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1. Introduction

As a result of our inquiry regarding educators’ beliefs towards their own professional growth, this
report describes the results of a qualitative study about perceptions described by EFL (English as a
Foreign Language) teachers on a professional development program carried out at Centro Colombo
Americano (CCA), a binational cultural centre in Bogotá (Colombia), in 2017. These teachers
participated in a large-scale project to conduct action research in their classes. Data were collected
through surveys answered by 27 teacher-researchers and 7 members of the research mentoring
team. Additionally, a focus group session of 9 teacher-researchers was held to understand their

mailto:johana.melo@colombobogota.edu.co
mailto:laparedes.dprcg@gmail.com


Vol. 29 (2026) 004

feelings and perceptions about the project. The study was framed by Kirkpatrick’s (1998) model of
evaluation of training programs. Information gathered in the evaluation of the project relates to
reflective practice, socialization of teachers’ work and motivational factors as the main areas of
concern to be considered by administrators when designing this type of programmes.

2. Background

Professional Development (PD) in teaching contexts poses important challenges to institutions and
school administrators. According to Richards and Farrell (2005), one of the main goals of teachers’
professional development programs is to cause a positive impact on students’ learning due to the
high level of performance reached by instructors after training sessions. This impact constitutes an
important motivation for educational organizations to design their professional plans conscientiously.
However, despite the many aspects that institutions consider to open spaces for teachers’
development, the evaluation of these projects is often disregarded (Diaz-Maggioli, 2004) and the
opportunity to understand and improve the impact of such programs is lost.

This study focuses on the evaluation of a PD program based on the training provided to a group
of English language teachers to implement Action Research (AR) in their professional practice. AR in
language teaching is a participatory and collaborative methodology meant to empower educators to
examine, modify, and improve their teaching practices. It involves a cyclical process of planning,
acting, observing, and reflecting to address specific challenges or problems in the classroom. Burns
(2010, p. 141) states that “reflection flavors and molds the whole AR experience”. Reflection is not
the result of AR per se, but rather a continuous state for the teacher who is trying to make sense of
innovations in the classroom. In other words, it becomes a key opportunity of self-improvement,
which will give an added value to the act of reflecting upon their own teaching practices.

This report accounts for the results of the evaluation stage of a professional development
program based on the implementation of action research projects applied by more than 30 English
language teachers at Centro Colombo Americano Bogotá (CCA), under the guidance of a research
mentoring team. A focus group session, and questionnaires administered to sample groups of
teachers and the coaching team were used as data collection instruments. CCA is a private
Colombian Cultural Centre. Its main guiding purpose is to provide the Colombian general population
with the chance to enhance their communication skills in English and foster cross-cultural
understanding between Colombians and other communities in the world by using the English
language. Throughout its 82 years of existence, the CCA has become a referent in the Colombian
cultural and educational scenario due to its innovative practices. The language courses offered by
CCA have also become nationally renowned by their high standards of quality and wide range of
courses available to all types of populations: children, teenagers, and adults.

The teachers who work at CCA also hold a high sense of institutional belonging, which is best
demonstrated by the number of years they have spent working there. Some teachers already
completed more than 20 years, and they still acknowledge the pleasant working environment and
the solid pedagogical foundations they have acquired along their teaching years. All teachers at CCA
hold a degree related to education or languages, and more than 40% hold an MA in a related field.

The CCA regards teachers’ professional development as a pillar to ensure high quality instruction
for its learners. This premise is rooted in the evolving needs of the population that they serve and
their interest to attend to those demands. Additionally, expanding the teachers’ professional
horizons and competences represents a means for the CCA to maintain their faculty engaged and
motivated to continue working in the organization.

Teachers in this centre are evaluated every year on different aspects of their performance at
work, including compliance with regulations, results in special assignments and students’ satisfaction
measured through surveys. The area called “Academic Performance” is one the most relevant. This
area has to do with teachers’ implementation of the CCA’s methodology to make lessons student-
driven, challenging, and up to date according to the new tendencies in foreign language education.
To support teachers with their quality of instruction in the classroom, the CCA provides its faculty
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with a series of training courses and professional development workshops along the year to ensure
that the expected outcomes are met. Based on each year’s results, new policies are adopted to
guarantee both teachers’ welfare and the Centre’s users’ satisfaction.

In addition to a general training approach towards teaching methodologies, the CCA decided to
implement a series of workshops to equip its teachers with actionable tools to carry out small-scale
action research projects with their students. The workshops were structured upon the theoretical
frameworks of Anne Burns (2010) and Donald Freeman (1998). The main intention behind this PD
program was to enhance the teachers’ capabilities to address specific challenges in the classroom by
identifying issues, planning interventions, implementing changes and evaluating the efficacy of those
adjustments.

Considering all these working conditions, the evaluation of this PD project was theoretically
framed by Kirkpatrick’s (1998) model of evaluation of training programs to gauge:

1. Reactions of the participants of the professional development program
2. Learning resulting from the program
3. Use of the knowledge gained in the program
4. Impact on the organization/institution leading the program

In simple terms, this model measures to what extent learners react to any learning process, the
accomplishment of skill acquisition by such learners, the degree to which workroom performance
after the training shows skill acquisition, and gaugeable outcomes, including better profits or
decreased flaws perceived.

3. Research Methodology

In connection with the analysis stage, the approach used to examine the data gathered was the
grounded approach (or grounded theory). It consists of obtaining the categories of analysis from the
data itself and not from pre-established categories. Several authors (Creswell, 2013; Faggiolani, 2011;
Freeman, 1998) highlight the appropriateness of such an approach to allow the researcher to use the
gathered data creatively and to give an “explanation to the phenomena investigated” (Faggiolani,
2011, p. 2).

Also, to make sure the findings of the study would be rightfully supported by evidence, data
triangulation was used. According to Guion et al. (2002), this type of triangulation method is the one
in which three (or more) different sources of information help construct categories in the analysis
process that head towards the same (or similar) direction. In the case of this project, the three
sources to triangulate the information gathered were teachers’ interviews, an institutional survey
taken by teachers and academic coordinators, and interviews with the academic coordinators of the
different language programs. For a thorough analysis of the data gathered, the technique called
colour coding was used. From a top-down approach, according to Burns (2003), “coding is a process
of attempting to reduce the large amount of data that may be collected to more manageable
categories of concepts, themes or types” (p. 152). Additionally, coding involves the systematization
of data to find patterns and well-grounded explanations (Friedman, 2012) with the intention of
coming up with potential patterns that could aid the organization of the information to answer
research questions. In the case of this project, while analysing the data gathered, specific pieces of
evidence were named after randomly assigning them coloured labels. This, with the aim of going into
detail through the data and allocating visual/colour markers to identify patterns or trends (p. 154).

Since our minds are not good at processing large amounts of information, this technique allows
researchers to label, cluster and summarize large amounts of data, which will provide the first step to
simplification. Then, followed by arranging the compacted data into diagrams and tables which can
display the data in a way that enables investigators to explore relationships and gauge the relative
significance of different factors. The technique helps to understand the underlying outcomes of the
research project, taking the process to a satisfactory end (Walliman, 2011). Regarding the results of
using this technique, three main areas of concern arose after completing the data reduction process
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and analysis: teachers’ ability to carry out reflective practice, teachers’ perceptions of socialization of
their work, and teachers’ motivation to carry out AR projects. Several subcategories of analysis were
also identified as Table 1 shows.

Table 1. Categories of Analysis

Research question? Categories
(levels of impact) Subcategories

What’s the impact of
an AR project on a
teacher's perception
of professional
development?

1. Reflective practice
(Kirkpatrick’s
learning and
behaviour)

1.1. Reflection on pedagogical practices

1.2. Reflection on the act of researching

2. Socialization
(Kirkpatrick’s
behaviour)

2.1. Recognition of the chances to socialize

2.2. Underestimation of the chances to
socialize

3. Motivation
(Kirkpatrick’s reaction)

3.1. Institutional incentives

3.2. Recognition / visibility /publication

4. Findings and Discussion

4.1. Reflective practice

The first category of analysis refers to the development of skills for reflective practice in the EFL field.
In this case, teachers discussed the opportunity to carry out reflective practice regarding both their
teaching practice and their experience as researchers as a valuable component of this professional
development program. This is solidly aligned with what Burns (2010) highlights as the added value of
teacher reflection (as mentioned in previous sections of this report). The following two subcategories
give an account of teachers’ perceptions in this regard.

4.2. Teachers’ reflection on pedagogical practices

Pennington (1992) relates professional development to reflective practice where “reflection is
viewed as the input for development while also reflection is viewed as the output of development”
(p. 47). The positions stated by teachers in the project depicted reflection as an important gain of the
process, both as a means and as a result of looking at their practice closely and systematically (the
names provided are pseudonyms taken by the participants).

“As a reflective practitioner, one must be looking for strategies to improve his/her teaching
practice. AR provides teachers to do so” (Mindy, question 23, survey to AR participants)
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“I feel more empowered to talk about or analyse any teaching problem that may happen in my
class based on my own experience” (Nanny, question 23, survey to AR participants)

“I have considered areas to explore and become more conscious of issues that affect my
students’ learning process” (Charlie, question 23, survey to AR participants)

The idea of teachers’ increasing their understanding of their practice through AR was considered
the most meaningful achievement of this project by the coaching team. This increase of personal
knowledge, as described by Burns (2010), represented a pivotal positive result of the AR experience
to the CCA organization. Personal knowledge, for the previous author, is no other than the
combination of teachers’ personal understanding of concepts with the new visions created to the
light of research. As it can be seen in the following excerpts, for the coaches and coordinators of the
project, the fact that teachers were able to delve into their instruction and socialize new or deeper
concepts became a very relevant contribution of the project.

“Above all, it helped teacher reflect on their own practice and the weaknesses and strengths of
their teaching” (Ronny, question 1, survey to AR coaching team)

“AR (also) helps teachers see their practices in a critical way. - Allows testing and proposing
updates for our teaching principles as an institution” (Richie, question 3, survey to AR
participants)

In their daily practice, these instructors conducted self-reflection on the activities, strategies and
students’ outcomes in their classrooms. Through AR, though, they declared to have reached a level
of awareness that challenged or reinforced their personal beliefs about key concepts in the teaching
methodology of the institution. Eventually, this reflective thinking supported the decisions they made
in different contexts as evident in the following statements:

“I applied and modified my idea to other blocks* (courses)” (Sally, question 22, survey to AR
participants)

“I have implemented more self-assessment moments in my classes, and I have noticed that
mistake awareness is essential to advance in the learning process” (Liddy, question 22, survey to
AR participants)

4.3. Teachers’ reflection on the act of researching

As for reflection on the act of researching, two main lines of thought are present in the teachers’
discourse. First, most instructors appear to have gained skills and knowledge to conduct small scale
investigations that follow a more rigorous pattern than their incidental day-to-day considerations of
their practice. From a quantitative stand, the survey showed that 80% of teachers in the sample
group stated to have understood the objective of this AR project as an exercise that can have a
positive impact on their practice, their students and ultimately their workplace. However, 50% of the
same participants in the evaluation also stated to have difficulties in relating the objectives of this
project to their professional development expectations. In this regard, the term critical reflection
presented by Hatton and Smith (1995) comes in handy, as it calls for the integration of certain
considerations of ethical and moral value into teachers’ reflective practice in specific contexts.
Critical reflection involves “making judgements about whether a professional activity is equitable,
just, and respectful of persons or not” (p. 35).

Second, what teachers declared regarding their solid understanding of AR, its stages and
implications, versus the applicability of such knowledge on their professional development, was also
an interesting outcome. This critical perception of the process is certainly informative for the
administration and the research team of the CCA, as it renders essential input for future
development programs. Farrell (2003) presents five components of a teacher development model
that connect well with the suggestions presented by teachers in the evaluation of the project.
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 Different opportunities to reflect through a range of different activities. A common request
from teachers regarding this development project was the possibility to vary the type of
activity and even the type of research to suit different professional needs and interests. This
is certainly an area for further consideration in the CCA organization.

 Ground rules to the process and into each activity. This project represented a learning
experience for both the teachers and the team in charge of designing and implementing the
research workshops, materials and coaching sessions. Teachers resented the agenda that the
project followed, and the many adjustments that had to be made in order to tackle new
particular issues, such as problems with academic writing, new coaches with new
perspectives or difficulties to gather data, just to mention a few.

 Distinct types of time. Time constraints were a recurrent issue throughout the evaluation.
Teachers often find themselves struggling when it comes to open room for systematic
reflection and self-development in their busy routine. In the data collected, this dilemma was
often connected with issues of motivation and monetary incentives to the work teachers do
to develop professionally.

 External input. Teachers mentioned co-construction of knowledge and socialization of ideas
as key positive outcomes of this project. One of the areas they valued the most from this
experience was the guidance provided by coaches and colleagues on their research themes.

 A low affective state. Emotional distress associated with the fact of being evaluated on their
professional development seemed a constant feeling in the answers provided by teachers. In
this regard, Farrell (2003) states that it is the role of the institution to promote a non-
threatening environment, especially by “emphasizing description and observation over
judgement” (p. 20).

This skill for self-awareness and a critical perspective on their roles as teachers and researchers
was the first most salient conclusion of the evaluation of these instructors’ perceptions of the impact
of AR on their professional development.

4.4. Socialization

The second category of analysis follows the same thread of thought developed in the previous
category and its corresponding subcategories, in the sense that (framed within Kirkpatrick’s Level 3)
teachers’ perception of their chances to share how they grew professionally through AR was dual:
the positive gains, and the negative side of it. These two views are aligned to what Kagan (as cited in
García & Rey, 2013, p. 56) and Ertmer (2005) stated in connection with educators’ beliefs towards
innovative ways of making their teaching more up-to-date: Teachers tend to rely on their previous
experiences (or familiar images) and—unavoidably—compare them to the new ways of teaching,
what they have taught for long in a new way or in a way that involves making some of the processes
differently.

Clearly speaking, this is what happened to the series of reactions of the current category: the
level of demand academic research requires does not compare to the level of demand of solving
classroom problems. Here, we consider it important to mention that such dual vision or encounter of
perceptions (that is, beliefs) is far more common than thought in the existing literature on the matter.
Griffin and Ohlsson (2001) argue that belief revision is subjected to motivational influences.
According to this view, if subjects do not find any type of reward in doing something, they will never
reach the expected outcomes, and their perception of the process will be completely biased.

On the contrary, the more incentive they perceive, the harder they will work to take it to an end
and the more positive their beliefs about it will be. In a similar fashion, Kalmbach and Carr (2010)
express this variation in the level of perception as a result of the interaction of four crucial
constituents of the research process: sense of connection, meaningful results, self-reflexivity, and
multiple perspectives. In the authors’ words, “one can analyze, synthesize, deconstruct and thus
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theorize about the influences around us. Taking a closer look at these forces allows us to re-create
our own images, values, and beliefs about teaching and research” (p. 4).

4.5. Recognition of the chances to socialize
As the label indicates, the first subcategory encompasses teachers’ view of AR as having great impact
on their professional development, provided that the research findings are rightfully made public
with their peers and the academic community beyond the CCA. In the Kirkpatrick model, members of
the company evidence some kind of change in their co-workers’ behaviours, as they can share with
others what they found; furthermore, this change through sharing was the evidence of the transfer
stage of Kirkpatrick’s model. But what do we mean by transfer? We found Sousa’s (2011) definition
the most suitable one:

How much past learning affects the ability to acquire new knowledge or skills in another context
describes one phase of the powerful phenomenon called transfer. In other words, the
information processing system depends on past learnings to associate with, make sense of, and
treat new information. This recycling of past information into the flow bot only reinforces
additional rehearsal for already-stored information but also aids in assigning meaning to new
information. The degree of meaning attributed to new learning will determine the connections
that are made between it and other information in long-term storage. (p. 144)

From the previous paragraph one can infer that transfer refers to the changes in teachers’
behaviours when they socialized their research projects. By socializing, we meant not only sharing
the final findings of their investigations, but many other aspects related to the research process that
enriched their professional baggage. This is evident in the following excerpts:

“The fact that you can talk to teachers, and you can lead them to complete the process was
really interesting because you usually talk to students so you’re the one who has the power in
class. But when you talk to another teacher, these kinds of processes are actually negotiating,
and I think that part was socially and intellectually enriching.” (Danny, focus Group transcript)

“They should try to make their (teachers’) projects known for the academic community. Besides,
if they are willing, they could become helpers to others starting their AR process” (Subject 5,
question 3, survey to AR coaches)

“I expect them to be empowered to voice their findings in the wider academic community.”
(Marly, question 3, survey to AR coaches)

“I liked the workshops because they were an opportunity to share ideas with my colleagues and
get opinions on how to improve my research right away” (Dixie, question 24, survey to AR
participants)

The previous pieces of evidence help understand how teachers valued as positive the act of
sharing with others. It was the result of a slow—yet constant—process of contrasting, comparing and
evaluating how much they knew before and how much they learned after the process, which was
part of the reflection described in category 1. In Fraenkel and Wallen’s terms (2006), it is chiefly
significant for educational investigators to keep the sharing process in mind, since the request for
final answers from different actors of the educational scene can often be highly intense (p. 7). In
more familiar terms, Harmer (2012) expresses it as the support other colleagues can provide
researchers with when they are presenting their research findings: “This makes us think about what
we do and why we do it. It may make us feel nervous, but other teachers will always be respectfully
supportive” (p. 173). The ways findings were shared were varied, as well as the number of times they
were shared. In the end, all these socializing moments disclose one simple feature of the process but
an incredibly rewarding one: the chance to show others what you are doing in terms of professional
development is decidedly gratifying.
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4.6. Underestimation of the chances to socialize

Opposite to the previous subcategory, this subcategory highlights teachers’ negative beliefs towards
the process of socializing research findings; consequently, the potential of producing changes at any
level of their work environment was evidently underestimated, to the point of considering it a
complete waste of time. Still, the different levels of Kirkpatrick’s evaluation model allow researchers
to consider a great myriad of responses, and it is obvious to predict that some of them might be
conflictive with others or be highly unfavourable. Lather (1992) resorts to the French philosopher
Jacques Derrida’s term of deconstruction to address the previous issue. In its broadest sense, to
deconstruct means to avoid the simple division between what is right and what is wrong about
something; instead, we may wish to ask about the potential danger of what is considered powerful
and useful by the vast majority. It permits participants to take a position that is not necessarily
contradictory to the general one, but one which still causes some kind of discomfort due to the
strong arguments supporting it as a different way of seeing the reality. The conception of research in
educational contexts does not escape the previous tendency, and that is why we found a solid and
substantial argument to include those teachers’ beliefs and subsequent actions as a single
subcategory.

After the coding process, we found that most of the negative perceptions towards socializing
the findings of action research projects are framed within a set of contextual factors; in other words,
there are some institutional policies that, in those teachers’ opinions, hinder the investigation
process instead of fostering it. For example, we found that teachers felt scared of implementing their
proposals and gathering the necessary data because of time restrictions or restrictions of
pedagogical nature related to the way classes are taught at the CCA. The former ones are easy to
understand, but they are limitations that are usually found in most educational research endeavours.
In the following excerpts, such a negative idea is supported by explicit words that have an adverse
load of meaning:

“And that’s another thing, like, uh, in terms of professional development they are constantly
asking people to grow professionally and, but then, as what are the outcomes of that, so
generally there’s no that much benefit for teachers but in case you don’t do it there are some
threats. You know, like, you’re constantly being evaluated. If you don’t do this thing, then you
may not get a contract or some things like that in some places.” [SIC] (Sammy, focus group
transcripts)

“If I could choose, I would say no to action research. I would say something closer to the needs
of the institution, something like problems related to how to manage the syllabus, how to make
it work with the tasks, and projects, and things, and teachers have great ideas but waiting
months for a person to do some research and then the result sand all of that is wasting time.”
[SIC] (Lucy, focus group transcript)

“Sometimes teachers feel discouraged since they are asked to complete an action research
project as part of their performance plan and it does not really go beyond that point, Techers
should be given credit for what they do. I mean the CCA should help teachers have their work
published.” (Richie, question 25, survey to AR participants)

“The main concern teachers and mentors had was the low levels of intrinsic motivation teachers
showed throughout the process. At the institution, we felt teachers would be somehow
motivated to be part of this project because they would learn new skills and acquire new
competences. However, in some cases teachers saw this task as burden on top of their daily
assignments.” (Ronny, question 5, survey to AR coaches)

Beyond the explicit meaning of words, the pieces of evidence of this subcategory reveal how
teachers are worried about their self-image and their reputation when carrying out research projects.
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At CCA, some teachers perceive that if they break general rules or teaching principles established by
the institution to implement their research proposals, they might get in some kind of trouble and, in
the worst-case scenario, they feel concerned about risking their contract with the organization. We
found, however, that such perception is usually permeated by an extreme vision of research as a
complete impediment to carry out a regular routine in the classroom. We discovered that once a few
teachers made explicit their discomfort with the challenges posed by implementing their research
proposals, the group started to get bigger and the sense of disagreement with the whole project
grew significantly.

To us, what teachers see as a good teacher does not necessarily match to what is seen as a good
researcher. Therefore, when teachers must assume both roles, they feel threatened and start finding
as many drawbacks as possible during the process. Nonetheless, as we showed in the previous
subcategory, this was not a general idea among all teachers at the institution. Better than that, it was
more like the other side of the coin that allowed us to see the situation as a whole and understand it
better in its complexity.

4.7. Motivation

Our objective here is to narrow down the scope of this broad concept to the specific area of
motivation and professional development for teachers. Let us start by making a widespread and
simple comparison: most teachers at the CCA were both teachers during the process, and learners. In
other words, they were learning how to carry out investigations as they were teaching their own
classes. This dual role has been widely studied by a considerable number of authors (Burns, 2003;
Muñoz & González, 2010; Reason & Bradbury, 2001; Yin, 2009), and all of them agree that teachers
have an extra burden when carrying out action research projects in their own classrooms. Therefore,
as this allows us to consider teachers as learners, we can relate their opinion of motivation to
Kirkpatrick’s Level 1—the level called reaction. This level refers to the participants’ reactions to a
training event, and it can be summarized as a measure of the participants’ satisfaction.

When dealing with language teachers, their motivation (or level of satisfaction) is explained
through the self-efficacy theory: the judgment of one’s capabilities to carry class tasks to an end, and,
hence, the sense of efficacy of such tasks (Dörnyei, 2007). In other words, given the complexity of the
teaching-learning process, this perceived sense of efficacy will likely determine the amount of effort
invested and the determination revealed to reach the set goals. That is, precisely, what the following
categories will describe in detail.

4.8. Institutional incentives

The most rewarding factor we found regarding teachers’ motivation was the monetary one. However,
it simultaneously became precisely one of the most negative ones in terms of their expectations.
Teachers acknowledge students’ recognition as a valuable type of motivation but still feel something
else is needed; this is the stage where money appears as a potential satisfying factor. As Harmer
(2004) states, any kind of pedagogical activity must “provoke participants into having ideas,
enthusing them with the value of the task, and persuading them what fun it can be” (p. 41). Teachers
at CCA always made their opinion clear that any kind of research endeavour should be backed up by
monetary sustenance, but unfortunately that was never part of the professional development
project of the institution.

Along with this negative side of the economic aspect, there was another repetitive
comment/opinion when the teacher-researchers were carrying out their projects. The perception
that some projects had to deal with abstract aspects of language learning (that is, aspects that are
hard to measure like level of motivation, indexes of progress in specific skills, or levels of
encouragement to use specific language structures or learning strategies, among others) seemed to
have had a counterproductive effect on teachers’ motivation to do action research again. This may
be clearly aligned to what Tsui (in Carter & Nunan, 2007) explained in regards to classroom
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interaction-related research: it was felt that the “‘unobservables’ of the classroom—such as
teachers’ and learners’ psychological states including beliefs, attitudes, motivations, self-perception,
and anxiety, learning styles and cultural norms—play a decisive role in shaping classroom
interactions” (p. 121). The following excerpts give a detailed account of the previous ideas and
support the evidence of the current subcategory.

“I mean, I felt you had to spend a lot of time doing research just to be able to come up with a
decent project. And, at the end, I felt like the results were not ground-breaking. I felt you spent
a lot of time, a lot of money, and at the end you end up doing action research, and the project
looks beautiful and everything, but in my opinion it is not worthy.” [SIC] (Sammy, focus group
transcripts)

“Things that are hard to see are hard to evaluate; therefore, I think we should do some research
that is a little more practical. Things that don’t require tons of reading and amount of boring
theory and writing and waiting for the results. We need something that can be done faster and
can have a greater and more practical impact on what is happening in the institution in terms of
teaching.” (Elly, focus group transcripts)

“First of all, we should make it paid because it involves time; second, that is productive
somehow for something real in the classroom. Not just like let’s do action research so that you
don’t get fired but let’s do action research so that this is gonna change because this is not
working, so it has a purpose. A real and more observable purpose.” (Mary, focus group
transcripts)

“Research is something that people love because they get to think outside the box but in a way
when you are choosing your topic you have to move within the scope of the program and it's
hard and not very encouraging to work under that. Research entails creativity and sometimes
that entails bending or breaking the rules a little. I personally would like to do a different project,
and I am in an advanced stage that has many issues. I somehow feel like I'm at a dead end and
the idea of spending time working on that project is not appealing or exciting. I would like to
spend my time developing my professional skills and contributing to the CCA in other different
ways.” (Dixie, question 25, survey to AR participants)

“I did not have previous experience as a researcher, and I struggled writing the project and
designing the instruments. I was not sure if what I did was appropriate to collect the information
I needed to answer my research question. On the other hand, though it is a very nice and
meaningful professional development option, it is extremely time-consuming, and I consider
some weekly working hours (about 3) should be paid.” (Millie, question 25, survey to AR
participants)

4.9. Recognition/visibility/publication

In contrast to the previous subcategory, this one reflects an aspect teachers beheld as quite positive:
the chance action research gives them to be more visible in the academic community. Such type of
recognition does not have to do with money, but more with the acknowledgement that the effort
they made was valued by their peers, their coordinators, and other members of academic context.
Once more, theory provided us with enough support to consider this aspect as a single category and
turn it into the closing one.

In the first place, we have Harmer’s (2012) idea related to achievement and motivation.
According to this author, “Nothing succeeds like success” (p. 99). This is explained by the fact that
researchers’ sense of achievement should be the result of some effort that must be evident to
everybody who took part in the project. Good researchers set their own levels of auto-demand (or
challenge) and thus experience appropriate success. Relating this idea to the professional
development area and the impact action research had on it, we discovered that teachers sought for a
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verbal type of recognition in first place, and then they expected to be invited to show their projects
to others in the institution.

In the same line of thought, Sousa (2011) relates the aspect of visibility to the fact of increasing
levels of motivation and cognitive challenge: standing next to teachers who do research will raise
their concern; moving away from them will surely lower it. Informing teachers that their work might
be displayed can also raise concern and, in the long run, this will surely have a positive impact on
their opinion of the research process, their opinion of their research skills, and the opinion of the
institution (p. 73). The socialization usually took part as formal presentations during some
institutional training journeys called Teacher Development Training Sessions, and all teachers
accredited the significance of these types of practices inside the institution. The pieces of evidence
below allow seeing how teachers expressed their views of the issue discussed in this final sub-
category.

“My first option was, like, communities of practice, which is something like that. So you all share
certain objectives, certain interests, and we have similar problems. So if you this space where
you can share what actually is going with your practices and maybe there is a person who can
give you some kind of insight related to that, well, that’s very constructive. It’s kind of like more
practical.” [SIC] (Ronny, focus goup transcripts)

“Yeah, I attended like seven sessions, I don’t remember, but I started applying like two things
and I fell immediately in love with them because I said “yes! That happened to me” and I had
never thought about that and I’m gonna do it. When you finish classes, you go there and
teachers are talking about “You know what” I did this and everybody cracked up and students
liked it and at the end they were all talking in English” and you think it sounds good and you say
I’m gonna do that.” [SIC] (July, focus group tanscripts)

“I think there needs to be a research group that actually cares about research. A group of people
who are willing to help others simplify things.” (Kitty, question 25, survey to AR participants)

“There should be a conscious and serious research work in groups, as a hotbed of research in
which simultaneous projects take place not only to carry out a mandatory procedure, but it
should be considered to improve practices at the CCA.” (Mary, question 25, survey to AR
mentors)

4.10. Final reflections

These reflections, in their broadest sense, helped us provide an answer to our original research
question: What’s the impact of an AR project on teachers’ perceptions of professional development?
In sum, they act as indicators of what we learned from the project, what the participants gained and
how the institution benefited from this PD project.

Firstly, we can state that teachers gained the skills and knowledge to carry out solid AR projects,
and this was the most valued aspect by the academic staff of coordinators and coaches of the project
at an institutional level. Nevertheless, this recognition of the gain was not positively associated by
teachers with the overall objectives of the project. Teachers acknowledge the high level of awareness
they were able to reach due to their reflective practice while carrying out their AR projects, but still
they felt it was not exactly what they had expected it to be. This is supported by the previously
mentioned concept of critical reflection (Hatton & Smith, 1995). We could see that what was
interpreted as teachers’ negative perception of the AR process, was not negative per se, but more a
reflection of the teacher's inner beliefs of how research made them do a more systematic work than
the one they do in their daily classes.

Second, the impact teachers perceived the AR project had on their professional development
was permeated by how they understood socialization and how the conditions for it to take place
were evident. We found that teachers endorsed the act of sharing their projects’ results with their
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peers and academic supervisors and coordinators, but (as it happened with the previous conclusion)
such endorsement was accompanied by a series of complaints and demands to make the process
better and more practical. Once more, this level of impact in Kirkpatrick’s model should not be taken
literally as negative, since it allows for multiple interpretations. Kalmbach and Carr (2010) provide an
alluring one, when they claim that “research projects always look to strengthen our professional
identity and can act as an ongoing scaffold as we become teachers who are morally, emotionally, and
politically more astute” (p. 169). What these previous words mean is no other thing than the bridge
between what teachers expected from their AR experience and what the institution expected from
the same project.

Finally, the impact the project had on motivational aspects was dual as well: on the one hand, it
allowed teachers to make their voice more evident within the institutional academic environment
thanks to their peer’s approval; on the other hand, the lack of monetary support seemed to ‘stain’
the picture. We concluded that this aspect needs careful adjustments and considerations. In
connection with this, Tsui (as cited in Carter & Nunan, 2007) recapitulates this lack of
correspondence between levels of motivation: “the participation in institutional projects is strongly
guided by what participants believe to be proper conditions and regulated behaviours from the
academic and administrative staff” (p. 123). We could deduce that these conditions and regulations
did not match, and that disparity had an impact on teachers’ motivation to be part of future AR
projects.

5. Pedagogical Implications: Looking into the Future

The findings of this study underscore several elements deemed important by teachers in their path
for professional development. This section explores the pedagogical implications of these results,
offering practical strategies for institutions to enhance training programs based on the promotion of
critical reflection, opportunities to socialize innovations, and chances for teachers to vary their PD
programs according to their specific needs.

Firstly, this study reinforced the value of reflective practice as a cornerstone of professional
development. Teachers in the study reported that AR helped them to critically evaluate their
teaching practices, leading to improved self-awareness and instructional strategies. This aligns with
Pennington's (1992) assertion that reflection serves both as an input and output for professional
growth, emphasizing its dual role in fostering teacher development. As teachers mentioned
significant gains from this training on research in their ability to reflect on both their teaching skills
and research efforts, the CCA should continue fostering reflective practices as a core component of
professional development activities.

Based on the teachers’ open request for a variety of opportunities to meet their professional
development needs and interests, the CCA could evaluate diversifying their training programs to
cater to different motivations and career stages, thereby enhancing engagement and relevance.
Flexibility in the PD journey seems to be highly valued by teachers in this study. Farrell’s (2003)
teacher development model supports this idea by advocating for diverse opportunities for reflection
through different activities.

Additionally, teachers in this project valued the opportunity to socialize their research findings
and collaborate with peers, which aligns with Kirkpatrick’s Level 3 evaluation model focusing on
behavioural changes within an organization. The study highlighted that co-construction of knowledge
and external input from coaches were among the most appreciated aspects of the program. This
suggests that creating more structured platforms for collaboration could amplify these benefits.

Finally, teachers linked motivation to both intrinsic factors (such as personal growth) and
extrinsic ones (like monetary incentives). Loughran’s (2002) emphasis on problem framing and
Farrell’s (2003) advocacy for low-affective states suggest that future studies should delve deeper into
how emotional states influence participation in professional development programs. Investigating
how emotional states influence participation and outcomes in professional development programs
may provide insights into creating more supportive and motivating environments.
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