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This systematic review aimed to provide a comprehensive view of critical pedagogy-informed collaborative
professional development practices in English language teaching. Using four databases and relevant
keywords, we found 67 studies conducted in Asia, South/Central/North America, Europe, Australia, and
the Gulf countries and systematically analyzed them. Results show that critical collaborative practices
enabled teachers to develop a critical stance, implement pedagogically critical actions, and initiate social
change regarding social awareness and power distribution. However, these changes, visible in teachers’
pedagogical practices, have not expanded onto a macro-social level. Implications for language teacher
development program planners and policymakers are discussed.
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Con esta revision sistematica buscamos proporcionar una visién integral de las practicas de desarrollo
profesional colaborativo informadas por la pedagogia critica en la ensefianza del inglés. Tras consultar
cuatro bases de datos y utilizar palabras clave relevantes, analizamos sistematicamente 67 estudios
realizados en Asia, América, Europa, Australia y los paises del Golfo. Encontramos que las practicas
colaborativas criticas permitieron a los docentes desarrollar posturas criticas, implementar acciones
pedagodgicamente criticas e iniciar cambios sociales en cuanto a la conciencia social y la distribucion
del poder. Sin embargo, estos cambios, visibles en las practicas pedagogicas de los profesores, no se
han expandido a un nivel macrosocial. Discutimos las implicaciones para disefiadores de programas
de formacién de docentes de idiomas y formuladores de politicas.
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Basar & Comoglu

Introduction

Earlier dominance of conventional language teacher
professional development (PD) programs and policies,
which neglected the complex nature of English teachers’
cognition and their developmental pathways (Borg,
2006), positioned teachers as passive technicians and
transmitters of predetermined pedagogical knowledge
and theories generated by other parties (Freeman, 2001;
Granados Beltran, 2009; Richards & Farrell, 2005).
Such a positioning alienated language teachers from
their knowledge and experiences that can be the basis
for constructing their personal theories of teaching
(Castafieda-Londono, 2021; Kumaravadivelu, 2003).
This kind of conventional PD practices, delivered as
one-shot seminars or training, deprived teachers of
accessing sustainable PD opportunities (Burns et al.,
2022). Likewise, the lack of opportunities to uncover
the sociopolitical roots of dominant ideologies behind
language teaching and learning practices (Crookes, 201s;
Cruz-Arcila etal., 2023; Lopez-Gopar, 2016; Pennycook,
2004) contributed to this passive positioning of language
teachers who were expected to soak information from
mainstream theories and practices and transfer them
to learners, who were conceived as “empty vessels”
to be filled through the banking system of education
(Freire, 1970).

With a sociocultural and critical turn in teacher
education and development, however, there has
been a shift in the positioning of the teacher from a
mere technician to an agent of change (Freire, 1973;
Kincheloe, 2009). This new outlook on the teaching
profession considers teachers as agentive practitioners
who can generate personal theories and practice
them in their educational contexts (Griffiths, 2000;
Kumaravadivelu, 2003). Even though the theoretical
positioning of teachers does not necessarily match
their actual self-positioning due to a plethora of
individual, social, cultural, and institutional factors,
there has been an increased interest in transformative

PD in English language teaching (ELT) in forms of

reflective practice (Farrell, 2004, 2019), collaborative
and dialogic teacher learning (Johnson & Golombek,
2016), teacher research (Burns, 1999; Dikilitas &
Griffiths, 2017), and critical pedagogy (Kincheloe,
2011a).

Of these transformative tools for teacher PD in
ELT, critical pedagogy (CP) pinpoints the fact that
language teaching and learning practices have been
inequitably shaped for the advantage of some dominant
ideologies so that these practices reproduce themselves
to maintain the status quo of the advantageous groups
and their dominant power over the oppressed members
of society (Giroux, 1997; Hawkins & Norton, 2009). In
this sense, CP strives to encourage teachers and learners
to unravel that language teaching and learning practices
have yet to be constructed neutrally by deciphering
the historical, social, political, and economic agenda
behind traditional educational practices and materials.
Hence, CP aims to reconstruct teaching practices by
developing transformative, socially, politically, and
culturally responsive educational practices (Freire, 1970;
Giroux, 1983; McLaren, 2015). Drawing on the collective
nature of CP and the power of collaborative work in
creating social change (Audrain et al., 2023; Drury
et al,, 2015), this systematic review aims to provide a
comprehensive appraisal of CP-informed collaborative
PD practices in ELT conducted in Asian, South/Central/
North American, European, and the Gulf countries.

CP-Informed Professional

Development for Language

Teachers

CP originates from the critical theory affiliated
with the Frankfurt School (Foucault, 1972; Habermas,
1976), which suggests that reality and knowledge are
not objective, neutral, and natural, yet fragmented and
indoctrinated by socially, culturally, economically, and
politically privileged groups. Oppressing the people who
are not in power by maintaining and reproducing the

knowledge and reality through a hidden curriculum
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(Giroux, 1988), these privileged groups accumulate
systematic power and advantage in society since
our actions—such as language use, interaction, and
learning—are shaped and persisted in a non-threatening
way to their accumulated power and authority with the
help of implicit indoctrinations of the hidden curriculum
(McLaren, 1989). Given the power distance between
privileged and oppressed groups, CP offers a theoretical
and pedagogical framework to transform educational
practices by increasing the consciousness of teachers
and their learners (Freire, 1973).

Since English is undoubtedly the most important
communication tool worldwide, language teachers are
essential in raising learners’ consciousness to express
their voice globally through the language asset (Hawkins
& Norton, 2009). As such, language teachers can aim to
be more critically aware of the disregard of multicultural
local varieties (Pennycook, 2006), the linguistic and
methodological nativism that underestimates the role
of non-native learners and world Englishes (Bayyurt &
Sifakis, 2015; Canagarajah, 2007), and the indifference
to inequalities and cultural needs of learners in ELT
teaching materials. This improved awareness could
help English learners reconstruct their identities and
equip themselves with liberatory actions to minimize
societal power distance (Giroux, 1988).

Introducing critical pedagogical practices to
language teachers at pre- and in-service levels
can raise their awareness of current sociopolitical
inequalities and the hegemonic effects of dominant
educational practices. Furthermore, teachers may prefer
transforming these dominant oppressive ideologies
through critical collaboration with their colleagues
(Kincheloe, 2009). In this regard, language teachers
as transformative intellectuals (Giroux, 1992) have a
prominent role in enforcing dialogical actions with their
colleagues and learners to reach socially constructed
transformative knowledge in a non-transmission-based
yet egalitarian and intersubjective process (Freire, 1970;
Kincheloe, 2011b).

Although it is unrealistic to expect that collab-
orative CP alone will change teachers’ views and
practices mainly shaped by individual, institutional,
and sociocultural traditions and constraints, enacting
a critical and collaborative dimension in language
teacher education can help teachers co-construct
knowledge that is responsive to their individual, local,
and cultural needs (Kincheloe, 2011b; Kohli et al.,
2015). In this sense, several forms of action research,
including critical (Kincheloe, 2011a), participatory
(Santos, 2016) and collaborative (Burns, 1999; Ceylan
& Comoglu, 2023); teacher study groups (Francis et
al., 1994); lesson study (Lewis & Hurd, 2011; Ustuk &
Comoglu, 2021); critical friends groups (Andreu etal.,
2003); reflective practice groups (Aydin & Comoglu,
2023); and professional learning communities (Hord,
1997) can function as emancipatory instruments
leading to an educational and social change.

Since the PD of English language teachers through
critical collaboration is important, this systematic
review aims to investigate the empirical research
conducted in Asia, South/Central/North America,
Europe, Australia, and the Gulf countries to shed light
on the role(s) critical collaborative PD practices play in

teachers’ immediate environments and society overall.

Method

As there is a growing interest in using research
evidence to inform educational practices, systematic
reviews serve as secondary research, conveying a broad
and synthesized view of a particular research topic, which
could otherwise not be possible by single studies (New-
man & Gough, 2020). Hence, in this study, we conducted
a systematic review to analyze and synthesize previously
conducted critical collaborative PD research and develop
new perspectives for the future of critical collaborative
PD (Nye et al., 2016). We used the Preferred Report-
ing Items for Systematic Reviews and Meta-Analyses
(PRISMA) flow chart diagram (Figure 1) to portray the
study selection process (Haddaway et al., 2022).
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Figure 1. PRISMA Flow Chart
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Boolean operators (and/or) were used to get more  ers,” and “English teachers” Similarly, we used various
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combinations for “teacher education”: “professional
development,” “teacher development,” “professional
growth,” and “teacher collaboration” We used the fol-
lowing keywords for “critical pedagogy”: “culturally
responsive pedagogy, “peacebuilding,” “social justice
education,” and “transformative pedagogy.” Finally, we

» o«

used these variations for “collaboration”: “dialogic,”
“dialogic interactions,” “sharing-based,” “study groups,”
and “community of practice” We conducted a thorough
search on each database (by screening at least 30-40
pages of results) until we could no longer find any

relevant studies.

Study Selection

Study selection was based on the following nine
criteria: (a) We focused on qualitative research stud-
ies since the majority of the studies in this area are
qualitatively-based; (b) we focused on CP-informed
collaborative PD studies including collaboration
between any of these parties: teacher, teacher educator,
and researcher; (c) we looked for explicitly collabora-
tive PD practices but also included several studies that
signal vague collaboration between the parties; (d) we
read the full texts to reach a final decision about the
nature of the study; (e) we excluded the studies that
were solely based on perceptions, needs, and expecta-
tions; (f) we adopted a broad lens to include studies
from all over the world; (g) we did not solely rely on
research articles but also included book chapters,
conference proceedings, and MA/PhD dissertations;
(h) we did not set a particular time limitation for the
systematic review to provide a holistic view of how
CP-informed collaborative PD has evolved historically;

and (i) we limited our search to studies written in

English. We finally included 67 studies in our review:
44 at the in-service level, 20 at the preservice level,
and three with teachers from both levels. As for the
contexts of the studies, 26 were conducted in Asian
countries (e.g., Indonesia, Iran, Korea), 19 in South
America (e.g., Argentina, Colombia), 13 in North and
Central America (e.g., Canada, the United States), five
in Europe (e.g., Spain, the United Kingdom), three in
Gulf countries (e.g., Bahrain, the United Arab Emir-
ates), and one in Australia.’

Data Analysis

Following Newman and Gough’s (2020) intercon-
nected stages for a systematic review, we first coded
the studies, evaluated their quality, and synthesized
their findings. We recorded the information about
the research topic, methods used for PD, the role
of collaboration and CP, and the findings for each
study (Newman & Gough, 2020). The initial coding
process enabled us to form a comprehensive table
presenting each study’s key characteristics. Using the
table, we re-evaluated each study regarding appro-
priateness for the review (Gough, 2007). Eventually,
we synthesized the studies by mapping them to one
another and looking for common patterns to reach
overarching themes (Newman & Gough, 2020). The
insights we gained from the earlier stages of the review
process helped us get familiar with the studies and
identify the common patterns in their findings (see
Table 1). In line with Newman and Gough’s (2020)
synthesizing phases, we read the original texts indi-
vidually, came together several times to identify the
common patterns, and finally agreed upon the three

overarching themes.

1 An overview of the selected studies can be found at https://
revistas.unal.edu.co/index.php/profile/libraryFiles/downloadPublic/1271
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Table 1. lllustrative Examples of Codification for the Third Theme

Study findings

Initial coding

Categories Theme

Kuo (2006): A critical literacy
approach changing students’
perceptions of ELT

Teachers’ raised awareness
about student learning

Initiating a
classroom-based
change

Social change
within and beyond
the classroom

Salas Serrano et al. (2020):

Teachers’ experiences with vulnerable
learners and learners with special
needs from a critical perspective

Transformed perspectives
toward vulnerable
learners and learners with
special needs

Junaidi (2019):

Two critical collaborative courses
with 45 preservice ELT teachers in a
community learning center

Transformed perspectives
toward local communities

Initiating a macro-
level social change

Results

The thematic analysis of findings in our dataset
yielded three major themes: (a) Developing a Critical
Stance as Teachers, (b) Pedagogical Projections onto the
Classroom, and (c) Social Change Within and Beyond
the Classroom. We discuss each theme below, focusing
on various national and regional contexts through

relevant examples.

Developing a Critical

Stance as Teachers

Our first theme relates to ELT teachers’ adopting
a critical stance toward teaching through critical col-
laborative PD practices. Forty-one studies revealed that
enacting CP-informed collaborative PD practices led
teachers to undergo a cognitive transformation pro-
cess whereby they could realize the need for a critical
perspective in their professional lives. Most teachers
participating in the CP-informed collaborative PD
programs gained a critical stance by questioning the role
of dominant ideologies in tailoring language teaching
conventions. In this sense, several studies in the review
highlighted that engaging in CP-informed collaborative
PD practices caused teachers to read the world criti-
cally and reconsider their existing perspectives on the

social, cultural, political, and educational realities in

the world shaped by dominant ideologies (e.g., Sellen,
2011; Sharma & Phyak, 2017; Zhang, 2009). In some
studies, this resulted in their adopting a socially more
sensitive positioning to educational practices (e.g.,
Abednia, 2012; Hassani et al., 2020).

The studies demonstrated that gaining a critical
stance as a teacher contributed to teachers’ intellectual
growth (Ahmadian et al., 2021) and critical awareness
to “liberate students from injustices and inequities in
the society” (Safari, 2017, p. 91). A substantial number
of studies in our dataset corroborates this view. Having
developed an awareness of the status quo that leads to
social inequities (Abednia & Crookes, 2019), gender
inequities (Banegas et al., 2020), human rights and
social justice (Sierra Piedrahita, 2016; Sun, 2021), and
the role of peacebuilding and media literacy to prevent
violence and armed conflicts (Aristizabal Cardona &
Ortiz Medina, 2023), ELT teachers became intellectually
more capable of making meanings out of socio-political
realities impacting the world around them. In profes-
sional terms, implicating dialogic practices considering
CP principles helped teachers become intellectual prac-
titioners (Barjesteh, 2019; Sardabi et al., 2018). Several
studies found that CP-informed PD programs addressing
cultural and cross-cultural realities and how transforma-

tive language teaching practices could be designed in
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light of those realities resulted in a culturally sensitive
positioning of teachers and contributed to their intel-
lectual capital (e.g., Diez-Ortega & Cannizzo, 2020;
Koubek & Wasta, 2023). With an increase in intellectual
capital concerning the dominant and normative role of
nativism in language teaching (Brutt-Griffler & Samimy,
1999), critical performative pedagogy in multilingual
settings (Harman et al., 2016), critical multiliteracies
pedagogy (Kim et al., 2020), vulnerable learners and
learners with special needs (Salas Serrano et al., 2020),
and critical thinking skills (Lee, 2019; Mambu, 2018),
ELT teachers reconsidered their existing beliefs and
practices from a critical stance.

In this light, several studies highlighted that such
programs emancipated teachers and assigned them
more agentive roles in education. For instance, engaging
in action research and co-constructing knowledge
with their peers had teachers reposition themselves
as more empowered individuals in their professional
actions (Alateeq, 2020; Junaidi, 2019; Yulianto, 2015).
Likewise, using a transformative pedagogy through
lesson study (Ustuk & Comoglu, 2021) and teacher
study groups (Basar, Comoglu, & Dikilitas, 2023) yielded
emancipatory learning practices for them. Besides, a
study by Brutt-Griffler and Samimy (1999) showed that
by critically deconstructing the normative position
of native speakers as ELT teachers, non-native ELT
teachers felt more empowered since they had the chance
to become aware of how nativism was presented as a

norm in language teaching discourses.

Pedagogical Projections

onto the Classroom

Another finding emerging from our synthesis is that
the takeaways from teachers’ CP-informed collabora-
tive PD experiences were projected back onto their
classrooms. Some studies revealed that transforma-
tion was not confined to teachers’ cognition and that
teachers improved their teaching practices in a way

that is more aligned with CP objectives. In this sense,

implementing CP principles in the classroom paved
the way for a more democratic plethora where teachers
could function as intellectual practitioners by improving
their instructional practices, and learners could benefit
from the outcomes of transformative pedagogy.

Twenty-six studies in our dataset reported that
the teachers made sound changes in their classroom
practices initiated by the PD programs they participated
in. Researchers revealed that the teachers implemented
pedagogically transformative actions to liberate
themselves from conventional teaching practices and
improved their teaching in line with CP principles (e.g.,
Abednia, 2012; Baladi, 2007; Hassani et al., 2020). The
teachers created a sound change in their teaching by
developing their problem-solving (Pineda & Frodden,
2008) and inquiry skills (Junaidi, 2019) and integrating
those skills into their lessons. In many studies, this
transformation in their pedagogical actions increased
their agency over their pedagogical decisions (Hassani
et al,, 2020; Miri et al,, 2017), and they integrated new
dimensions into their lessons, namely multivocality
(Khatib & Miri, 2016), gender issues (Banegas et al.,
2020), critical multiliteracies pedagogy (Kim et al.,
2020), pedagogies for vulnerable and special learners
(Salas Serrano et al., 2020), and culturally responsive
pedagogy (e.g., Diez-Ortega & Cannizzo, 2020; Koubek
& Wasta, 2023), all of which improved their existing
practices and yielded educationally sound outcomes
for their learners.

The reviewed studies revealed that the traces of
transformation in teachers’ pedagogical actions were
detected in students’ learning outcomes. This point is
demonstrated well in a study conducted in Brazil by
Pessoa and de Urzéda Freitas (2012). Using new tools
constructed on CP principles enabled learners to be
more active agents of their learning and increased
their engagement because the teacher challenged “the
students’ points of view by means of some counter-
hegemonic theoretical ideas” (Pessoa & de Urzéda
Freitas, 2012, p. 764). We have also highlighted several
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studies where the pedagogical activities that gave learners
the right to speak their minds and the value attached to
their opinions fostered their interactions and maximized
their language production (e.g., Aljahromi & Hidri, 2023;
Palacios & Chapetdn Castro, 2014; Rincén & Clavijo-
Olarte, 2016). Furthermore, the flexible atmosphere
where teachers challenged the orthodoxy of English-only
policies by welcoming the use of L1 affected students’
learning positively (e.g., Khatib & Miri, 2016; Miri et
al., 2017).

Social Change Within and

Beyond the Classroom

Findings show that ELT teachers in the studies
we reviewed also adopted and implemented a more
egalitarian and empowering perspective, leading to
social change within and beyond the classroom. The
findings of 13 studies in our dataset show that teachers’
experiences with CP-informed collaborative PD prac-
tices led to social changes regarding social awareness
and power distribution within the classroom. Some
studies reported that teachers began to perceive the
immediate community where they lived as a source
for the curriculum to cover social realities through
local and cultural knowledge (e.g., Contreras Leon &
Chapetén Castro, 2016) and recognized the need for
social change for disadvantaged groups of learners
(Salas Serrano et al., 2020).

Thus, some researchers reported that the lessons
designed based on social realities contributed to learn-
ers awareness of social and cultural realities inducing
injustice in society (Gustine, 2014; Palacios & Chapetén
Castro, 2014; Rincon & Clavijo-Olarte, 2016). Addition-
ally, some studies noted that learners actively engaged
in the lessons by revisiting their lived experiences (Kuo,
2006), criticizing social conflicts, finding solutions,
and generating knowledge (Gémez Rodriguez & Leal
Hernandez, 2015). Increasing social awareness through
students’ realities and reflecting on them made students

“active agents who can contribute to the transformation

of their social contexts” (Contreras Leén & Chapetén
Castro, 2016, p. 143). Several studies also corroborated
the view that teachers’ increased tendency to share
power with their students decreased the imbalanced
power relations within the class and led to more active
student participation and freedom of expression (Jung,
2021; Safari, 2017; Sperrazza & Raddawi, 2016).

Even though these studies highlighted a consid-
erable change in classroom dynamics, the change
remained limited to the classroom setting. Our review
revealed that only two studies address a pathway to a
macro-level social change beyond the classroom. Junaidi
(2019) reported on a CP-informed collaborative PD
program in Indonesia, including collaborative course
syllabus/content design, university-based advocacy
research, and critical teaching practice in a non-profit
community learning center to benefit young learners.
The program empowered teachers to build a sound
relationship between their profession and their role in
the wider community. Likewise, Bagar, Comoglu, and
Dikilitag (2023) indicated that both the teachers and the
superiors in a language school in Tiirkiye became more
aware of the need for critical action to transform PD
practices and policies at the university level after the
teachers disseminated their action-research findings
to the entire university through a research seminar.

Our review highlighted several challenges that
prevented CP-informed collaborative PD practices
from creating a broader social change. Country-based
challenges stemming from the rigid political, social,
cultural, and educational policies in the Gulf and
Eastern countries induced difficulties for ELT teachers in
taking critical action in their classes. This is particularly
prominent in the studies conducted in Iran and the
Gulf countries, including the UAE, Saudi Arabia, and
Oman (Alateeq, 2020; Al Riyami, 2016; Sperrazza &
Raddawi, 2016). Despite the challenges stemming from
the political tensions, a group of EFL teachers in Iran
tried to minimize the impact of detrimental factors by

taking the initiative to criticize the dominance of the
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status quo and uncover their potential through increased
teacher agency (Abednia & Crookes, 2019). Another
group of teachers from a multicultural graduate course
in the US and a group of teachers in Indonesia believed
that their home culture would not be convenient enough
to implement CP-informed practices compared to more
democratic countries where teachers can act more
autonomously (Nuske, 2014; Yulianto, 2015). Likewise,
in Iran and Nepal, the teachers found it challenging to
leave behind the dominant ideology and the proletarian
teacher role assigned to maintaining the status quo
(Safari, 2017; Sharma & Phyak, 2017). As Sellen (2011)
explained, the strong dominance of existing societal
ideologies in some contexts brought about a limited
transformation contrary to expectations.

In two other studies in Canada and the UAE, the
teachers found CP theoretically complex and com-
plained about the lack of CP materials suitable for
classroom use. Hence, teachers’ need for linguistic
support, preparation time, materials, and guidance was
underlined as essential for implementing CP-informed
collaborative PD practices (Baladi, 2007; Sperrazza
& Raddawi, 2016). Especially for novice teachers, the
need for more systematic and sustainable collaboration
around CP was emphasized in a study by Giles and
Yazan (2023), which was conducted in the US. Likewise,
Kim and Pollard (2017) and Lin (2004) suggested that
the principles of CP should be made more explicit for
its effective implementation and that CP alone could
not overcome the frustration and pessimism stemming
from real-world issues.

Furthermore, the studies in our database showed
that some teachers were more willing and prepared
to adopt CP, while others were more cautious about
proceeding, depending on their different PD path-
ways, beliefs, attitudes, feelings, and prior experiences
concerning CP (e.g., Al Riyami, 2016; Safari, 2017).
Potential impediments resulting from learners were
also reported: low linguistic performance of learn-

ers (Nuske, 2014), unpredictable classroom dynamics

(Yulianto, 2015), and managing learner reactions in
favor of dominant ideologies (Pessoa & de Urzeda
Freitas, 2012). Institution-based challenges such as
curricular barriers (Nuske, 2014), lack of institutional
support (Safari, 2017), and time constraints (Sierra
Piedrahita, 2016) were also reported to impede the
process of creating a change in the larger community.

Discussion

Our synthesis of the selected studies in this review
revealed that ELT teachers’ experiences of CP-informed
collaborative PD practices enabled them to develop a
critical stance on their everyday practices and recon-
struct their pedagogies in a transformative way (Freire,
1973; Gray, 2019). In this sense, ELT teachers were able to
use the theoretical and pedagogical framework offered
by CP-informed collaborative PD to transform their
pedagogical practices. In most of the studies reviewed,
this resulted in increased consciousness and empower-
ment for teachers and their learners, as supported by
Freire (1973) and Kincheloe (2011a).

The critical standpoint adopted helped teachers to
reposition themselves as intellectual practitioners who
are consciously aware of the indoctrinated hegemonic
educational views that constantly reproduce the accumu-
lated power of hegemonic groups monetizing education
to the detriment of disadvantaged groups (Kincheloe,
2008). Shifting the teacher positionality to transfor-
mative intellectualism (Giroux, 1992), CP-informed
collaborative PD practices democratized educational
perspectives and practices by deconstructing the uni-
versally standardized and centralized educational views
and prioritizing the local and cultural epistemologies
and ontologies (Bartolomé, 2004). Having developed
a critical and enriched perspective into macro-level
world issues impacting micro-level educational actions
through CP-informed collaborative PD, ELT teachers
in the studies we reviewed collaboratively unlocked
new ways to democratize the language learning process

and empower themselves and their learners globally
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through the language, as suggested by Hawkins and
Norton (2009).

In this regard, CP, as a consciousness-raising
framework, offered emancipatory lenses to decon-
struct the hidden curriculum of the status quo and
empower oppressed groups (Bourdieu, 1991; Giroux,
1988; McLaren, 1989) by drawing attention to the macro-
level issues impacting educational decisions and actions
such as social justice and power (Kincheloe, 2011b),
multicultural varieties (Pennycook, 2006), and the
hegemonic nativism that disregards non-native ELT
teachers (Bayyurt & Sifakis, 2015; Canagarajah, 2007).
Besides, the collaborative nature of critical PD activities
had a vital role in the consciousness-raising process of
teachers since they collaboratively reflected on each
other’s perspectives (Basar, Kuzu, & Comoglu, 2023)
and progressed in a supportive and safe environment
(Murray, 2015).

Even though the studies in our dataset show that
ELT teachers could become more critical in perspective
and more transformative in their instructional prac-
tices, we found that teachers’ expected role to become
social change leaders was confined to their immediate
classrooms. This situation did not result from language
teachers not wanting to promote large-scale societal
change or engage in leadership or activism. Rather,
their broader contexts did not allow them to do so.

To illustrate, the challenges faced by teachers in the
Gulfand Eastern countries (see Alateeq, 2020; Al Riyami,
2016; Sperrazza & Raddawi, 2016) show that country
dynamics resulting from anti-democratic governance
and cultural passiveness prevented ELT teachers from
implementing CP in its complete sense. Besides, it is
seen that ELT teachers in democratically advantageous
countries such as the US and Canada could be more
prepared to freely engage with CP with the support of
non-governmental, international professional learning
organizations. Thus, considering the impediments we
detected in our dataset, reconsideration of theoretical

and practical aspects of CP, particularly within CP-

informed PD programs, to offer more comprehensible
and tangible materials for ELT teachers can facilitate
the conceptualization and implementation of CP more
efficiently (Lin, 2004; Yulianto, 2015).

As for the teacher, learner, and institution-based
constraints, the studies in our review revealed that the
way teachers experience CP-informed collaborative PD
practices might vary because of their existing knowl-
edge, beliefs, pedagogical habitus, and willingness. In
this sense, prioritizing teachers’ previous habitus and
practical theories (Bourdieu, 1977) and customizing CP-
informed PD through responsive mediation (Johnson &
Golombek, 2016) without indoctrinating CP principles
in a transmission-based way can enrich the potential
impact of CP. Foregrounding teachers’ willingness
to plan PD practices and steps is also a prerequisite
to fostering sustainable PD outcomes (Burns et al.,
2022). As some learners’ linguistic performance and
their tendency to dominate critical discussions (Nuske,
2014; Pessoa & de Urzeda Freitas, 2012) can disrupt the
critical atmosphere of CP-based lessons, the adaptation
of course materials and preparing classroom discussion
protocols might alleviate the potential challenges that
may occur in the classroom. Also, institution-based
constraints such as curricular obstacles, workload, and
lack of institutional support (Nuske, 2014; Safari, 2017)
hindered teachers from reaching the critical objec-
tives of CP-informed collaborative practices. Hence,
administrative support seems vital in sustaining the
continuous cycle of CP-informed collaborative PD
practices in language teacher education (Burns et al.,
2022) and creating a more impactful social change.

Furthermore, CP-informed collaborative PD prac-
tices may increase their potential to create a more
considerable social change despite the impediments
mentioned above by extending their scope into the
larger community (Junaidi, 2019) and disseminating
the outcomes with other stakeholders of the educational
ecosystem (Basar, Comoglu, & Dikilitas, 2023). As
Junaidi (2019) reported, conducting advocacy research
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collaboratively as a critical PD tool for the benefit of a
non-profit organization in the community can promote
the praxis to bridge the critical theory and cultur-
ally informed practices for transformation. Likewise,
as Basar, Comoglu, and Dikilitas (2023) addressed,
disseminating the takeaways of a CP-informed col-
laborative PD program through a research seminar
can make teachers’ work more visible and influential
to ignite institutional social change by displaying that
teachers can take the initiative to transform peda-
gogical conventions. Such actions to socialize CP and
make it more visible in the community can enforce the
opportunities to build inter-institutional partnerships,
leading to more sustainable projects to maximize the
scope of social transformation (Noftke & Somekh,
2009). Enlarging the scope of collaboration and enrich-
ing the collaborative dynamics within an educational
ecosystem can also increase the possibilities for social
change. Consequently, collective action can be suc-
ceeded through non-hierarchical collaboration among
community members, which reciprocally contributes
to each community member’s agency and potency.
This generates collective consciousness, emancipating
the members’ new position within the community
(Brutt-Griftler & Samimy, 1999; Drury et al., 2015).

Recommendations

In light of the findings from our review, we see that
CP-informed collaborative practices have a substantial
role in the professional growth of ELT teachers across
the globe since they are provided with emancipatory
PD tools to initiate a conceptual and pedagogical trans-
formation in their educational settings. The reviewed
studies reveal that CP is a fundamental and contempo-
rary framework continuing to impact research studies
on language teachers’ PD through collaborative practices
based on non-hierarchical teacher partnerships and/
or communities to take collective action (Drury et al.,
2015). Despite the context-bound challenges language

teachers might face, CP-informed collaborative PD

practices have the potential to enable them to reconstruct
their perspectives and pedagogies and ignite a new
pathway for possible social change within and beyond
the classroom. Hence, future research could explore the
sustained impact of CP-informed collaborative prac-
tices on ELT teachers’ professional growth to advance
understanding in this area further. Additionally, further
studies in diverse educational contexts could provide
insights into the adaptability and effectiveness of CP
frameworks in fostering pedagogical transformation

and promoting broader social change.
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