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Foreword

This book is an outcome of intensive engagement in facilitating and supporting teachers who are engaged in action research at different higher
education institutes in Turkey. The idea of teachers being engaged in
action research, which gained momentum in 2010 with initiatives in
Izmir, is relatively new in Turkey. I will describe how I began this action
research mentor journey mainly because it could be useful for readers to
know how the idea of writing a book on action research emerged. The
story of action research engagement in Turkey is also documented in several previous publications (see Çelik and Dikilitaş 2015; Dikilitaş 2015;
Dikilitaş and Mumford 2016; Smith 2015; Wyatt and Dikilitaş 2015).
When I took up the position at a university’s preparatory English
language school as a teacher trainer in 2010, I was supposed to work
with almost 40 teachers to promote and support their professional development. I thought about several options for professional development
activities, but I wanted to make one central because I believed that the
project should set goals for teachers, ensure longer engagement, inspire
personal active engagement, and offer an outcome such as dissemination
through presenting, writing, or publishing. Classroom observation was
one good option but it would not be central as it might not address some
of my own expectations such as writing and publishing. I also thought
about running workshops on specific pedagogical issues, but then I
would have to take too much control myself and minimize the teachers’
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active engagement in learning. As an emerging researcher who was just
starting to write my PhD dissertation, I thought of action research as
a professional development strategy which could address most of my
expectations from teachers’ engagement in professional development. As
I previously reported in an interview with Richard Smith in 2012, who
later published it in 2014, my idea was to initiate action research as a
professional development tool because it was compatible with my own
overall learning experience and because I believed teachers need not be
fed with knowledge but rather discover relevant knowledge themselves.
In the first year (2010), there were several challenges in supporting
teachers, such as teachers’ own lack of knowledge about action research
and of research in general, as they reported several times. Engagement in
action research was not in line with what they would expect from professional development activities as they were used to lecture-style activities
in which they took part as a recipient of knowledge rather than a creator
of it. As a new way of learning, action research seemed to many of these
teachers to be challenging due not only to lack of research knowledge but
also to contextual constraints such as limited time to devote to doing and
sustaining research. Therefore, it took time to explain to them what kind
of research they would undertake and how they were going to conduct it.
In the first year, action research engagement was a top-down decision by
the administration and me as opposed to traditional transmission-based
learning as teachers expected.
To address these concerns I started to run sessions telling them
more about what action research is and what actual steps and cycles
are involved in doing it. We had discussions about classroom issues
in groups, individually, and even sometimes in pairs. By starting to
talk about classroom issues and planning how they could investigate
them, the teachers developed a sense of self-efficacy in starting their
own research, though not all of them were attracted to it and confident
enough with the idea. In the initial years, I provided more structured
support with explicit guidance on planning action research. I gave them
a proposal guideline which included questions such as title, purpose,
participants, data collection tools, and their expectations from doing
research as documented in Çelik and Dikilitaş (2015). Such tools facilitated some teachers’ initiation and helped them believe they could do
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it. I then continued to provide systematic support for those who were
determined to proceed. We had weekly focus group meetings where
each action researcher presented a proposal to get feedback from colleagues, which also gave them confidence to discuss research issues. In
one-on-one meetings we discussed relevant articles to develop knowledge about research issues, and planned classroom activities to collect
data or introduce new ways of teaching and to assess and reflect upon
the impact thereafter. I kept interaction and dialogue actively going in
order to help them complete their action research though some were
not able to do so due to limited commitment and high workload or
to personal dissatisfaction with the idea of learning and development
through action research. At the end of the first year, I held an in-house
event where those who successfully completed their research presented
it, followed by an edited book (Dikilitaş 2011).
In the second year (2011), the project developed. One development
was that teachers started to collaborate with one another and investigate shared concerns, and/or puzzles. Unlike the previous year, as a
trainer I found myself less dominant. Some developed confidence in
initiating and sustaining their research process with less and less dependence on my support.There were also new teachers who started to
engage in action research in the second year. I provided more focused
and structured support for them, but they were also helped out by their
colleagues who had experienced action research the previous year. As
the teachers engaged in action research, they built rapport and worked
more in collaboration, which also led them to becoming more autonomous and self-confident.
In 2012, the project continued with more enthusiasm and I had the
opportunity to work with external mentors such as Simon Borg and
Richard Smith, who were invited to my institution to work with teachers
who were doing action research during the projects. Their feedback on
the teachers’ action research and comments for the future of the project
were valuable as deeper insights emerged such as developing the idea of
presentation and publication, which would lead to changes in the way
presentations were delivered. They also attended the conference at the end
of the year as plenary speakers and attracted more audience from other
nearby institutions and cities (for further details, see Dikilitaş 2013).
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The project was supported in 2013 by the then coordinator of IATEFL
Research Special Interest group (ReSIG) Richard Smith, who met with
the 18 teachers and provided feedback during the year. Such external
help created motivation and enthusiasm for the teachers to sustain their
engagement in action research. Supported internally by me and externally by other well-known names, the teachers felt valued and became
more concentrated on their work. The feedback they received from me
and the external mentors included the methodological designs of action
research as well as the overall purpose and topic of research. Receiving
feedback from different mentors intensified the degree of learning and
development and provided motivation for the teachers to move on.
The teachers started to develop their understandings of action research
through dialogues with others rather than working within template proposals and structured guidelines. The teachers stared to plan and develop
their own research engagement path and created for themselves unique
ways of researching.
At the end of the 2014 project, another annual conference was held
with the participation of Richard Smith, Anne Burns, Mark Wyatt,
and Judith Hanks, who gave enthusiastic talks and commented on the
development of action research in Turkey both in their speeches and in
the concurrent sessions. Their individual feedback in the sessions were
also valuable for the presenters. That year, the conference was called the
IATEFL ReSIG Teachers Research Conference, which attracted relatively
more presenters and attendees from Turkey and beyond. Another development from the previous year was that the annual conference book was
edited by Kenan Dikilitaş, Richard Smith, and Wayne Trotman (2015)
and published as an IATEFL ReSIG book, which was made open access
in the official website.
The same conference was held in 2015 and 2016 in collaboration with
the IATEFL ReSIG in İzmir and in İstanbul, respectively. The growing number of attendees—92 in 2015 and 120 in 2016—indicated a
developing interest in action research particularly in Turkey. The followup publication of the 2015 conference in İzmir was edited by Kenan
Dikilitaş, Mark Wyatt, Judith Hanks, and Deborah Bullock, which is
now open access in the website of IATEFL ReSIG. An initiation which
began in 2010 with a very small scale project developed into an inter-
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national one with the external supporters at different stages ranging
from helping action researchers in process to contributing to the annual
conferences and publications.
It is clear that the project has developed in different ways. For example, it has become an international event which brings together teachers,
educators, and trainers who are interested in action research. This is one
of the major sources of motivation for teachers to engage in research
and complete their work by the end of the academic year in order to be
able to present it. Another development has been the liberation of the
teachers in taking the control of their own research often moving to relatively less interference by the mentors and more teacher autonomy.The
teachers have started to select topics to research and conduct research in
their own classrooms with more collaboration and individual efforts. The
degree of autonomy which has developed throughout successive projects
with the active engagement of teachers has manifested itself at different
levels, such as developing skills for reading articles critically, collecting
and analysing data, reflecting on the findings, presenting and writing
research. The observed teacher autonomy development was triggered by
the sustained engagement in doing, presenting, and writing up research,
which was well supported by the ongoing collaborative work, the follow-up conferences, and publications. This clearly showed the positive
impact of the research engagement experiences, teacher autonomy, and
demonstrated sustainability. The teachers learnt to research not only by
monitoring their own development and learning in the successive years
but also by assessing others’ work and receiving constructive rather than
judgmental feedback during the conference and the editorial process of
publication.
I have also developed a sense of autonomy in mentoring action
researchers as a result of the successive experiences in these conferences and publications, which had an immense effect in cultivating my
own professional development as a research mentor. Over the years,
I have taken up different mentor roles because I also developed my
skills as a mentor, which led me to taking on varying roles. Malderez
and Bodóczky (1999) list the roles of mentors as model, acculturator,
support, sponsor, and educator, whereas Halai (2006) categorizes these
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roles into four: an expert coach, a subject specialist, a critical friend,
and a learner. I recognize that I have fulfilled almost all of these roles
while mentoring teachers who were doing action research.
–– Doing research with the teachers or even sometimes presenting with
them as a model (Malderez and Bodóczky 1999)
–– providing workshops as a subject specialist (Halai 2006), and as an
educator (Malderez and Bodóczky 1999)
–– providing opportunities for collaborative reflection (Malderez and
Bodóczky 1999) in the expert coach role (Halai 2006)
–– developing relationships—critical friend (Child and Merrill 2003;
Halai 2006)
–– collaborating on specific research issues, as a mentor as learner (Halai
2006)
–– taking on the role of support (Malderez and Bodóczky 1999)
through management and leadership
–– acculturator by introducing them into the research community
(Hobson and Sharp 2005) through publication opportunities in the
follow-up books.
–– sponsor holding conferences and facilitating opportunities for publications and bringing in people for them to discuss with (Malderez
and Bodóczky 1999)
Apart from these roles, I tried to create learning opportunities (Orland-
Barak and Rachamim 2009) and to sustain interaction and support practical knowledge growth (Wyatt and Arnold 2012) by observing and giving
feedback on action research.
Participant-sensitive mentoring involves considering each researcher
or research group with their unique needs and addressing them in a constructive way. The degree of sustainability of these successive projects and
publications spread across Turkey has been intensified by the affordances
of the resourceful and supportive environment created by internal and
external mentors.
Teacher autonomy development from doing action research, which is
the focus of this book, is the main purpose of research mentoring. While
I developed several research mentoring skills as outlined above, I also had
the opportunity to integrate them into the support and facilitation I was
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offering to the action researchers. Challenged by the idea that action
research was new in the context in which I was working, I brought out
different strategies to overcome them, which spurred me to renew my
approaches to mentoring each action researcher. It was the close working opportunity with the teachers that facilitated the interaction and the
process of support and collaboration. As a mentor, I have accumulated
over the years information about the researchers, their classroom teaching practices, and the way they engage in research. In many ways such
opportunities served as facilitative factors for my mentoring and for the
action researchers’ learning opportunities to investigate their practices
and develop gradually increasing teacher autonomy to do research both
independently and collaboratively in the context. The sustained research
mentoring and ongoing engagement in doing research helped educate
action researchers who were committed to increasing their professional
engagement in their careers.
Joint authorship is a challenging process especially when the authors
live in different cities. However, the authors of this volume tried to keep
to the deadlines and exchanged a number of emails and had face-to-face
meetings (though limited) in order to maximize the potential to contribute to the book. The process of writing through collaboration was
managed by the authors writing different chapters and sharing with each
other for further revision and editing. The chapters were peer-reviewed
and improved through negotiation and agreement. We also discussed
sequencing chapters, sorting out chapter organization, and selecting titles
and sub-titles.
In this book we have documented the ways in which teachers can
engage in action research and develop as professional teachers committed
to an inquiry stance in generating personal pedagogical knowledge and
developing autonomy. Equally importantly, this book is a source which
teacher educators who wish to support teachers doing action research can
employ in their mentoring process.
Kenan Dikilitaş

Preface: Overview

How Is This Book Different?
1. It aims to develop teacher autonomy by means of engagement in
action research.
2. Although acknowledging that the research process is not always linear,
the book aims to set out the action research process in a clear progression which teachers can adapt to their needs.
3. The book aims to get teachers to engage with the process by means of
examples, narratives, questions, and tasks.
4. Teachers who follow these tasks might be able to have a complete
research project by the time they have finished working through the
book. This means that the work they do will have a tangible and usable
outcome.
5. Examples of actual action research project material will be included in
order to provide teachers with concrete models which they might
examine, adapt to their own needs, and, where appropriate, replicate.
6. Teacher narratives from those who have engaged in the action research
process are included to add a “human” touch, hopefully to inspire
those who need encouragement, and to reassure those who are experiencing problems that they are not the only ones having these kinds of
difficulties.
xv
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7. This book is designed to be highly practical. It gives multiple ideas for
how to establish research questions, to choose appropriate methodologies, to adapt to the existing context, and to go about collecting data.
It provides examples of possible instruments, clear instructions for
how to carry out the most common kinds of statistical procedures,
ideas for how to do presentations and write up research findings for
those who want to do this. All of these steps can be very intimidating
for a new researcher (or even, sometimes, more experienced ones!).
8. In spite of the practical bias, the book aims to be theoretically and
ethically rigorous, and presents theoretically and ethically sound
methodologies throughout.
9. The book also has an extensive glossary which explains in some detail
the terms used in the book. Since this topic requires some quite specialized vocabulary (“jargon”, if you like), which can be intimidating
for non-experts (most of us!), a glossary which can provide quick and
easy reference is a major asset.

Audience
1. Trainee teachers who are working for a Diploma and who have access
to a class (maybe practice teaching) where they can conduct the
research.
2. In-service teachers who want to expand their own professional horizons and develop their autonomy.
3. In-service teachers who are working for a higher qualification (e.g. a
Master’s or PhD).
4. Teacher educators who are working with in-service or trainee teachers
who wish to guide their students through the process of action
research.

Questions to Consider

The questions are designed to revise the contents of the chapters and to
create discussion and reflection. They may be useful for individuals who
want to check their understanding of what they have read, for groups
which may benefit from some prompt to stimulate discussion, or for
teacher trainers who might use them to stimulate class discussion or as
the basis for assignment work.

Tasks
The tasks are designed to be cumulative, so that, if teachers wish, they
could be combined to form a complete research project by the end of the
book. This means that, instead of having just more piles of assignments
(as we all have had), the progress through this book has a tangible outcome, which may be satisfying in itself, or which may be used as the basis
for a presentation or for publication.

xvii

Acknowledgements

Thanks to those who have contributed studies or narratives to the book,
which adds variety, exemplification, and a “human” element.
Thanks to knowledgeable individuals (e.g. Richard Smith, Mark Wyatt
and Anne Burns, İsmail Hakkı Erten, Judith Hanks, Derin Atay, Şirin
Karadeniz, Sinemis Vatanartıran, Olcay Sert, Demet Yaylı, Enisa Mede,
Hatime Çiftçi, Aylin Tekiner Tolu, Yeşim Keşli Dollar, Servet Çelik,
Koray Haki Akyazı, Kerim Biçer) for their advice.
Thanks to colleagues for their encouragement and support, to family
and friends for their patience, and to students for their goodwill.

xix

Contents

1	Introduction to Action Research    1
2	Clarifying the Research Questions or Hypotheses   45
3	Research Methods: Options and Issues   61
4	Thinking About the Context: Setting (Where?) and
Participants (Who?)  89
5	Collecting the Data 107
6	Analysing the Data  129
7	Discussing the Data  161
8	Example Studies  171
9	Presenting and Writing Up Action Research    217
xxi

xxii

Contents

10	Researcher Narratives   237
11	Conclusion   263
Appendix: A Mixed Methods Study   273
Appendix: Classroom Culture Questionnaire   281
Glossary   283
References   293
Index   301

List of Figures

Fig. 1.1
Fig. 1.2
Fig. 6.1
Fig. 6.2
Fig. 6.3
Fig. 6.4
Fig. 6.5
Fig. 6.6
Fig. 6.7
Fig. 6.8
Fig. 6.9
Fig. 6.10
Fig. 6.11
Fig. 6.12
Fig. 6.13
Fig. 6.14
Fig. 9.1

Possible conditions for collaboration
14
Stages of AR
20
Sample SPSS spreadsheet
133
Sample reliability statistics
134
Grid for reliability if item deleted
135
Sample factor analysis grid (three-factor solution)
136
Sample one-factor solution grid
137
Sample tests for normality of distribution
138
Sample frequency matrix
140
Sample median matrix
141
Sample mode matrix
142
Sample Spearman’s correlation matrix
144
Sample matrix for Mann–Whitney U test of
difference—gender146
Sample matrix for Mann–Whitney U test of
difference—nationality147
Sample mean ranks grid
148
Teacher’s error correction strategies
152
Sample poster (http://rukie.edu.glogster.com
fostering-speaking/with Rukiye’s permission)
220

xxiii

List of Tables

Table 1.1
Table 1.2
Table 3.1
Table 3.2
Table 3.3
Table 3.4
Table 3.5
Table 3.6
Table 3.7
Table 4.1
Table 5.1
Table 5.2
Table 5.3
Table 5.4
Table 6.1
Table 6.2
Table 6.3

Examples of PEPAs
29
Forms of AR
34
Comparison of quantitative and qualitative research
paradigms62
Points to consider when constructing questionnaires
68
Reading strategy questionnaire
69
Which of the following do you normally do when you
learn vocabulary? Please tick the top three
70
Grammar learning preferences
71
Please tick the option you think is most appropriate for
yourself and give a reason
72
Sample interview schedule
78
Contextual factors to be considered when planning a
study100
Data sources to address research questions
113
Interview stages with sample questions
124
Question types with examples
124
Sample observation questions
125
Approximate effect size thresholds for Eta values
150
Characteristics of deductive and inductive approaches
to data analysis
151
Median ratings for impolite classroom behaviour
155

xxv

xxvi

List of Tables

Table 8.1
Table 8.2
Table 8.3

Group statistics of pre-test total scores
179
Group statistics of post-test total scores
180
Strategy frequency medians for males, females, and
overall208
Significant correlations between pass–fail grades and
strategy items
209
Data collection tools
228
Major sections of a research article
231
Informal research organization
232
Benefits of publishing action research, summarized from
Burns (2014)
233
Median ratings of questionnaire items (the higher the
rating, the more impolite the behaviour is considered to be) 276

Table 8.4
Table 9.1
Table 9.2
Table 9.3
Table 9.4
Table A.1

