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Abstract—Teaching English as a Second Language (TESL) has 

become a very rich area of research. Practitioners or teachers of 
English as a foreign or a second language are now promoting both 
collaborative learning and collaborative teaching. Students learning a 
language collaboratively and cooperatively are learning in a better 
environment of team work where they learn from each other. Further, 
teaching English collaboratively also creates an enriching 
environment that is also very enriching to students’ and teachers’ 
experiences of learning and teaching. Moreover, action research 
stems from actual teacher concerns and students’ needs. Reflection in 
turn, on the experience of the material taught and the delivery of 
material is becoming an integral part of the teaching and learning 
experience self- evaluation and self-development. In this case, the 
concern of the research field in the area of TESL will be the 
development of teaching delivery, material and quality of learning. In 
the present research, the TESL module taught to year two students in 
the Faculty of Arts and Humanities, British University in Egypt 
(BUE) will be evaluated reflexively by the students and teachers. The 
module was taught to students in two different specialisms. It was 
taught and delivered through collaborative teaching and was 
evaluated by both teachers and students as very successful and 
enjoyable. The reflections of both teachers and students as well as 
student results confirm that it was a success. 
 

Keywords—Action research, addressing differentiation, 
collaborative teaching, reflective teaching and learning, reflexive 
learning, reflexive teaching, self-development, self-evaluation, TESL.  

I. LITERATURE AND THEORY REVIEW 

EACHERS of English as a second language in several 
areas are now encouraged and are encouraging others to 

become actively involved in action research where they reflect 
and collaborate during all of the stages of teaching: module 
planning, material preparation, delivering the modules 
collaboratively, even in assessment and evaluation. Action 
research, collaborative teaching, reflective reflexive teaching 
and co teaching are all inter-related. These topics will all be 
reviewed here-under. The present research paper will attempt 
to show how they were applied in the case of the Faculty of 
Arts and Humanities (FOA), BUE and more specifically to the 
Department of English Language and Literature (DELL). It 
will also present a suggestion of a structured model within the 
existing system at BUE that can be later used by the 
instructors who are expected to collaborate whether as co-
teachers or as senior- junior staff collaboratively in a reflexive 
action research environment. 
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A. Collaborative Learning to Collaborative Teaching 

In the area of teaching and learning, the shift towards 
technologically supported collaborative learning [1] is 
becoming of age. A good review of education technology 
collaborative learning is found in [2]. Collaboration in the 
teaching environment should promote discussion and dialogue 
through reflection on problem solving and feedback. 
Collaboration in face to face and through technological tools is 
believed to be a means to educational achievement [3]. 
Interpersonal competence through collaborative practices was 
confirmed by several research and surveys, e.g. [4]. 
Furthermore, students’ and teachers’ perspectives of obstacles 
or pitfalls of effective learner collaboration were investigated 
by many researchers, e.g. [5]. Student-staff partnership in 
student teachers’ training is a sort of collaboration that was 
also recently studied in research showing how this relationship 
is related to the concept of action research (AR) in research-
based education [6]. Investigating student teachers, 
prospective teachers or in-service student teachers were also 
investigated [7]-[9]. 

B. Collaborative AR in EFL 

Promoting research lead instruction is emphasized in the 
area of teaching. The main target is the students’ effective 
learning, empowering them in classroom practices [10] and 
teachers’ achievement of the learning objectives [11]. Through 
AR, teachers of English need to and want to reflect on 
developing and improving collaboratively their teaching of 
English [12], [13].  

Burns [12] and recently [14] reviewed and updated the 
work done in English language teaching (ELT) on AR and 
how it has become an essential perspective and teacher 
practice in the past two decades. Teachers of English should 
have a system that supports them and allows them to develop 
their professional practice. It explains the impact that this 
practice would have on the discipline of ELT. While teachers 
can study together and can understand theories before and 
after applying theories to their teaching, they also reflected, 
took action and planned their work collaboratively. On the 
other hand, they faced the challenges of taking up an extra 
load as well as other challenges that are related to 
interpersonal issues and logistics that it involves. 
Nevertheless, AR prepares the informed empowered teacher 
researcher to be able to self-evaluate and self-develop. ELT 
bodies and organizations like the British Council [15], [16] 
and others [17] have sponsored and supported projects and/or 
research at universities, encouraging the promotion of the ELT 
action researcher. 
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The research of [17] explains the possible ways of meeting 
the challenges that AR in ELT presents, while [15] and [16] 
researched the student teacher researcher and confirm how 
reflection and collaboration are now a necessity for teaching 
and learning development. A teacher researcher is a teacher 
with a reflexive reflective mentality that would fit in a system 
that would continuously develop and continuously improve 
and keep up with the era.  

AR is the teacher’s systematic reflection, dialogic 
questioning, collaborative planning, and reflexive decision 
making of change and development [18]. It is directly linked 
to teachers’ professional development, whether at the 
elementary or primary school level [19]-[21], the university 
level [22], or for pre-service student teachers [23]. It also 
targets the students’ best interest [10], [11]. Furthermore, it 
involves administrators as well. Without organizational 
support AR would be difficult or rather impossible to 
implement. It should be part of the organizational 
development plan system and instructors should get support 
and guidance with using the tools. A good example is project 
and/or material development support, e.g. [24], [25]. 

Techniques, material and systems for carrying out AR are 
created, put together and prepared for pre-service, in-service, 
and student teacher support and use [8], [23], [26]. 

C. Collaborative Reflexive and Reflective Teaching 

AR by nature involves reflexive and reflective teaching. As 
teacher researchers collaborate or co-teacher, they need to 
employ reflexive reflective practices.  

The arguments about the difference between reflective and 
reflexive teaching [9], [27], [28] in the literature are resolved 
in the present paper by describing ‘reflection’ as a state of 
self-observation 1) reflection in-action: while teaching, 2) 
reflection on action: after teaching [29]. In [30], the term 
‘reflection for action’ would add to the value or purpose of 
reflection in teacher education. Furthermore, [30] explains 
how prospective teachers should be ready to self-observe, self-
analyze and self-evaluate even before taking up the teaching 
career. Pre-service, new teachers, and in-service teachers must 

take up ‘reflexive practice’ for their professional development. 
In this context, ‘reflexive’ was used synonymously with 
‘reflective’. Reflective practice was defined and promoted by 
numerous researchers. It was promoted by organizations for 
their staff professional development [31], [32]; more so, for 
the teachers of English as a foreign/second language [33].  

Reflexive practice, as opposed to reflective, is the deep 
internal introspective monitoring of detailed actions (verbal, 
nonverbal, feelings, thoughts, responses and problem solving) 
of every step of the act of teaching after the teaching takes 
place. Reflexive practice entails making decisions and taking 
action for the development by changing a strategy, procedure, 
method, tool or material. It involves re-planning, restructuring 
and reorganizing. Self-criticism, self-evaluation and self- 
development of one’s teaching in action, on action, and for 
action is reflective practice [30]. While the reflexive practice 
is retrospective and introspective [9], it involves making 
decisions and taking the action of change for development 
[34] that was drawn from reflective practice [30], [35], [36].  

Since the target of reflective and reflexive practice is both 
professional development and achieving learning outcomes, 
the cyclic nature of reflective practice needs to be ongoing so 
that the development of both instructors and instruction would 
be in turn continuous and ongoing as well. As in Fig. 1 [27], 
for example, the simplification of the cyclic process involved 
in reflective reflexive practice is continuous.  

Teachers and administration should be keen on supporting 
research and further, the results of research should be 
disseminated and made use of in the practice. The principle of 
reflexive practice (PRP) as defined in [27], encourages, 
examines and follows up on whether research results were 
beneficial by reflexively studying and criticizing research: 
designs, methods, tools and results, and developing the 
techniques by making the decisions of their change and 
development. PRP is a prescriptive. By reflexively studying 
research results they suggest advice and solutions confirmed 
by research; therefore, applying the results or improving on 
research techniques. 

 

 

Fig. 1 Being reflexive about designing contexts for learning design [27]  
 
Student teachers or teachers in service by default should be 

reflective reflexive researchers collaboratively. The dialogic 
planning, reflecting, making decisions for change, uses 
evidence based reflection [15] and supporting development. 
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The teacher researcher must relate reflective reflexive practice 
to learning objectives and tasks must be linked to assessment 
designs [15] to improve the reflective practice. 

In two recent studies, student teachers’ perceptions and 
views of reflective practice were examined. The first [37] 
confirmed that teaching staff members believed that reflective 
practice was very essential, important and useful. In the 
second [23], it was explained how teachers of English as a 
second language in their reflexive practice were using 
reflective journals and interviews, and that the practice 
enabled them to relate theories they learned in their modules 
to their practicum. They found the experience very useful and 
enlightening; it practicalized their knowledge. 

D. Collaborative Teaching and Co-Teaching in EFL  

Studies done on teacher collaboration were reviewed in [38] 
where the terminology used in the area of collaboration was 
identified. Some of these include: ‘teacher collaboration’, 
‘lecturer team’, ‘professor collaboration’ and ‘cooperation 
teachers’, which are close to the type of collaboration the 
present research will use. Also discussed is the concept of 
collaboration and its positive facilitating nature. Moreover, 
challenges or hindrances of collaboration described are issues 
to be addressed through decisions and support for 
collaboration. In spite of all challenges, effective collaboration 
must be the organizational target since it is believed to be the 
best role model for students who will in turn collaborate in 
society. 

Collaborative teaching involves continuous evaluation, 
dialogue, collaborative reflection, decision making, action 
taking and reevaluation. A review of teacher collaboration in 
[39] confirmed the importance of teacher collaboration. The 
study surveyed teachers in five districts in the US of 
elementary, middle, and high special needs schools, including 
English language teachers, as well as administrators. The 
research confirmed that collaboration and teaming up of 
instructors is essential for instructional innovation, school 
improvement or development, and achieving students learning 
outcomes. It is believed, and confirmed by this survey that 
administrative support is most essential to have a structured 
system of reflexive collaborative teaching in an institution.  

 Many other research studied school teachers’ experiences 
of collaborating teams in mathematics, science, physical 
education and social studies, for example in [40], which also 
confirmed the challenges of lack of collaboration regularly 
scheduled time, among other challenges that need 
administrative support. Another example is that of 
collaboration between teachers of urban elementary schools of 
students with disabilities, as in [41]. These teachers already 
have their own special challenges that can be resolved by 
collaboration with specialized practitioners. Teachers, 
researchers and administrators in schools believe that 
collaboration is the best solution. Therefore, they all must 
support higher-quality collaboration in order to serve the 
teachers’ benefits of professional development and students’ 
good learning culture at university [42]. On the other hand, the 
area of EFL/ESL collaboration was also seen as one of the 

good strategies of teaching for solving problems [43]. 
Dialogue, developing strategies, coping with existing or future 
classroom problems, and decisions of changing of their 
classroom practices were part of the process of development 
with the support and guidance of supervisors, researchers, or 
possibly co-teachers. Collaborative reflection is also viewed as 
solving many problems in EFL/ESL at the university level in 
teacher education [44]. Teachers would share knowledge in 
dialogue and journal writing. They would reflect with their 
peers, mentors, supervisors or researcher to be able to deal 
with problems. They deconstruct, develop, transform and 
change. In [45], examples of questions that were used for 
reflective questioning during collaborative dialogue were 
exemplified to be employed and explored by researchers and 
survey constructors. They support thinking aloud and could be 
further expanded to extend follow up questions. It is believed 
that the practice of collaborative reflective reflexive practice 
in AR will enable cognitive transformation in ELT [46]. 
Systemizing and structuring the process is therefore essential 
for university EFL/ESL, giving instructors time to have 
systematic dialogue, assistance by feedback, administrative 
support by allowing the system to give them space to reflect 
and change through effective collaboration. Furthermore, and 
more importantly, EFL/ESL instructors need to be able to be 
prepared to co-plan before they co-teach [47]. 

E. Co-Teaching and Senior-Junior Model 

In co-teaching, co-planning is one the most important 
preparatory integral stages of working together. The co-
teaching partnership entails parity [48]. In preparation for 
collaborative co-teaching, clarifying the responsibilities and 
defining division as well as integration of labor, needs to be 
clearly systematized in co-teaching [49]. The concept of 
equity/equitability in co-teaching is essential [50]. At the same 
time, co-teachers must complement each other (i.e. contribute 
extra features in such a way as to improve or emphasize each 
other’s quality). Co-teaching has several types of collaboration 
models in the literature: 1) the general educator-special 
educator model, i.e. in inclusion classrooms, e.g. [48]-[52]; 2) 
native-nonnative speaker model, e.g. [53], [54], among others. 
In the present research, two models, particular of the DELL, 
BUE setting, in the same discipline of teaching English 
Literature, Applied Linguistics or Translation, will be 
suggested, namely Model A: two senior co-teachers with the 
same academic status: ‘Senior- Senior’ or ‘Senior- New 
Senior’ and Model B: senior staff-teaching assistant (TA): 
‘Senior-Junior’/‘Lecturer-TA’. Therefore, the co-teaching 
reflective reflexive AR model here will refer to either model A 
or model B. In the literature, co-teaching within a systematic 
structure is believed to be a gap that needs to be filled [55].  

II. HIGHER EDUCATION SETTING: DELL, FOA, BUE 

In higher education, the Egyptian private university setting 
collaboration is an acceptable concept but is not systematized 
nor structured in the system. It is also not under the umbrella 
of AR nor is it using reflective reflexive practice as a 
technique for development. It is rather an ad hoc development 
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of the syllabus, ad hoc curriculum change, and very limited 
number of workshops offered for staff development. At the 
BUE setting, the University Teaching and Learning 
Committee (UTLC) and the University staff development 
coordination there is built-in structured system of development 
is in place. All faculties must follow yearly the development 
cycle. First, on the administrative level, the university supports 
development through the university’s Annual Quality 
Enhancement and Committee Cycle. All suggested, discussed 
and approved changes are feasibly ready for implementation 
as per an Annual Program Review (APR). The quality cycle 
system schedules a monthly Faculty Teaching and Learning 
Committee (FTLC) followed by a monthly UTLC. These are 
then followed by an Annual Cycle Action Plan (AP) that had 
been discussed and approved before changes take place in 
programs or program modules. Second, on the level of 
academic staff development, the Staff Development 
Committees are scheduled in all of the university faculties, on 
the university level. The schedule is also disseminated to 
faculties, each scheduling and administering workshops and 
induction sessions to enhance the execution, application and 
monitoring of staff induction and development. Further, for 
new staff induction and development there is also a system in 
place for peer observation and feedback meetings. Dialogue 
and collaboration is therefore possible. The individual staff 
development workshop needs and requests would be collected 
and compiled by the administrative staff. All the requested 
supporting workshops would then be sent to university staff 
development coordinator. These requested workshops would 
be considered, prepared and scheduled in the next academic 
staff development plan. Thus, the university is addressing all 
or most of the individual needs of staff for their professional 
development. Thirdly, on the student bodies’ level, Student 
Staff Liaison Committees (SSLC) are held biannually to get 
feedback from students on staff performance, program gaps 
and student needs. It is believed that the students are important 
partners of the teaching and learning process [56].  

The FOA’s vision is to provide quality education and 
conducting research that contributes to the development of 
Egypt, and hopefully the Middle East region [57]. 

It is believed therefore that including a set system to adopt a 
reflective reflexive collaborative teaching practice through 
implementing departmental AR would be possible since it is a 
necessity for quality education. This will be a suggested model 
for implementation in FOA, DELL, at BUE but can be 
adapted elsewhere. The model will be referred to as 
collaborative reflective reflexive action research (CRRAR). 

III. MODELS AND SUGGESTED STRUCTURE: MATERIAL, 
TECHNIQUES, METHODS AND PROCEDURES PROPOSED TO BE 

EMPLOYED 

A.  Model A of Co-Teaching and Model B of Collaboration  

Model A is where two senior co-teachers with same 
academic status are co-teaching. These have two sub-types: 
‘Senior-Senior’ or ‘Senior-New Senior.’ This first existing 
model of collaboration is already part of the system in the 

FOA, DELL. Teachers either self-select their pair or are 
assigned the module together as per the specialism and the 
departmental needs. The Senior-Senior co-teaching model 
consists of two senior staff: PhD holders, an associate 
professors or professors, and is common. This model is 
usually a balanced one where both staff members are aware of 
the importance of collaboration even though they might not 
have systematically collaborated nor co-taught in a module 
before. 

 The next step is co-planning. After assignment, both parties 
are sent module specifications and start meeting up for 
brainstorming and planning for writing up and preparing 
course work briefs which include a weekly plan and all course 
work assessments. The planning meetings also include 
deciding on textbooks or reading lists for class use, eLearning 
material and students’ independent study materials. Basic 
items that would be included in final assessments would be 
agreed upon during these initial planning meetings. In later 
stages when final assessments are being prepared, final 
decisions of actual question items would be finalized 
collaboratively as well. Co lesson planning on a daily or at 
least a weekly basis must be part of the structure. Instructors 
need to schedule mutual planning time preparing for their co-
instruction. 

Division of labor is usually done as per the stronger abilities 
of specialisms in each participant. They either alternate their 
teaching, station teach, team teach, or parallel teach teaching 
or one leads and the other supports, see the example in Fig. 2 
[58].  

 

 

Fig. 2 Five Co-Teaching Models [58] 
 
If the collaboration is between a staff member who is more 

senior with another staff that is less senior, the relation and 
coordination is sort of closer to Model B, since the more 
senior staff member would have more experience and 
knowledge which would be useful and mentoring for the new 
PhD-earned staff. Meanwhile, incoming staff might have more 
input regarding updated new technology teaching media.  

Model B is where senior staff, PhD holders, Associate 
Professors, or Professors, collaboratively teach with a teaching 
assistant (TA): ‘Senior-Junior/TA’. In this model, the senior 
staff is the moderator, as well as the main contributor, is 
mentoring and supporting the junior staff member and is 
collaborating in training staff to reflect and learn how to 
collaboratively make decisions, implement change, re-evaluate 
and re-plan to develop modules, tasks, materials, and 
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assessments. Junior staff also contribute innovative technology 
enhanced student-centered material and techniques; they are 
closer to the students’ age and are more aware of students’ 
interests. They are able to select motivating topics. 

In both models, collaboration, cooperation, reflection, 
action decision making, and implementation of change is 
taking place in the reflective meetings of both members 
actively contributing to all the steps. 

In collaborative AR, activity staff members, senior and 
junior, meet regularly and frequently to set new goals for 
development and change, plan, and engage in decisions for 
interventions, data collection, data analysis and report writing. 
The involvement can range from full involvement to support 
of finding resources, helping to collect data and suggesting 
analyzing strategies. 

Having the setup where there is already a system in the 
university that allows staff development and staff 
collaboration by being aware of the need through reflection, is 
an asset. The experience of co teaching excludes two of the 
most critical obstacles hindering reflective teaching and in 
turn collaborative teaching. These two obstacles are: 1) 
allowing time for reflection meetings in staff schedules and 2) 
supporting development and syllabus change in the syllabus as 
a result of reflexive teaching [59], [60]. 

Having surveyed whether instructors and staff members are 
aware of the system and whether they practice collaboration, a 
survey was done and the results are as follows: 

B.  BUE, FOA, Survey Results on Collaborative Teaching 

A survey was shared and was responded to by staff, Table I 
is a summary of the responses and the percentages in the 
statistics. 

An analysis of the results show that staff in the FOA, BUE 
is all (100%) aware of collaborative teaching: question ‘6’, 
asking about the support the departments give for 
‘collaborative teaching.’ They all also agree collaborative 
teaching practice supported their ‘instructional practice,’ 
42.11% ‘Strongly Agree’ 57.89% ‘Agree’. Moreover, there 
was an agreement that staff planned collaboratively 52.63% 
‘Very Often’ and 42.11% ‘Often.’ They also thought that even 
in extra curriculum activities they collaborated and worked 
together. While, 55.58% agreed that they received mentoring 
in collaborative teaching and 44.44% did not. Therefore, the 
area that needs further support is mentoring staff in the 
practice of collaboration. Collaborative teaching is 
unanimously believed to support and increase the student’s 
learning: 84.21%‘Strongly Agree’ and 15.79% ‘Agree.’ 

An important support on the part of the BUE, FOA 
development plan is the system that allows collaboration and 
development of the program, staff, and students. It is 
suggested in the present research that there should be a 
structured plan, schedule and follow up forms for mentoring 
and ensuring its delivery and application. 

 
TABLE I 

SUMMARY OF THE SURVEY RESULTS 

Question 
number 

Question content Percentage of information/agreement 

1 Teaching years of experience 78.95% were more than 10 years of experience 

2 Teaching Department 89.47% were teachers of DELL 

3 Collaborative curriculum planning teachers worked together 
52.63% ‘Very Often’ 31.58% ‘Often’, 10.53% ‘Occasionally’, and 5.26% 

‘Never’ 
4 Collaborative worked together extra curriculum activity 26.32% ‘Very Often’ 42.11% ‘Often’, 31.58% ‘Occasionally’, and 0% ‘Never’

5 Have a mentor for collaborative teaching ‘Yes’ 55.58% and ‘No’ 44.44% 

6 The department provides support for collaborative teaching ‘Yes’ 100% 

7 Most important aspect of collaborative teaching 
63.16% ‘Enriched Atmosphere’ ‘Curriculum Support’31.58% ‘Moral Support’ 

5.26% and ‘Advice’ 0% 
8 Collaborative teaching increases student learning 84.21%‘Strongly Agree’ 15.79% ‘Agree’ 

9 
Practicing collaborative teaching increased ‘my’ instructional 

practice 
42.11% ‘Strongly Agree’ 57.89% ‘Agree’ 

10 
In collaborative teaching, students at risk are discussed and their 

problems are addressed 
42.11% ‘Strongly Agree’ 42.11% ‘Agree’, and 15 % ‘Neutral’ 

  

C. CRRAR Co-Planning Techniques and Scheduling  

Four main stages of co-planning would be: first, before 
module delivery (in preparation for course work briefs): 2-3 
meetings before the start of teaching; second, during module 
delivery: weekly reflective reflexive meetings (in process of 
lesson planning); third, mid-semester final exam planning 
(planning and setting the final assessment); finally, before 
final exam revision and agreeing marking criteria application. 
Parallel to the assessments (formative and summative), 
marking and double marking meetings are held after 
administering any course work formative assessments as well 
as after final exam administration. These are all followed by 
reflexive meetings for future co-planning for development of a 

module assessment strategy. The action to be taken is decided 
in these meetings: either to keep the strategy, change or 
slightly improve it. In co-teaching, in its different models 
(Model A or B) or types [58]: supportive, parallel, 
complementary, and team co-teaching, co-teachers will 
schedule reflexive meetings for co-planning [61]. Co-planning 
in co-teaching is one of the most important dialogic reflexive 
decision-making developmental techniques. It is believed to 
be a practical solution for teachers and learners [48]. 

Lesson planning in particular is another micro planning 
procedure that needs to be reflexively and collaboratively co 
planned. An easy collaborative media could be the use of a 
‘wiki’ [62]. It is a means by which teachers can collaborate 
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and reflect in viral meetings at each participant’s convenient 
time. It is believed to have a positive impact on teachers’ 
classroom performance. 

D. Methods for Follow up: Forms, Checklists and Proforma 
for Collaborative Reflexive Meetings 

How are EFL teachers guided as to how they would practice 
reflection? What techniques do they need to use in the 
process? These are questions that can be answered. Many 
websites, teacher blogs and research provided techniques and 
working sheets/proforma to be employed in the process. In 
[63], the simple question, ‘why do I need to reflect?’ is raised 
and suggested techniques and procedures are suggested. The 
simplest of which is teachers’ diary keeping and peer 
observation. The first stage of collaborative reflection is 
individual teacher self-reflection and journal writing. Teachers 
must be self-critical. Reference [64] suggested that self-
videoing and self-evaluation is an initiator of reflective 
teaching. Self-reflection is a necessary step towards 
collaborative reflexive teaching. 

Self-observation and peer observation (PO) are both 
important procedures that are part of reflexive teaching. PO of 
new staff is part of the BUE professional development plan 
(PDP). Staff is observed by senior more experienced staff. 
Three parts of the process are in place. An initial meeting is 
held to orient the new staff member with the procedure, and to 
agree the observation session time and place. They also agree 
on where the observer will sit in class and how he/she will be 
introduced to the students. Part one of the ‘Peer Observation’ 
form is completed by the observee. It will include information 
related to the observee, the class session objective and the 
material the teacher will use. Hard copies will be provided. 
Part two is filled by the observer, including the positive and 
negative aspects observed in the classroom session and related 
to staff class session management. These reflections are then 
discussed in the second meeting and agreed. The third part is 
the space where the observer can add comments, objections 
and their personal staff development needs. These are then 
taken into consideration in the FOA staff development plan 
(SDP). Scheduling of workshops that address these needs is 
annually done. Moreover, this cycle of PO should be extended 
half annually to the continuing staff as part of SDP as well as 
part of the collaborative reflexive teaching. 

The simple cycle of reflection [65] should become the 
default system to enhance teaching and learning. It is believed 
the more reflexive the teaching, the more effective it is for the 
student learning. In each step we need to stop and reflect, 
practice then collaborate continuously in every step of the 
way. Many blogs and teacher websites encourage and support 
reflexive teaching, guiding teachers through the process [66]-
[69]. 

Through technologically enhanced material and techniques 
teachers can collaborate and reflect more effectively. Not only 
websites, blogs and hubs, but also through collaborative 
search engines teachers can collaborate for their reflexive 
teaching [70]. Web searches were investigated and new and 
more advanced engines were created for the collaborative 

teaching purposes. Furthermore, both Wikis and Wikipedia 
were used as teaching tools [71]. Wiki-based activities and 
wiki spaces were employed in reflexive peer collaboration for 
second language writing skills teaching and development of 
[72]. Technology enhanced teaching saves effort, time and 
energy. It is recommended here as a means of effective 
collaboration and reflexive teaching techniques. 

E.  CRRAR Procedures: Value and Benefits Structured 
Reflexive Meetings 

Several guides that have explicit guidelines for 
collaborative reflexive teaching in AR were designed, 
described and provided. As early as [73], self-reporting, lesson 
recording, PO, journal writing and diary keeping were part of 
reflective practice procedures for teacher education. In [74], 
for teachers in training and for teacher educators in ESL, a 
more detailed sampling of material, procedures, 
questionnaires, surveys and reflection questions are provided. 
The useful samples of guidelines for PO, collaborative 
reflective journal keeping and AR step-by-step procedures are 
very useful and adaptable to all EFL/ESL teaching situations. 
Many studies in the field of EFL/ESL showed that reflective 
teaching had a very strong impact on staff development and on 
the students’ learning, e.g. [75], [13], [16]. Furthermore, 
researchers and teachers in the field of EFL/ESL valued 
strongly CRRAR. Graduate online and on site courses for 
teacher students and/or educators are made available, guiding 
teachers on reflective collaborative teaching practices [76]. 
These explain the benefits and values of the new direction of 
teaching in the classroom. Blogs [77], [78] also interactively 
called for communities of teachers practicing reflexive 
collaborative teaching also showing, from experience, its 
benefits and values. Therefore, the call for structured CRRAR 
is deemed absolutely necessary [79]. 

IV. RECOMMENDATIONS FOR A STRUCTURED CRRAR  

In the present BUE, FOA, DELL setting, the structured 
system allows development and has space for both reflexive 
teaching and development. Therefore, the recommendation is 
to extend it into a structured schedule and a teacher’s guide 
manual adapting all the suggested techniques, procedures, and 
forms to be available for instructors as a way of support that 
would be kept for future teachers to use collaboratively and 
faculty-wide.  

V. CONCLUSION 

In conclusion, it is recommended that the structured 
systematized CRRAR cycle would be in place for adoption by 
the university higher education setting. Both the co-teaching 
model A, as well as the senior-Junior academic staff model B, 
could use the manual in future reflexive collaborative teaching 
practice. The BUE already has the privilege of its system of 
SDP, PDR, AP, PO. Since DELL staff is already practicing 
reflexive teaching and are creating the teachers’ manual for 
their CRRAR experience, other faculties can also use the 
manual. CRRAR model suggested here can be the solution for 
some teaching and learning problems if implemented.  
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