructors’ perceived effectiveness 
of CS versus each RT modality (research questions 
1 and 2). Second, the follow-up semi-structured 
interviews explained the survey paqerns and 
elicited actionable recommendations (research 
questions 3 and 4), which provided the depth and 
contextual insight unavailable from the survey data 
alone (Creswell & Plano Clark, 2018). The primary 
objective of this study was to explore English 
instructors’ perceptions regarding the effectiveness 
of CS and RT (exemplified through PO, TT and VC 
modalities). Moreover, the study aimed to identify 
potential enhancements to the current practices 
within the research context. 

To achieve these objectives, a single-case study 
approach was meticulously chosen. This 
methodological choice was rooted in the unique 
context of English instructors who held reservations 
concerning the effectiveness of the PDAs. Notably, 

the research design seamlessly integrated post-
positivist and social constructivist paradigms, 
aligning with Creswell’s (2013) theoretical 
framework.  

 
3.2. Context 
 

Because foundation universities charge tuition 
and compete for international students, PD 
decisions in their school of foreign languages 
directly influence program quality rankings. This 
study focused on the school of foreign languages of 
a foundation university in Türkiye. The university 
is well-regarded for its quality education, 
comprising 12 faculties, a conservatory, vocational 
schools and a school of foreign languages. The laqer 
offers languages like German, Chinese, Spanish, 
Italian and Russian, with English as a primary focus 
for undergraduate students. With around 130 
instructors, it is among Türkiye’s busiest language 
schools, housing three main units: English 
preparatory, academic English and modern 
languages, along with sub-units such as program 
development, testing and PD. The PDU encourages 
the English instructors’ improvement through 
various activities. CS and RT (PO, TT and VC) are 
the most important PDAs there. Around 30 CSs 
occur annually, and the data on preferred types of 
RT were documented by the PDU in Table 1.  

 
 
Table 1  
Reflective-Teaching Activities by Term  

Academic Year-Term PO 

(n) 

TT 

(n) 

VC 

(n) 

Total 

(N) 

2017-2018-Fall 58 8 13 79 

2018-2019-Fall 54 6 15 75 

2019-2020-Fall 57 4 27 88 

The school’s quality manual outlines that CS 
aims to enhance observed instructors’ PD through 
feedback, comments, and self-reflection. Any 
instructor’s class can be observed by the PDU 
members as needed, regardless of experience. RT 
aims to enhance collaboration, collegiality, critical 
reflection, and self-awareness among the 

instructors. All the PDAs follow three stages: pre-
observation, during observation, and post-
observation, using common forms across activities 
along with a reflection form.  
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3.3. Participants 
 
This study involved two primary participant 

groups: the English instructors (N=91) completing 
the survey (n=89) and some of whom (n=20) were 
interviewed and the PDU members (n=2). During 
the 2020-2021 academic year fall term, the surveyed 
and interviewed instructors worked in either the 
academic English unit or the English preparatory 
unit. Those in the PDU had extra responsibilities 
related to PD, alongside teaching duties.  

The English instructors not engaging in the 
PDAs (N=14) including the vice director, 
department chair, heads of the English preparatory 
and academic English units, testing and program 
development units and deputy heads were 
excluded to maintain participant count. 
Nonetheless, they participated in tool piloting to 
retain possible participants for actual data 
collection. 

 

3.3.1. English Instructors 
 
The initial participant group included the 

English instructors at the school of foreign 
languages. Following the pilot phase, all the 
instructors were contacted for survey completion. A 
total of 98 English instructors participated; 
nevertheless, nine participants not filling in two 
trick items correctly were excluded, leading to a 
final group of 89 English instructors. The 
demographic particulars of these participants were 
systematically presented, encompassing details 
concerning their age, years of English teaching 
experience, bachelor’s degree and any additional 
responsibilities they were shouldering. These 
aspects were meticulously tabulated for 
comprehensive exposition in Table 2. 
 
 
 

Table 2 
Participant Demographics 

Age n % 

Years of 
English 
Teaching 
Experience 

n % Bachelor’s 
Degree 

n % Additional 
Responsibility 

n % 

21-30 15 16.8 1-5 11 12.3 
English 
Language 
Teaching 

34 38.2 
Only Test 
Development Unit 4 4.5 

31-40 11 12.4 6-10 10 11.2 
English 
Language and 
Literature 

28 31.5 Only Program 
Development Unit 

4 4.5 

41-50 50 56.2 11-15 3 3.4 
American 
Culture and 
Literature 

13 14.6 
Both Test and 
Program 
Development Unit 

29 32.6 

51-60 9 10.1 16-20 8 9 
English 
Linguistics 9 10.1 

No Additional 
Responsibilities 49 55 

61-70 4 4.5 21-25 41 46.1 
English 
Translation and 
Interpreting 

3 3.4 Other 
Responsibilities 3 3.4 

   26+ 16 18 Biology 1 1.1    

      Psychology 1 1.1    

Total 89 100  89 100  89 100  89 100 
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In relation to gender distribution, a substantial 
majority of 88.8% comprised female participants 
(n=79), whereas the remaining 11.2% were male 
(n=10). Regarding the educational qualifications of 
the participants from the survey, a notable 
proportion, comprising 39.3%, possessed a master’s 
degree (n=35). In terms of the courses they were 
teaching, a majority of the participants, specifically 
58.4%, were found to be involved in teaching 
departmental English courses (n=52), whereas the 
remaining 41.6% were dedicated to teaching classes 
within the English preparatory program (n=37).  

To ensure representative interview sessions 
among the English instructors surveyed, 20 
instructors were selected by making use of quota 
sampling, nearly a quarter of respondents. This 
aimed for a demographically balanced group 
aligned closely with the survey participants. The 
quotas were initially based on the courses they were 
teaching, followed by gender distribution. Cross-
multiplication determined the interviewees from 
subgroup instructors teaching departmental 
English (n=12) and preparatory courses (n=8). 
Likewise, representation for the male instructors 
(n=10) guided appropriate the female participants 
through subtraction. Other potential variables were 
beyond this study’s scope due to complexity and 
practical constraints. 

 
3.3.2. PDU Members 

 
Following the interviews with the English 

instructors, two PDU members were interviewed 
for in-depth exploration. One of them, aged 39, was 
an experienced English instructor with 17 years of 
teaching experience. She had a bachelor’s degree in 
English translation and interpreting from a state 
university, as well as a master’s degree in 
curriculum and instruction. The other PDU 
member, aged 32, was also an experienced one with 
a decade of experience. She majored in English 
linguistics and held a master’s degree in curriculum 
and instruction, further enhancing her expertise. 

Together, both PDU members were 
instrumental in fostering a positive and enriching 
atmosphere within the school of foreign languages. 
Their primary objective was to elevate the quality of 

education by equipping their colleagues with 
essential skills and techniques. Notably, they 
played pivotal roles in overseeing CS initiatives and 
mentoring, all while advocating for the adoption of 
RT practices among the English instructors. 

 
3.4. Data Collection  

 
In the study, an amalgamation of both 

quantitative and qualitative data collection 
methodologies was employed to comprehensively 
address the research questions. Accordingly, the 
research design encompassed a multifaceted 
approach, incorporating a survey, semi-structured 
interview questions tailored for the English 
instructors, as well as an additional set of semi-
structured interview questions designated for the 
PDU members. All three data collection 
instruments underwent a meticulous piloting phase 
prior to the commencement of the actual data 
collection for the study. This pilot testing procedure 
was conducted with the English instructors 
affiliated with the school of foreign languages, the 
very seqing within which the study was carried out. 
All the necessary consents were taken from the 
board of the university and the school of foreign 
languages in addition to the informed consents 
from the participants. 

The survey adhered closely to the quality 
manual established for the accreditation procedures 
of the school of foreign languages at the foundation 
university. This comprehensive manual details the 
PDU, its activities and other institution units. The 
survey was distributed using an online platform, 
accessible through instant messaging apps or email 
based on participants’ preference. The informed 
consents were obtained via electronic signatures 
within the survey platform. To ensure content 
validity, a panel of six experts was consulted during 
survey development, including four experts with 
PhDs in English language teaching and two 
experienced statisticians. The survey underwent 
five meticulous revisions, involving item addition, 
elimination and modification. After these iterative 
refinements, a pilot phase was conducted to assess 
survey reliability. The survey prepared in English 
featured four sections. The first section contained 
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eight items capturing participants’ demographic 
details. Following this, a nine-item segment 
employed a five-point Likert scale to compare 
participants’ perceptions towards the effectiveness 
of CS and RT. The next section consisted of 13 items 
on a five-point Likert scale, collecting data on their 
perceptions of PO, TT and VC. The final section 
included four items prompting the participants to 
reflect on whether the discussed PDAs should 
remain the same, be modified, or be removed, with 
brief explanations. Two additional items designed 
as “trick items” were included alongside the items 
in the second and third sections. These were 
strategically crafted to gauge participants’ aqention 
and thoroughness in survey completion. The 
participants deviating from the expected response 
were excluded from the piloting phase. 
Importantly, all the participants involved in 
piloting (N=30) correctly responded to these specific 
items as intended. Exploratory factor analysis with 
Varimax Rotation Method confirmed the expected 
two-factor structure of the section two (Kaiser-
Meyer-Olkin Test Value=.82; Bartleq’s Test of 
Sphericity=χ²(28)=337.17, p<.001). The two factors 
(eigenvalues>1) explained 91.8% of the variance, 
and all eight items loaded strongly on their 
intended factor (χ=.91–.96). The section three also 
produced a stable three-factor solution (Kaiser-
Meyer-Olkin Test Value=.86; Bartleq’s Test of 
Sphericity=χ²(66) = 584.76, p < .001) that accounted 
for 92.5 % of the variance, with all 13 items loading 
≥ .73. Following the factor analysis, in accordance 
with the calculation of Cronbach’s Alpha, the 
survey was found to be highly reliable (α=.95) 
during the piloting. The same statistical tests were 
also employed for the actual data collection, and the 
two-factor model of the section two was replicated 
(Kaiser-Meyer-Olkin Test Value=.71; Bartleq’s Test 
of Sphericity=χ²(28)=484.69, p<.001), explaining 
73.8% of the variance; item loadings ranged from .72 
to .92. The section three again yielded the three 
expected factors (Kaiser-Meyer-Olkin Test 
Value=.82; Bartleq’s Test of Sphericity=χ² 
(66)=1125.96, p<.001) that together explained 83.9 % 
of the variance, with loadings between .81 and .93. 
All factors therefore met conventional criteria for 
construct validity and reliability. Upon the 

completion of data collection from the cohort of 
English instructor survey participants, a 
subsequent verification of the survey’s reliability 
was conducted using Cronbach’s Alpha, and it was 
found to be highly reliable (α=.89) once again. 

In addition to the survey, two sets of semi-
structured interview questions were developed: 
one for the English instructors and the other for the 
PDU members. These sets were crafted in Turkish, 
the participants’ native language, to ensure comfort 
and minimize communication issues. The 
interviews were also conducted in Turkish for ease 
and to avoid misunderstandings, with certain 
English concepts retained for familiarity. Online 
pseudonyms were assigned to the English 
instructor interviewees to ensure confidentiality. 
The first set of questions were prepared based on 
the survey findings, while the second set stemmed 
from the interviews with the English instructors. 
Before the interviews, both sets were piloted, as 
well. The first interview process began by asking 
participants to discuss the effectiveness of the PDAs 
using a visual summary of the findings from the 
survey. They then compared CS and RT in terms of 
effectiveness. The survey’s fourth section findings, 
evaluating the PDAs, were presented, leading to 
participant comments and recommendations to 
improve their effectiveness. The second interview 
process commenced by gathering the participants’ 
perceptions on the effectiveness of the PDAs, 
proceeding sequentially. The conversations 
included their reflections on insights from the 
interviews with the English instructors. The 
interviews ended by sharing the English 
instructors’ suggestions, prompting the PDU 
members’ insightful comments on them.  

 
3.5. Data Analysis 

 
During the initial stage of evaluating the two 

scales in the second and third sections of the survey, 
several statistical analyses were performed using 
SPSS 23. These analyses consisted of the Kaiser-
Meyer-Olkin Test, Bartleq’s Test of Sphericity, 
factor analysis with Varimax Rotation Method and 
reliability analysis via Cronbach’s Alpha 
calculation. The scales’ reliability was verified, and 
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the same tests were applied to the main dataset. 
After confirming scale reliability, the quantitative 
data were subjected to frequency analysis using 
SPSS 23. 

However, the survey’s final section contained 
open-ended questions. Since the qualitative data 
from the survey were relatively limited, they were 
analyzed using content analysis following the 
framework outlined by Miles and Huberman (1994) 
on NVIVO 10. The survey was originally in English; 
thus, the participants responded to the open-ended 
questions in English, as well. Subsequently, the 
researcher translated these English responses into 
Turkish. This translation was done to integrate the 
responses into the semi-structured interview 
questions for the English instructors. To ensure 
validity, another expert translated the Turkish 
versions back into English. The data from the semi-
structured interviews with the English instructors 
and the PDU members underwent content analysis 

using Yin’s (2014) method, employing again 
NVIVO 10, for the qualitative data were much 
richer compared to the data gathered from the 
survey. In order to implement internal validation 
measures and enhance the reliability of the results, 
an intercoder agreement approach was employed, 
and another researcher assumed the role of the 
second coder and analyzed 20% of both qualitative 
datasets, utilizing the same content analysis 
frameworks. 

 
4. Findings and Discussion 
 
4.1. Comparing the Effectiveness of Clinical Supervision 
vs. Reflective Teaching 
 

The frequency analysis showed that CS (M=3.84) 
was perceived as more effective than RT (M=3.35). 
These results were further elaborated in Table 3. 

 
Table 3 
Perceived Effectiveness of Clinical Supervision vs. Reflective Teaching 

 CS RS 

 
M SD 

1* 2* 3* 
M SD 

1* 2* 3* 

 % n % n % n % n % n % n 

pre-
observation 3.58 

3.84 

1.02 13.4 12 33.8 30 52.8 47 3.06 

3.35 

1.07 31.5 28 30.3 27 38.2 34 

observation 3.6 1.09 16.9 15 26.9 24 56.2 50 3.46 1.22 21.4 19 26.9 24 51.7 46 

post-
observation 3.98 1.08 9 8 21.4 19 69.6 62 3.4 1.21 24.8 22 22.5 20 52.8 47 

feedback 4.19 .86 3.3 3 15.8 14 80.9 72 3.47 1.12 20.2 18 25.9 23 53.9 48 
*1=Total of “Completely disagree” and “Disagree”, 2= “Somewhat agree”, 3=Total of “Agree” and “Completely agree” 
 

The surveyed English instructors in this study 
expressed the perspective that CS yielded greater 
effectiveness in comparison to RT. This particular 
finding aligns with the assertions posited by Beach 
and Reinhar� (2000), who had previously noted 
that a substantial portion of teachers held a 
favorable view of CS, which corroborates the 
findings of the current study. On the other hand, the 
findings of the present study stand in contrast to the 
conclusions drawn from Inyamah’s (2011) research, 
which had advocated a perspective of the 

ineffectiveness of CS. It is noteworthy that this 
disparity may be aqributed to several factors. For 
instance, in this study, CS might have been 
perceived as more effective than RT due to its 
potential for providing clearer and more immediate 
feedback (Phelps, 2013). Additionally, the 
structured approach and immediate outcomes 
associated with CS might have contributed to its 
perceived effectiveness, as indicated by Marwati et 
al. (2019). 
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4.2. Comparing the Effectiveness of Peer Observation, 
Team Teaching and Video Coaching 
 

Among the three types of RT, VC garnered the 
highest perceived effectiveness among the English 
instructors (M=3.64). Subsequently, TT (M=3.46) 

and PO (M=3.45) trailed closely, displaying 
marginal differentials between them in terms of 
perceived effectiveness. Further elucidation 
regarding the particulars of each RT type was 
provided in Table 4. 

 
Table 4 
Perceived Effectiveness of Reflective Teaching Modalities 

 Collaboration Collegiality Critical Reflection Self-awareness 

Peer Observation 

M 3.21 3.25 3.4 3.94 
3.45 

SD 1.18 1.19 1.13 1.06 

1* 
% 23.6 23.6 18 9 
n 21 21 16 8 

2* % 31.4 28 29.2 14.6 
n 28 25 26 13 

3* % 45 48.4 52.8 76.4 
n 40 43 47 68 

Team Teaching 

M 3.54 3.39 3.43 3.47 
3.46 

SD 1.26 1.15 1.13 1.2 

1* % 20.2 22.5 24.7 22.5 
n 18 20 22 20 

2* % 21.4 30.3 23.6 23.6 
n 19 27 21 21 

3* % 58.4 47.2 51.7 54 
n 52 42 46 48 

Video Coaching 

M 
3.17 3.19 3.94 4.26 
3.64 

SD 1.34 1.29 1.13 1.07 

1* 
% 34.9 33.7 13.5 10.1 
n 31 30 12 9 

2* 
% 23.6 23.6 15.8 10.1 
n 21 21 14 9 

3* 
% 41.6 42.7 70.7 79.8 
n 37 38 63 71 

*1=Total of “Completely disagree” and “Disagree”, 2=“Somewhat agree”, 3=Total of “Agree” and “Completely agree” 
 

The English instructors in this study collectively 
held the viewpoint that VC emerged as the 
preeminent form of RT, with TT and PO following 
in succession. This notable finding is consistent 
with the research conducted by Mathew et al. 
(2017), which underscores the potential of VC as a 
viable avenue for effective RT. Their study provides 
empirical evidence supporting the notion that VC 
holds promise as a modality for enhancing 
pedagogical expertise. Specifically, teachers can 

harness video recordings, whether self-generated or 
featuring peer demonstrations, to advance their 
instructional skills. 

Video recordings afford teachers the 
opportunity to autonomously revisit their 
instructional interactions, fostering a culture of self-
reflection and facilitating a more profound 
understanding of their pedagogical methodologies 
(Suhrheinrich & Chan, 2017). Furthermore, the 
integration of video as a pedagogical tool offers 
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tangible instances of instructional practices, which 
in turn expedites deliberations and enables 
constructive evaluations during reflective 
discussions (Setyaningrahayu et al., 2019). 

 
4.3. The Effectiveness of the Professional Development 
Activities 
 

In accordance with the findings gathered from 
the last part of the survey, the fraction marginally 
below half of the participants (44.9%; n=40) thought 
that CS needed to be modified as it needed an 

overall change (f=12), was repetitive (f=5), inefficient 
(f=5), stressful (f=4) and was considered as a burden 
(f=4). A proportion exceeding one-third of the 
English instructors (36%; n=32) believed that PO 
needed to be removed. This perspective was 
substantiated by their characterization of PO as 
being characterized ineffective (f=10), useless (f=9) 
and most of the English instructors pretended to 
conduct it (f=5). It was also mentioned that PO was 
unreliable (f=4) and superficial (f=4) in addition to 
feeling insecure during the process (f=4). 

 
Table 5 
Recommendations for Professional Development Activities 

 
Clinical Supervision 

Reflective Teaching 

 Peer Observation Team Teaching Video Coaching 

 % n % n % n % n 

could remain the same 40.4 36 34.8 31 36 32 65.2 58 

could be modified 44.9 40 29.2 26 27 24 21.3 19 

could be removed 14.6 13 36 32 37.1 33 13.5 12 

A proportion surpassing one-third of the 
English instructors (37.1%; n=33) indicated that TT 
needed to be removed because it was complicated 
(f=14), ineffective (f=12), useless (f=10) and 
unnecessary (f=7). A proportion slightly below two-
thirds of the participants (65.2%; n=58) believed that 
VC needed to be remained the same because it was 
effective (f=19), gave them an opportunity for self-
observation (f=16) and self-reflection (f=16), 
increased their self-awareness (f=14), was beneficial 
(f=10), could be conducted in the natural classroom 
atmosphere (f=6), and they felt comfortable during 
the process (f=5). 

The surveyed English instructors said that CS 
increased their stress and therefore needs 
adjustment. This concern, which resonated during 
the interviews with the English instructors, shed 
light on elevated stress levels experienced by both 
instructors and students due to the supervision 
process. Notably, this alignment with the stress 
aspect of CS corresponds to Glickman and 
Tamashiro’s (1980) contention that unclear 
objectives can induce stress among teachers. When 

subjected to observation, the participants may have 
felt increased pressure, which could have 
influenced their teaching methods and causing 
stress (Abboq & Carter, 1985). Beyond the issue of 
stress, the surveyed English instructors also 
expressed the belief that CS could benefit from 
modifications due to its repetitive nature. They 
observed that the effectiveness of CS diminished 
over time, especially for long-serving individuals 
who were frequently observed by the PDU. This 
finding is in accordance with Moradi et al.’s (2014) 
research, which suggested that although valuable, 
CS can become noticeably repetitive with 
prolonged use. This repetitiveness may have led to 
diminishing returns in terms of gaining new 
insights, and as a result, its perceived value among 
the participants could have decreased (Ghapanchi 
& Baradaran, 2012). The survey results revealed that 
the perception of CS as burdensome stemmed from 
stress and repetition, exacerbated by substantial 
work responsibilities, particularly for those in the 
English preparatory unit. This finding parallels 
Hişmanoğlu and Hişmanoğlu’s (2010) observations 
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of similar workload-related hindrances affecting 
PD and aqitudes towards supervision. The 
participants may have viewed CS as burdensome 
rather than a worthwhile process if they had not 
perceived immediate benefits or changes thanks to 
it (Paba, 2017). Lastly, the interviews with English 
instructors and PDU members revealed a theme 
related to the effectiveness of CS. The English 
instructors noted that CS was most effective when 
conducted by proficient, objective and organized 
PDU members. This finding aligns with existing 
literature that indicates the superior observational 
skills of such members (Centra, 1993; Hammersley-
Fletcher & Orsmond, 2004; Keig & Waggoner, 1994; 
Manning, 1986). However, this contrasts with 
Baharom’s (2002) findings, which occasionally 
identified inadequacies in CS execution by 
supervisors. Additionally, the English instructors 
stressed the effectiveness of CS in recognizing their 
personal strengths and areas for improvement, 
consistent with literature emphasizing 
supervision’s role in enhancing teachers’ 
professionalism (Glickman et al., 1995; Thomas, 
2008). Similarly, the PDU members emphasized the 
effectiveness of CS, particularly when adopting a 
developmental rather than judgmental approach 
(Glickman et al., 2004), reinforcing its role in 
pedagogical growth. The practical application of 
criticism and suggestions from CS may have been 
linked to its effectiveness (Hişmanoğlu & 
Hişmanoğlu, 2010). 

Conducting RT carelessly was apparent in both 
groups. The insights gleaned from the interviews 
exposed a recurring trend of RT protocols not being 
rigorously adhered to, particularly by the senior 
instructors. Among the English instructors, a 
prevalent inclination was observed towards opting 
for less demanding RT type. Furthermore, instances 
of simulated engagement in RT were evident, 
particularly when paired with less familiar or less 
preferred peers. This is in line with the findings of 
Richards and Lockhart (1994), who identified 
teachers’ reluctance stemming from the perceived 
evaluative nature of reflective practices. In addition, 
Martin and Double’s (1998) research underscores 
how certain teachers perceive reflection as an 
obligatory task, potentially leading to lackluster 
execution. Echoing these sentiments, Florez (2001) 

posits that teachers may find themselves 
unprepared to confront uncertainties within 
reflective practices, which might lead them to avoid 
or engaging superficially in such endeavors. It is 
conceivable that the participants’ initial enthusiasm 
for RT may have waned over time, resulting in less 
consistent efforts, as suggested by Kayaoğlu (2012). 

The surveyed English instructors predominantly 
leaned towards the perspective that PO needed to 
be removed because most of the peers were 
pretending to conduct it. The insights garnered 
from the interviews with the English instructors 
further highlighted the existence of individuals 
who approached PO as a procedural requirement, 
rendering it ineffective in terms of reliability and 
perceived utility. Byrne et al. (2010) likewise found 
that some teachers view reflective practice as a 
compliance exercise. The PDU members also 
acknowledged the presence of instructors who 
simulated participation during PO while also 
recognizing those who genuinely adhered to 
observation guidelines. They aqributed this 
discrepancy to the instructors’ individual 
approaches to the process. This perspective 
resonates with Brockbank and McGill’s (2007) 
conceptualization of PO as a developmental 
opportunity for mutual enrichment. It is plausible 
that the participants may have been less motivated 
to engage in PO seriously if they had not perceived 
clear advantages or incentives associated with 
diligent participation (Shortland, 2004). The 
findings from the survey, coupled with the insights 
from the interviews conducted with the English 
instructors and the PDU members, echoed a 
prevailing sentiment among the instructors 
advocating for the removal of PO due to its 
perceived superficiality. This sentiment emerged in 
a context of heightened stress levels for both 
instructors and students, leading to a proclivity 
towards superficial teaching practices. Therefore, 
PO mirrored this superficial teaching atmosphere. 
This corresponds with Race and Fellows’ (2009) 
study, which addresses the issue of superficiality in 
PO and suggests mitigation through the 
accumulation of iterative observation instances. In 
the absence of clearly articulated goals and 
incentives, the participants may have primarily 
focused on completing the procedural aspects of PO 



 
Yazıcı, E., & Sarıgöz, İ. H., The Journal of Language Teaching and Learning, 2025–2, 1-23 

 

  15 

rather than engaging with its intended purpose 
(Hammersley-Fletcher & Orsmond, 2005). 

Based on the findings of the survey, the English 
instructors perceived the removal of TT as a 
warranted step, primarily due to its complicated 
nature. This viewpoint was substantiated through 
the interviews with the instructors who further 
scrutinized the effectiveness of TT, indicating the 
intricate nature of its reflective pedagogy and the 
demands associated with collaborative teaching 
roles. Notably, a pronounced reluctance towards TT 
emerged, primarily aqributed to the heightened 
preparation requirements when compared to PO 
and VC. This perception aligns with Igawa’s (2009) 
research, which delved into English teachers’ 
perspectives on the complexities of TT. Sari et al. 
(2013) similarly shed light on the intricacies 
associated with TT in their research. The intricacies 
encompassed aspects such as coordinating between 
instructors, harmonizing instructional strategies 
and managing varying teaching philosophies, all 
contributing to the perceived complexity (Jo & 
Woo, 2010). Furthermore, the PDU members 
acknowledged the complexities inherent in TT but 
proposed that diligent inquiry and accessible digital 
resources could render it more tenable. A pivotal 
aspect of effective TT, as both the English 
instructors and PDU members concurred, lay in the 
meticulous planning of the teaching collaboration. 
This finding is in accordance with Tim’s (2018) 
study, which underscores the challenges of 
organizing productive TT, requiring extensive 
discourse and groundwork. Bailey (1996) similarly 
asserts that while teachers cannot anticipate every 
classroom scenario, a comprehensive blueprint 
remains pivotal in TT to navigate unforeseen 
situations effectively during co-teaching. The 
absence of proper planning could potentially result 
in inconsistencies in subject coverage, leading to 
student perplexity (Ken-Maduako & Oyatogun, 
2015). 

Given the demonstrated effectiveness of VC, as 
evidenced in the survey results, the English 
instructors were inclined to advocate for the 
continued utilization of this practice. In addition, 
beyond classroom observation, both the 
interviewed English instructors and the PDU 
members reached a consensus regarding the 

multifaceted effectiveness of VC, particularly in its 
capacity to illuminate instructional strengths and 
weaknesses. This finding is consistent with the 
research conducted by Gaudin and Chaliès (2015), 
which affirms the potential of VC for fostering 
reflective practices among teachers, enabling them 
to critically assess their instructional methods. It is 
worth noting that the utilization of video recordings 
within VC may have served to mitigate potential 
biases that can arise during the evaluation of 
educational procedures, as suggested by Borer et al. 
(2018). Moreover, the effectiveness of VC can be 
aqributed to the heightened comfort level of 
English instructors when it comes to both providing 
and receiving feedback, supported by tangible 
video evidence. This is in line with the insights 
gleaned from Batlle and Miller’s (2017) study, 
which stresses the credibility enhancement of 
feedback through the use of video recordings as 
tangible evidence during post-observation phases 
and reinforces its effectiveness. A recurring theme 
that emerged consistently in both the survey 
responses and the interviews with the PDU 
members revolved around the concept of a natural 
classroom atmosphere. The PDU members 
expressed the viewpoint that VC, in comparison to 
PO and TT, fostered a greater degree of 
authenticity. This authenticity was aqributed to the 
absence of external observers during VC. This 
perspective resonates with Hockly’s (2018) study, 
which highlights the unique quality of VC to 
provide genuine insights into classroom dynamics 
for teachers, offering valuable insights into their 
own teaching practices as well as those of their 
colleagues.  

These findings answer the gap outlined in the 
Introduction: they deliver the first comparative 
effectiveness profile of four PDAs in a Turkish 
school of foreign languages, revealing clear 
instructor preferences (VC > TT ≈ PO, CS superior 
overall) and pinpointing resource-light 
modifications (e.g., video-supported CS, control 
mechanisms for PO). As such, the study provides 
the evidence base that Turkish PDUs and 
accreditation bodies have lacked when prioritizing 
PD formats. 
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4.4. Institutional Recommendations for the Professional 
Development Activities 

 
Concerning CS, the English instructors 

emphasized the potential enhancement of CS 
through the integration of video technology, 
highlighting its capacity to improve facilitation and 
overall effectiveness. Similarly, the PDU members 
concurred that incorporating video in the 
observational phase of CS could augment its 
effectiveness. This aligns with Kaneko-Marques’ 
(2015) argument regarding the undeniable 
contribution of video recordings to teachers’ PD. 
The utilization of video in CS could have provided 
more flexibility in observing diverse classroom 
seqings and learning environments, as suggested 
by Marrow et al. (2002). 

The English instructors proposed updates to the 
forms utilized for RT to enhance its effectiveness 
within the research context. Their rationale 
stemmed from the perception that existing forms 
were outdated and overly complex. They believed 
that revisions needed to consider institutional 
dynamics and provide comprehensive details, 
supporting Quesada Pacheco’s (2005) argument for 
tailored tools to amplify pedagogical efficacy 
through RT. Improved forms may result in more 
insightful feedback and consequently bolster the 
potency of RT, as posited by Prieto et al. (2020). In 
contrast, the PDU members suggested an 
alternative approach to enhance the effectiveness of 
RT, which involved recruiting younger English 
instructors. They proposed that these recruits, 
motivated by novelty and openness to new ideas, 
might exhibit a greater interest in PD. This 
perspective corresponds with Farrell’s (2011) study 
regarding the potential reluctance of seasoned 
teachers to embrace reflective practices. However, it 
differs from Afshar and Farahani’s (2015) research, 
which suggests an inverse correlation, where 
greater experience in English teaching correlates 
with increased participation in RT. 

During the interviews with both the English 
instructors and the PDU members, a common 
theme emerged regarding suggestions for PO. Both 
groups mentioned the necessity of implementing a 
control mechanism for PO. Without such control, 
the effectiveness of PO suffered, with instances 

where instructors refrained from engaging in pre- 
and post-observation phases or mutual observation. 
This supports Dos Santos’ (2016) findings, which 
suggest that teachers may deviate from meticulous 
execution of PO and thus require oversight. The 
presence of a control mechanism may hold the 
participants accountable for their engagement in 
the PO process, as noted by Hammersley-Fletcher 
and Orsmond (2004). Similarly, the PDU members 
shared this view and emphasized the need for 
oversight. Nonetheless, logistical and 
administrative limitations hindered full 
implementation. With only two members, the unit’s 
limited personnel capacity exacerbated this issue, 
and the PDU members were unable to fully address 
this administrative requirement.  

In order to enhance the effectiveness of TT, both 
the English instructors and the PDU members 
endorsed the strategic pairing of instructors 
teaching similar courses, especially within the same 
unit. This finding is in line with Carless’ (2006) 
findings, asserting that pairing teachers with 
similar courses enhances the effectiveness of TT. 
Such pairings provide diverse techniques and novel 
concepts, aiding the assimilation of differentiated 
approaches within the same framework, a point 
echoed in Tim’s (2018) study.  

Regarding VC, a common theme emerging from 
the interviews was the need for technical equipment 
support from the institution, such as cameras and 
tripods. In the absence of such support, the 
instructors often relied on fellow instructors or 
students for VC. The PDU members also noted that 
these resources could enhance the effectiveness of 
VC and encourage its adoption. This is in 
accordance with Yücel et al.’s (2016) research, which 
advocate for technical assistance to optimize the 
effectiveness of VC as a RT form, emphasizing its 
instructional benefit. 

The findings suggest three practical 
recommendations for implementation in tertiary 
language education institutions. First, the 
integration of VC should be prioritized through the 
provision of a limited number of portable recording 
devices (e.g., cameras and tripods) and the adoption 
of a concise peer-feedback template. This approach 
ensures the alignment of institutional resources 
with practices that instructors identify as most 
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beneficial. Second, CS processes may be optimized 
by focusing on novice instructors while 
transitioning experienced staff to biennial review 
cycles, a change that could alleviate reported stress 
and reduce procedural redundancy. Third, 
traditional PO practices characterized by extensive 
documentation and limited impact could be 
replaced with brief, goal-oriented “teaching 
huddles” (collaborative sessions wherein two 
instructors engage in mutual goal seqing, classroom 
observation and debriefing within a one-week 
period). Oversight by the PDU is recommended to 
ensure meaningful engagement and mitigate 
performative compliance. These modifications can 
be trialed over a single academic term and assessed 
using the same survey and interview instruments 
employed in the current study. 

 
5. Conclusion 
 
The principal objective of this research study 
entailed a comprehensive exploration of the English 
instructors’ perspectives regarding the effectiveness 
of CS and RT. Moreover, it endeavored to scrutinize 
the effectiveness of specific RT modalities, namely, 
PO, TT and VC. Finally, where deemed essential, 
this research aspired to proffer constructive 
recommendations for the enhancement of extant 
PDAs. To begin with, the findings of this study 
revealed that CS was perceived to possess a higher 
level of effectiveness in contrast to RT. Next, among 
the three forms of RT, VC was deemed to exhibit the 
highest level of perceived effectiveness by the 
participants, followed by TT and PO. Furthermore, 
the participants expressed the belief that CS needed 
to be modified, citing reasons such as the necessity 
for an overall change, repetitiveness, 
ineffectiveness, stressfulness, and considering it as 
a burden. They advocated for the removal of peer 
observation, and this was underscored by their 
characterization of PO as ineffective, useless, often 
being conducted superficially, unreliability, 
superficiality, and a sense of insecurity during the 
process. Similarly, they believed that TT needed to 
be removed due to reasons such as complexity, 
ineffectiveness, futility, and redundancy. In 
contrast, the participants advocated for maintaining 
the current practice of VC, emphasizing its 

effectiveness, facilitation of self-observation and 
self-reflection, enhancement of self-awareness, 
beneficial aqributes, conduciveness to a natural 
classroom atmosphere and the comfort it provided 
during the process. Lastly, the English instructors 
indicated that the implementation of CS via video 
technology could significantly enhance its 
facilitation and overall effectiveness. They 
recommended the modernization of the forms 
employed for RT to increase its effectiveness within 
the research context. Alternatively, the PDU 
members proposed an alternative strategy to 
enhance the effectiveness of RT, which involved the 
recruitment of younger English instructors. Both 
the English instructors and the PDU members 
emphasized the necessity of implementing a control 
mechanism to bolster the effectiveness of PO. In the 
context of TT, the participants advocated for the 
strategic pairing of instructors responsible for 
teaching similar courses as a means to enhance its 
effectiveness. Regarding VC, technical equipment 
support from the institution was suggested to 
optimize its effectiveness. 

To translate these findings into practice, it is 
recommended that tertiary language-teaching units 
and relevant governing bodies (1) allocate a small 
recurring budget for portable video-coaching kits 
and a one-page peer-feedback template, (2) adopt a 
developmental CS cycle that concentrates on novice 
instructors while moving experienced staff to 
biennial reviews, (3) replace paperwork-heavy peer 
observation with brief “teaching huddles” that are 
completed and logged within one week 
and (4) embed evidence-based PD targets into 
accreditation criteria and institutional key 
performance indicators. By implementing these 
steps over a single academic year and evaluating 
them, institutions can align PD resources with 
activities that English instructors themselves deem 
most effective. 

The study highlights the importance of 
enhancing PD for English teachers, starting with 
pre-service and continuing with in-service 
education (Evişen, 2021). An undergraduate course 
could introduce prospective English teachers to the 
value of PD. Besides, ongoing in-service training 
sessions might be implemented across educational 
levels, from kindergarten to tertiary education, to 



 
Yazıcı, E., & Sarıgöz, İ. H., The Journal of Language Teaching and Learning, 2025–2, 1-23 

 

  18 

maintain positive perceptions of PD among English 
teachers. An additional implication may be to 
conduct a survey allowing teachers to select their 
preferred RT activity each term. Categorizing 
teachers based on preferences and enabling 
partner/group selection from a published list could 
encourage greater active engagement and reduce 
feigned participation, enhancing the effectiveness 
of these activities (Diaz-Maggioli, 2004). Finally, 
institutions might enhance RT by offering a wider 
range of activities for teachers to choose from. This 
diversification may reduce the perception of 
repetitiveness and stimulate greater engagement, 
ultimately improving the overall effectiveness of 
these activities (Fakazlı, 2021). 

Future research can investigate the viewpoints 
of English instructors in different educational 
contexts, including various schools of foreign 
languages within foundation universities with 
similar PD programs. Additionally, conducting 
comparative analyses between English instructors 
in foundation universities’ schools of foreign 
languages and those in state universities may 
provide valuable insights for subsequent studies. 
Prospective research could also delve into the 
disparities between English instructors’ professed 
beliefs and their actual practices in PD. Initially, a 
survey might be used to gather instructors’ beliefs 
about PDAs. Subsequently, interviews with 
simulated scenarios could be employed to prompt 
participants to discuss their anticipated actions and 
emotional responses. This approach would provide 
insights into the alignment between beliefs and 
actual practices in PDAs among English instructors. 
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