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Abstract 

 
The ability to reflect consider is considered as a hallmark of an effective educator by 

many teacher education programmes worldwide (Bean & Stevens, 2002). Reflective 

practice is widespread and a ubiquitous part of the teacher education landscape 

(Mann & Walsh, 2017) in many parts of the world. The results of Farrell’s (2016c) 

study suggest that reflecting on practice can help novice teachers navigate the 

transition from their education programmes to their first year as teachers. However, 

in contexts like Senegal, reflection is not part of teacher education programmes. A 

small number of studies have shown how WhatsApp, a mobile social networking 

application, can facilitate reflective practice for novice teachers (Prayogo and 

Widyaningrum, 2019). Although this seems a promising avenue in sub-Saharan 

Africa, there is still need for more research.  

 

This study explored how WhatsApp can facilitate novice teachers’ collaborative 

reflective practice in Senegal. The study was conducted over a period of four months 

during the COVID19 pandemic with eight novice teachers (NTs) of English from 

different parts of Senegal. Periodic group reflections were organised followed by 

WhatsApp reflection to allow NTs deepen their group reflection without time and 

space constraints. The mobile application provided NTs with asynchronous 

collaborative reflective opportunities while managing their own time. It contributed 

to combat their isolation and foster their sense of belonging to a community of 

practice. 

Data were analysed thematically using NVivo software and WhatsAnalyze mobile 

application. The results revealed that engaging in collaborative reflection on 

WhatsApp with their peers allowed NTs to share tips and experiences about their 

classroom practices. However, in contrast to findings from Western studies, 

Senegalese NTs did not challenge each other’s views due to cultural reasons, which 

had an impact on the level of their reflection. 

This evidence-based research revealed how Senegalese NTs engage in WhatsApp 

reflection and highlighted cultural differences in the nature of reflection between a 

sub-Saharan country and the Global North. Thus, it has the potential to inform policy 

on teacher education in Senegal and contribute to narrow the gap in the literature on 

reflection in a context where it is under-researched.    
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1. Introduction 

 

Reflective practice can be considered as a ‘compass’ that “enables 

teachers to stop, look, and discover where they are at that moment and 

then decide where they want to go (professionally) in the future” 

(Farrell, 2012, p. 7). For a teacher, reflection consists of looking back 

at a taught lesson, re-evaluating it, considering what worked, what did 

not work, and how they might approach the same lesson differently 

(Camburn, 2010). Reflection has become an important part of teacher 

training around the world, and the paradigm shift in the literature from 

teacher training to teacher education focuses on the need for teachers 

to develop themselves over a lifetime of continuing professional 

development (Mann & Walsh, 2017).  

 

Reflection is kept in the foreground of the literature in teacher 

education and is viewed as an important aspect of professional practice 

(Hatton & Smith, 1995; Jay & Johnson, 2002; Farrell, 2013). Despite 

its proven capacity to revitalise experienced teachers’ practice, 

reflection is particularly important for novice teachers (NTs) as it 

helps them navigate the early years of their career smoothly (Farrell, 

2013; 2016). Various reflective strategies and tools have been 

developed to help NTs reflect on their practice (e.g., monologues, 

portfolios, narrative frames, etc.), but these tools and strategies are not 

one-size-fits all, they need to be adopted to fit contexts like SSA. 

Among the various reflective tools, WhatsApp has proved to be very 

helpful in improving NTs’ (Bee Choo et al., 2016). 

 

However, in context like Senegal reflection is not part of 

teacher education programmes, despite the importance that Senegalese 

authorities place on collaborative learning for novice teachers’ 

continuing professional development (CPD). Additionally, in low-

resource context like Senegal, NTs need more cost-effective CPD 

opportunities such as collaborative reflection on WhatsApp. As no 

research has been conducted on NTs’ reflection in Senegal, this study, 

which was conducted as part of my PhD thesis, aimed to investigate 
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how WhatsApp can facilitate NTs’ reflective practice in the 

Senegalese context. This timely study can inform policy on the 

introduction of WhatsApp-driven reflective practice in NTs’ CPD. 

Additionally, the literature on the use of WhatsApp as a reflective tool 

is still scant in sub-Saharan Africa, although there is a growing body 

of literature on the issue globally. So, this study contributes to bridge 

the gap in the literature on NTs’ reflection using WhatsApp.  

 

This study was conducted in the during the COVID-19 

pandemic and eight novice teachers participated in the study. Data was 

collected on WhatsApp and analysed using NVivo and WhatsAnalyze 

software. The results highlighted Senegalese NTs’ process and level 

of reflection.  

 

This article consists of seven parts, the first one of which has 

introduced the study. The second part of this article describes the 

context of the study.  Part three provides a brief review of the literature 

on reflective practice. The methodology used in this study is described 

in the fourth part. Part 5 reports the findings which are discussed in 

part 6, just before the conclusion (part 7).   

 

2. Context of the study 

 

Every study on reflection is shaped by its context. This study was 

conducted in Senegal, a French speaking country in West Africa. 

Senegal is considered as a low-to-middle income country 

characterised by its ethnic, linguistic and religious diversity which is 

a real asset for the country where people live in perfect harmony, and 

it is known as Le pays de la Téranga (the country of hospitality) 

because of the outstanding hospitality of its people. There are other 

values that are highly considered in Senegalese society such as 

generosity (they like sharing and helping others), kersa (i.e., the 

frequent use of euphemisms to avoid hurting other people’s feelings; 

it can also refer to shyness in some instances). This information about 

the characteristics of Senegalese people will be useful while 

describing NTs’ reflective practice in in the findings. 
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Wolof is the most widely spoken language, it is in some places 

the Lingua Franca for people of different ethnic groups, but French 

is the official language of the country and the language of education. 

English is considered as a foreign language and students start learning 

it only at secondary school, after 6 years in elementary. They do three 

to four hours of English per week during their lower secondary (four 

years) and upper secondary (three years) school.  

 

There are three categories of English teachers in Senegal. At 

lower secondary there are teachers who have Baccalaureate and BA, 

and at upper secondary, they hold MA in English. They undergo 

training (two years for Baccalaureate holders, and one year for BA 

and MA) at FASTEF (Faculty of Science and Technologies of 

Education) of Cheikh Anta Diop University. Although teachers do 

practical training, reflection is not part of their programme. Once they 

finish, most of them are recruited by the government and sent in 

remote places. In-service teachers benefit from continuing 

professional development (CPD) through pedagogic cell meetings, 

but reflection is not part of their practice, although authorities 

acknowledge its importance (Diop, 2021). This background 

information can help better understand factors that are inherent to the 

Senegalese context and that can influence NTs’ reflective practice.   

 

3. Literature review  

 

Reflective practice has become so popular among researchers in the 

past 30 years or so that some researchers like Farrell (2015) consider 

it as one of the buzzwords in the field of education. Even though the 

origin of reflection is ascribed to Plato and Socrates, the contribution 

of John Dewey and Donald Schön in the early 1930s has been 

immense in popularising the practice. Dewey (1933) emphasized the 

importance of reflective thought for teachers as the “sole method of 

escape from the purely impulsive or purely routine action” (p. 15). 

Schön’s seminal work, The Reflective Practitioner–How 

Professionals Think in Action, published in 1983 was instrumental in 

providing the driving force for teachers’ reflective practice. Schön’s 

(1983) notions of reflection-in-action and reflection-on-action have 

influenced many researchers (Farrell, 2004; Russell, 2005; Killeavy 
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& Moloney, 2010; Boud, 2009; Burhan-Horasanlı & Ortaçtepe, 2016; 

Kim & Silver, 2016).    

 

Reflective practice has achieved a status of orthodoxy in 

teacher education, nevertheless, its description remains elusive, 

general, and vague (Mann & Walsh, 2017). Many definitions have 

been put forward by researchers in the field. The review of the 

literature reveals some agreement that reflective practice is the 

process of learning through and from experience for greater insights 

of self or of one’s practice (Loughran, 2002; Tay et al., 2022). 

Nevertheless, as pointed out by Mann and Walsh (2017). Through 

reflection with their peers, teachers get mutual support, overcome 

feelings of isolation, and share materials and effective practices, 

which can lead to improved teaching practice (Farrell, 2013; Romano, 

2008).     

 

The literature on reflective practice highlights that engaging 

in reflective practice can offer perspectives of professional 

development to novice teachers and further their career. Yaffe (2010) 

examined how using theory and practice can facilitate individual 

reflection among newly qualified teachers (NQTs), although giving 

them the opportunity to engage in collaborative reflection with their 

peers could offer more perspectives and learning opportunities.  

Similarly, Killeavy and Moloney (2010) show that NQTs value the 

benefits in reflecting with their peers and find reassurance in realising 

that they are not alone and that others are in the same situation. 

Additionally, Farrell (2016c) outlines how reflection helped three 

female native English-speaking novice teachers succeed in their 

novice year of teaching ESL by using his framework to reflect on their 

practice. However, most sub-Saharan African studies on reflection 

that were conducted in secondary school settings were not 

specifically with novice EFL teachers, and they were not specifically 

targeted to teachers’ professional development, but were rather 

connected to university or college programmes  (e.g., Reed, 2002; 

Birbirso, 2012; Islam, 2012; Nel, 2022). So, there is a need to conduct 

studies like this one that focus on novice teachers’ reflection for 

professional development in sub-Saharan African context like 

Senegal. 
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Novice teachers’ focus and levels of reflection have been 

documented in the literature. Simonsen et al. (2009) indicate that in 

their reflection, NTs are greatly concerned with practical problems, 

such as classroom management, and this was echoed by Lefebvre et 

al.’s (2022) findings which revealed that the NTs were more 

concerned with the practical aspects of their teaching.  

 

As for NTs’ level of reflection, Larrivee (2008) argues that 

three distinct levels of reflection are most commonly depicted in the 

literature, i.e., an initial level focused on teaching functions, actions 

or skills, generally considering teaching episodes as isolated events; 

a more advanced level considering the theory and rationale for current 

practice; and a higher order where teachers examined the ethical, 

social and political consequences of their teaching, grappling with the 

ultimate purposes of schooling. According to Watts and Lawson 

(2009) novice teachers find it difficult to evaluate their lessons 

effectively; their emphasis remains descriptive rather than analytical, 

and superficial rather than critical. This claim has resonance with 

Bean and Stevens's (2002) position who report that there were no 

instances of critical discourse aimed at evaluating the status quo of 

classrooms in the journal entries produced by novice teachers in their 

study. However, Dzay Chulims’ (2015) study showed that novice 

teachers can achieve the third level of reflection through intervention.  

 

The dynamic of reflective practice has resulted recently in a 

shift of focus onto new perspectives that are orientated to contextual 

needs of a digital era. The literature on internet-based reflection 

shows that more and more educators use Web 2.0 tools in place of 

traditional reflective tools such as journals to engage novice teachers 

in reflection (Romano, 2008). In this regard, teacher reflection can be 

enhanced with the use of social media such as WhatsApp. So, the use 

of WhatsApp has made reflection more convenient, with far fewer 

space and time constraints. A few studies have shown how WhatsApp 

can facilitate reflective practice for both novice and experienced 

teachers. Bee Choo et al. (2016) investigated the use of WhatsApp to 

support and improve eight pre-service ESL teachers’ reflective 

practice during their teaching and learning experiences in a teacher 
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education institute in Malaysia. The findings indicate that all eight 

pre-service teachers revealed positive views on the use of WhatsApp 

to help them improve their reflective practice. The instant messaging 

application helped them to be better teachers, learn from each other’s 

ideas, share all problems and solve them together.   In the same vein, 

WhatsApp was used by Prayogo and Widyaningrum (2019) to 

explore an online community of in-service teachers’ collaborative 

reflection on eight topics related to classroom practice. The six 

teacher participants wrote their reflections on WhatsApp based on the 

relevant topics after their class. The results showed that the teachers 

benefitted from WhatsApp-mediated reflection as it helped them re-

examine their beliefs and assumptions on their classroom practice in 

order to improve their teaching skills. However, the research method 

was flawed as the WhatsApp platform was not only used for 

reflection; participants also used it as a chatting forum, making it 

difficult to tell reflections from chats. In tandem with these findings, 

Farahian and Parhamnia (2022) investigated the impact of knowledge 

sharing through WhatsApp on EFL teachers’ reflective practice. This 

quantitative study showed that teachers’ sharing of knowledge via 

WhatsApp significantly impacts their reflection and suggests that 

WhatsApp can facilitate EFL teachers’ reflective practice through 

interactive instant messaging, and it can promote teachers’ 

professional development. So, the use of WhatsApp has made 

reflection more convenient, with far fewer space and time constraints. 

However, in SSA, there is still a need for studies that can show how 

WhatsApp can facilitate reflective practice for novice teachers. The 

gaps identified in the literature have shaped the two research 

questions of this study:  

 

1. How do Senegalese novice EFL teachers engage in 

collaborative reflection on WhatsApp for their 

professional development?  

2. What is the level of Senegalese novice EFL teachers’ 

reflection on WhatsApp? 

 

This exploratory study aimed to answer these research questions 

through a case study. The participants as well as data collection 

method and analysis are described in the methodology section below.  
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4. Methodology  

 

The current study is underpinned by a constructivist paradigm which  

“assumes a relativist ontology (there are multiple realities), a 

subjectivist epistemology (knower and subject create understandings), 

and a naturalistic (in the natural world) set of methodological 

procedures.” (Denzin & Lincoln, 1998, p. 27). A constructivist 

philosophical belief about reality lends itself to qualitative research 

methodologies. The choice of qualitative methodology is justified in 

relation to the research paradigm, and from an epistemological 

perspective, a qualitative approach appeared to be most appropriate 

for this study. Furthermore, qualitative methods typically produce a 

wealth of detailed information about a much smaller number of people 

and cases, which increases the depth of understanding of the cases and 

situations studied (Patton, 2002). A case study method was used in this 

this study. The choice of using a case study approach was justified by 

the research paradigm and the epistemological framework of the 

study. The participants and data collection process and analysis were 

part of Diallo’s (2023) study for the purpose of his PhD thesis.  

 

    4.1. Research participants  

The eight participants in this study were recruited from the 2021 

cohort of NTs of the English Department of Cheikh Anta Diop 

University’s faculty of education, following a convenient sampling 

method. There were six male and two female NTs who had been 

teaching for four months at the start of the study. Six of them (four 

males and two females) were teaching in lower secondary schools and 

two (males) in upper secondary schools. They were between 24 and 

34 years of age. As mentioned above, they did their training together 

as lower and upper secondary school teachers of English, some were 

even in the same class.  When they graduated, they were recruited by 

the government and posted in different places in Senegal. All of them 

were teaching in remote rural areas, the nearest was 200 km away from 

the capital city Dakar, and the farthest was 700 km away. For ethical 

purposes, I assigned a pseudonym to each of the NTs. The 

pseudonyms were picked at random from common Senegalese 

forenames and they reflect the cultural diversity of the context.   
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    4.2. Data collection  

 Data collection in this study was carried out in the midst of the 

COVID-19 pandemic and the restrictions imposed by authorities. So, 

data were collected using WhatsApp.  WhatsApp can facilitate EFL 

teachers’ reflective practice and might enhance their professional 

development (Farahian & Parhamnia, 2022). Research has shown that 

WhatsApp is being increasingly  used to gather data on teacher 

reflection (Bee Choo et al., 2016; Prayogo & Widyaningrum, 2019). 

All participants were equipped with smartphones with new sim cards 

and telephone numbers. WhatsApp software was downloaded on each 

telephone using participants’ assigned pseudonyms. Data were 

collected over a period of four months, i.e., from May to August 2021. 

 

  A closed WhatsApp group was set up of which only I and the 

participants were members. Every time I introduced a topic informed 

by group reflection data, I invited NTs to react freely for two to four 

days depending on their availability. Altogether, three WhatsApp 

reflections were organised throughout the four months of the study on 

the following themes: Sharing tips about teaching listening, Learner 

motivation, and The use of French in the classroom, these themes were 

informed by group reflections. NTs were given freedom about the 

nature of their posts, i.e., written posts, vocal messages, emoticons, 

etc. They were encouraged to only post comments related to the 

discussions and avoid forwarding irrelevant materials. The data 

collected was rigorously analysed, as described in the section below.    

 

     4.3. Data analysis 

Thematic analysis (TA) was used in this study, applying both an 

inductive and deductive approach. Creswell (2013) argues that this 

complex reasoning allows researchers to analyse data from both 

perspectives, i.e., researchers use a bottom-up process to build their 

themes inductively from the database as well as a deductive process 

through which a-priori built themes are checked against the data. 

Inductive TA was chosen to analyse the data in this study because it 

is compatible with the constructivist paradigm underpinning this 

study, as the development of the themes themselves involves 

interpretative work (Braun & Clarke, 2006). The inductive analysis 
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followed Braun and Clarke's (2006) six-step approach to TA. Firstly, 

I familiarised myself with the data through transcribing and 

generating initial ideas. After generating a list of initial ideas about 

what was interesting about the data, I moved to the second step and 

started generating the first codes. Thirdly, I worked systematically 

through the entire data set to identify codes that recurred in a 

patterned way to generate initial themes. Then, I reviewed the themes 

and see if any combination, separation, or refinement was necessary. 

The fifth phase involved defining and naming the themes. The last 

phase began when a set of fully worked-out themes was obtained, and 

it involved writing the findings.  

 

Simultaneously, a deductive approach was applied to 

emerging themes related to levels of reflection based on Diallo’s 

(2023) mixed typology. So, there was only one deductive theme, i.e., 

Level of reflection which was built from the mixed typology informed 

by the literature review. This theme hosted three codes: 

“Descriptive/Surface”, “Comparative/Pedagogical”, and “Critical”.  

 

NVivo also was used to deepen the analysis of the data. 

Software like NVivo augment researchers’ capacity to access, sort, 

and code data (Seale et al., 2011). Themes, sub-themes, and codes 

that were initially identified manually were also created in the 

software and each code was given a short description that reflected 

the aggregated ideas which formed each theme. So, opening a code in 

NVivo software allowed to retrieve all source data coded to particular 

codes.  

 

In addition to manual and NVivo TA, WhatsApp data were 

also analysed using the WhatsAnalyze mobile telephone application. 

Visualising NTs’ reflection on WhatsAnalyze revealed useful 

information such as graphs on the time of day of NTs’ reflection (see 

figure 4.1), chat timeline, or messages per person, per month, etc. 

Using WhatsAnalyze gave me useful insights into NTs’ participation 

in reflection on WhatsApp.  
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Figure 4.1 NTs' Time of day chat  

 

 
 

As shown by figure 4.1 above, NTs mostly reflected on WhatsApp in 

the evening because they had to teach classes and carry out other 

teaching-related tasks in the morning and afternoon. NTs’ 

participation in WhatsApp reflection varied depending on many 

factors such as time, interest in the topic, network coverage, etc. As 

the researcher (Ibrahima Diallo), I had to communicate a lot with the 

participants about the organisation of WhatsApp reflection, that is why 

the figure shows a higher level of my reaction compared to 

participants.   

 

This research project was carried out within the ethical 

guidelines of the British Educational Research Association (BERA, 
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2018) and The Open University (OU) Code of Practice for Research. 

A favourable opinion was granted for the research protocol by the OU 

Human Resource Ethics Committee (HREC/3906/Diallo). 

 

5. Findings 

 

NTs who participated in the study were not familiar with reflection as 

it is not part of the teacher training landscape in Senegal and there 

was no framework to guide their WhatsApp reflection.  

   

    5.1. Process of NTs’ WhatsApp reflection  

The interaction that was noted between NTs during group reflection 

was lacking in WhatsApp reflection. Whenever I launched a topic on 

WhatsApp, I invited NTs to reflect upon it. NTs mostly posted their 

opinion on the topic but did not react to their peers’ posts. The few 

reactions to posts shown by the data were mostly appreciation of views 

either in words or with a thumb up emoji. NTs did not challenge each 

other’s views on WhatsApp, which had an impact on the level of 

reflection. Additionally, NTs did not react as often as expected, as 

shown by the WhatsAnalyze application data analysis in figure 5.1. 
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Figure 5.1 NTs' messages per person on WhatsApp 

 

 
 

Figure 5.1 shows messages per person in the WhatsApp group. As 

mentioned earlier, I posted many messages because I used the 

application to organise group and WhatsApp reflections, for example, 

communicating dates and times of reflection sessions, launching 

reflection topics, sending links and Zoom meeting information. The 

figure shows that Seydi, Elhadj, Adja and Ahmed were more active in 

the discussions on WhatsApp compared to Badu, Modou, Moro, and 

Mary. In addition, the nature of each NT’s participation was different. 

Some NTs took time to articulate their ideas in coherent posts, whereas 

others like Seydi posted just a list of ideas, without any connection or 

elaboration, or like Mary who was very laconic, posting just a few 

words.  
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Comparing group reflection and WhatsApp reflection showed 

how NTs engaged in collaborative reflection depended on whether 

they reflected synchronously online in group or asynchronously on 

WhatsApp. Nevertheless, both group reflection and WhatsApp 

reflection were characterised by repetitions.  

 

WhatsApp reflection topics were informed by group 

reflection, which were in turn informed by post-lesson reflection. So, 

there was a link between the three types of reflections, that was why 

some repetitions were noted in WhatsApp data. This was particularly 

noticeable in the first WhatsApp reflection, where NTs shared tips 

about teaching listening that they had already shared during group 

reflection. For instance, Seydi brought again the idea of “learner-

centredness, learners’ needs, and interests”, Adja shared again her 

“Pens down!” strategy and Elhadj pointed out the importance to “give 

students time to remember what they have listened before correcting 

the task”. All these points that surfaced in WhatsApp reflection were 

already mentioned in group reflection. Other issues from group 

reflection were discussed in WhatsApp reflection too, for example, 

Seydi raised student punishment discussed earlier in group: 

 

Seydi: BTW, Adja will approve the candies rather than the 

stick😂😂😂. Oh! and my slaps. Now I have given up 

slapping my students thanks to Adja and the reflection. The 

last one was awesome. 

Elhadj: Yes, she will. Better late than never. 

 

[Seydi/Elhadj/WhatsApp/Refl2] 

 

During the second group reflection, Seydi and Elhadj said that they 

used corporal punishment on their students and Adja advised them to 

refrain from doing so. In the extract above, taken from the subsequent 

WhatsApp reflection on learner motivation, Seydi alludes, with fun, 

to Adja’s disapproval of the practice with emojis.  

 

In addition, during WhatsApp reflection, NTs often referred 
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to concepts related to the communicative language teaching (CLT) 

approach, just as they did in group reflections. The issues and ideas 

raised in group reflection that emerged during WhatsApp reflection 

showed a kind of continuum in NTs’ reflections. However, repeating 

the same idea in several reflections limited opportunities for in-depth 

collaborative reflection.  

 

WhatsApp reflection also gave NTs an opportunity to share 

their tips about teaching listening. For instance, Ahmed focused on the 

tasks and the teacher’s role for a successful listening lesson: 

 

Ahmed: Listening is a skill as you all know. Teachers should 

bear in mind the fact that it should not be a memory test, even 

in our mother tongue, we listen for a specific purpose. That's 

why the task should be given first, with clear instructions, 

before we play the audio. Tasks should be simple, interesting, 

and varied. Activities like gap filling, matching, table filling, 

etc. are very helpful and instructive. The success of a listening 

lesson depends on the way the teacher monitors the class. 

Never go on correcting the activities before checking students' 

work in order to give another chance to those who are still 

struggling to carry out the task. 

[Ahmed/WhatsApp/Refl1] 

 

Ahmed believes that listening should be done for a purpose, that is 

why students should be given the task first before playing the audio. 

He insists on the importance of giving clear instructions, which was 

emphasized by Adja and Moro’s posts, who even suggested using 

French to make instructions accessible to all students, no matter their 

level. Adja added that the students should be allowed to read the text 

before engaging in the task. Ahmed thinks that the teacher plays an 

important role in the outcome of the listening lesson, which was 

approved by Mary who posted that the teacher should be a monitor, a 

guide and a facilitator for a successful listening lesson.  

 

 The reflection on the use of French was launched on 

WhatsApp after the group reflection on ELT issues, during which NTs 

discussed whether to give instructions in English or in French.  
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Some NTs like Badu did not limit the discussion on French, but 

addressed the use of L1 in EFL context: 

 

Badu: To me L1, whether it is Wolof or French or another 

language, should be used whenever the teacher believes that 

resorting to it can help learners understand. We are in a 

multilingual context, so comparing or contrasting L1 with L2 

can be very useful to clarify or make certain grammar rules 

accessible to learners. Besides using L1 can facilitate the 

understanding of certain idiomatic phrases of the target 

language which would have been harder for the learner to 

grasp if we had only used the target language to teach them. 

 

[Badu/WhatsApp/Refl3] 

 

Badu brings the L1 debate to WhatsApp and argues that, whether it 

refers to Wolof, French or another language, L1 can be used in the 

classroom whenever necessary. He points out the relevance of using 

L1 in teaching English in a multilingual EFL context like Senegal. The 

use of L1 in the classroom is one of the hot topics in ELT and it 

aroused lots of interest among NTs in this study. During group 

reflection, NTs tried to justify the use of French by the multilingual 

context of Senegal, and in their WhatsApp reflection NTs broadened 

the discussion and gave different perspectives on the use of the L1 in 

general in the classroom. So, this shows how one issue worthy of 

reflection evolved over different reflections and helped better 

understand what Senegalese NTs reflect about. NTs’ levels of 

reflection were also considered vis-à-vis different types of reflection 

as reported in the next sub-section. 

 

    5.2. Senegalese NTs’ level of WhatsApp reflection 

NTs’ levels of reflection refer to how deep they reflected. The data 

revealed that NTs reflected at two of the three levels of reflection, i.e., 

at surface/descriptive and comparative/pedagogical levels, in varying 

degrees on WhatsApp in the study. 

 

 According to Larrivee (2008), at surface level, teachers’ 

reflection focuses on strategies and methods used to reach 
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predetermined goals, and teachers are concerned with what works 

rather than with any consideration of the value of goals as ends in 

themselves  Looking into WhatsApp reflection through the lenses of 

Diallo’s (2023) mixed typology, it appears that most of NTs’ 

WhatsApp reflection remained at surface level. Elhadj’s WhatsApp 

post is an example of surface reflection in context: 

 

Elhadj: Hello everyone. Tips for an effective listening: 

 

- Make sure the material is adequate for learners' level. 

- Do a pre-vocab teaching if it can help them better grasp 

the information. 

- Explain the instructions clearly. 

- Allow them to read the instructions before playing the 

material. 

- Play it as many times as necessary. 

- Give them time to remember what they listen before 

correcting. 

[Elhadj/WhatsApp/Refl1] 

 

During the first WhatsApp reflection on sharing tips about listening, 

Elhadj posted the list above, without any analysis or justification of 

the tips. This post exemplifies reflection at surface level. There are 

many more examples in the WhatsApp reflection data in which NTs 

seemed more concerned with what works rather than with any 

consideration of the value of goals as ends in themselves, which 

suggests surface reflection (Larrivee, 2008). 

 

At the second level of reflection in the mixed typology, i.e., 

comparative or pedagogical level, teachers’ reflection involves 

thinking about the matter for reflection from a number of different 

frames or perspectives. In regard to WhatsApp reflection, there were 

not many posts that could be considered as second or pedagogical 

reflection in the context of the study. Very few posts could be 

considered second level reflection, and Ahmed’s post is a case in 

point: 

 

Ahmed: Every teaching needs a medium. The latter is, as  
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Seydi terms it, the “crutch” that is used to give knowledge to 

learners. In language classroom, the target language should 

mainly be used as medium. However, there will surely be 

instances which require the use of L1. According to 

Finocchiario (1974), ''we delude ourselves if we think that the 

new student is not translating each new English item into his 

or her native language when he or she first meets it". But in 

the Senegalese context, where French is not necessarily our 

students' mother tongue, its use can be a pedagogical obstacle. 

That's why I am very reluctant to use French only without 

clarifying the message in the mother tongue. I use both 

languages [French and Wolof] to explain some difficult 

points. 

[Ahmed/WhatsApp/Refl3] 

 

The extract above is Ahmed’s post on The use of French in the 

classroom which was the third reflection topic on WhatsApp. Ahmed 

uses a quote from the literature to substantiate his point. French can be 

considered as an L2 in the Senegalese context as it has official status. 

For the purpose of reflection, French was used by default to avoid 

using the term L2 which might be confusing to NTs. Nevertheless, 

Ahmed points out that French is not students’ native language (L1), 

but it is the language of education in Senegal. So, Ahmed uses both 

French and students’ mother tongue to address their difficulties in 

English. Such a post is an example of pedagogical reflection just like 

Badu’s perspective on theory and practice above. There were a couple 

of posts like Ahmed’s that can be categorised as second level in the 

WhatsApp reflection data.  

 

 There was no evidence of critical level reflection in 

WhatsApp data in this study. This was somehow due to culture, as 

Senegalese people avoid open contradiction and disagreement in their 

interactions, particularly in public. As said in the second part of this 

article, Kersa might have prevented some NTs to express 

contradicting views. Therefore, some NTs avoided challenging their 

peers’ views for fear they should consider it as a personal attack, which 

had an impact on the criticality of their reflection.  
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 However, the second level of reflection was achieved partly 

thanks to the sense of collaboration highly valued in the context of the 

study, which was conducive to quality reflection. NTs created a non-

threatening atmosphere during group reflection that supported 

enhanced collaborative reflection. NTs used emojis on WhatsApp to 

show humour, which made WhatsApp reflection exchanges 

expressive. The relaxed atmosphere in which NTs reflected together 

fostered confidence, trust and support between them which was 

propitious for collaborative reflection. Furthermore, NTs displayed 

some Senegalese values that enhanced their reflective practice such as 

sharing, which is considered as a cardinal value among Senegalese 

people, that is why Senegal is known as Le pays de la téranga1. NTs 

were prompt to share good practices during WhatsApp reflection. 

 

6. Discussion 

 

The findings in this study are discussed in relation to each of the 

research questions and the wider context of the existing literature on 

reflective practice. The discussion revolves around the major themes 

that emerged from the findings. i.e., focus, process, and level of 

reflection. 

 

This study has revealed the nature of Senegalese NTs’ 

reflection by highlighting how they reflected in the absence of any 

reflective framework. Although there are guides and frameworks 

available in the literature to scaffold teachers’ reflection (e.g., 

Farrell’s (2015) framework), none of these was used in this study. 

These frameworks are deemed not suitable for the context of the 

study, as most of them require pre-existing knowledge in reflective 

practice that NTs in this study did not have (Larrivee, 2008; Birbirso, 

2012) because reflection is not part of the teacher education 

programmes in Senegal. 

 

As NTs could not reflect exhaustively on the key issues 

related to their classroom practice in group reflection because of time 

constraints, WhatsApp provided them with space to continue their 

                                                
1 Le pays de la téranga can be translated as: the country of hospitality. 
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reflections. NTs shared tips and experiences on teaching listening and 

also discussed topics such as learner motivation and the use of French 

in the classroom. All NTs recognised in the end-of-study interview 

that the topics discussed were very relevant to their context and 

helped them improve their teaching practice. Bee Choo et al.'s (2016) 

study also revealed positive views on the use of WhatsApp for novice 

teachers, as it helped them improve their reflective practice, and they 

became better teachers by learning from others’ ideas, sharing all 

problems and solving them together. Similarly, Prayogo and 

Widyaningrum (2019) reported that using WhatsApp helped teachers 

to examine their classroom practices through what they assume and 

believe to increase their skills in teaching, for example, classroom 

management, teaching approaches, and decision making. However, 

there were some issues related to WhatsApp reflection experienced 

by teachers reported by Prayogo and Widyaningrum (2019) and 

which are also mentioned in this study. NTs in this study shared the 

same EFL context as Prayogo and Widyaningrum’s (2019) teacher 

participants, and were also mindful about their writing style while 

posting their reflections on WhatsApp. This was exemplified by 

Seydi who typed another message after his post to apologise about his 

mistakes in his previous entry. This is closely linked to the cultural 

background of the study where NTs, just like in Prayogo and 

Widynaningrum’s (2019) study, endeavoured to show the image of a 

“good English teacher” who has a good command of English.   

 

WhatsApp reflection was meant to offer NTs opportunities to 

reflect instantly in a non-threatening space. Although the instant 

messaging application was time and space efficient for reflection and 

offered different language possibilities (spoken, written, emojis, etc.), 

NTs’ WhatsApp reflection remained somehow superficial. 

Participation was very limited, and the discussions were dominated 

by four NTs. 

 

Findings from the WhatsApp reflection analysis showed that 

descriptive/surface level was prevalent in NTs’ reflection, though 

there were few instances of second or comparative/pedagogical level. 

NTs’ reflection on WhatsApp was primarily a compilation of simple 

posts and interactions which did not demonstrate much reflective 
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content, remaining just at first and second levels. This might have 

been the case because they lacked the language to reflect effectively, 

as they reflected in English, which is a foreign language in their 

context. Similarly Killeavy and Moloney's (2010) study found that 

teachers’ reflections in social space involved only first level reflection 

comprising descriptions of practice or of current state rather than 

analysis. Naci Kayaoğlu et al.'s (2016a) study revealed similar 

findings. The authors traced a novice teacher’s development 

throughout her reflective journey and reported that her most 

frequently occurring reflective practice was general reflection (n = 

43) and a frequency of 70% evidence that the novice teacher engaged 

in a general descriptive reflection. Descriptive reflection seems to be 

a common feature of reflection among NTs from different contexts, 

and it was prevalent in this Senegalese study.  

 

WhatsApp reflection was supposed to be teacher-led, that was 

why, as the researcher, I did not interfere in NTs’ interaction. With 

hindsight, it would have been judicious to encourage NTs to express 

different opinions and remind them that challenging their peers’ 

views was part of reflective practice. This position is resonant with 

Hall's (2018) who arrived at the conclusion that while using online 

platforms, most teachers would need explicit support to move beyond 

basic descriptions of their practice and engage in critical reflection. 

To gain more benefits of WhatsApp reflection, Prayogo and 

Widyaningrum (2019) suggested that teachers should be encouraged 

to interact with each other like in the same way they do in their daily 

communication, using their own language or be given opportunities 

for codeswitching.  

 

Some researchers like Larrivee (2008) argue that without 

carefully constructed guidance, prospective and novice teachers seem 

unable to engage in pedagogical and critical reflection. However, this 

study showed that novice teachers are able to reflect at the second 

level without structured guidance. This study supported the idea that 

it is possible for teachers to reflect at different levels simultaneously 

depending on the topic of concern. Reflective practice should be 

viewed as existing along a continuum, and not be constrained to a 

formula, but allowed to evolve in its own loops and leaps over time 
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(Jay and Johnson, 2002). 

 

7. Conclusion 

 

This study investigated the use of WhatsApp to promote collaborative 

reflection among Senegalese NTs. The discussion on the nature of 

Senegalese NTs’ reflection has highlighted how they engaged in 

collaborative reflection and what they reflected about in this study. In 

their reflective practice, NTs focused on teaching process and context-

driven issues, which echoes the findings of many studies on novice 

teacher reflection. The descriptive level of NTs’ reflection was found 

to be common in the literature, although NTs in this study achieved 

second level of reflection without the guidance that most novice 

teachers benefitted from in other contexts.  

 

WhatsApp was used in the present study to explore a 

collaborative asynchronous reflection approach with novice teachers 

in a context where using social media in teacher reflection is under-

researched. Collaborative reflection on WhatsApp seemed a natural fit 

in the collectivist Senegalese society where the study was carried out, 

a context where teachers extensively use social media and particularly 

WhatsApp. A context where also teachers are used to collaboration 

through CPD programmes. WhatsApp offered a solution to difficulties 

in scheduling group reflection by providing an asynchronous 

environment for collaborative reflection. Online reflection seems to be 

an appropriate strategy in the Senegalese context where NTs are likely 

to work in remote rural areas, in relative isolation. This study can have 

implications for the development of a curriculum which includes 

reflective practice in pre-service teacher training in Senegal. It also 

has implications for the inclusion of reflective practice in the CPD of 

in-service teachers. The study adds to the growing body of literature 

on reflection in sub-Saharan Africa and argues for a context-specific 

approach to reflection.  

 

This research study contributes to research practice and 

knowledge about reflection as a whole. It highlights new 

understandings about how NTs reflect together on WhatsApp in 

contexts like Senegal. In addition to thematic analysis conducted both 
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manually and using NVivo software, this study’s use of WhatsAnalyze 

application provides a single original technique for in-depth social 

media data analysis.  

 

Nonetheless, there were some limitations to this study. The 

eight NTs that constituted the multiple case in this study were not 

representative of the wider population of NTs in Senegal. The 

timeframe of the study (four months) was not long enough to fully 

observe the development of NTs’ reflective skills over time, although 

some NTs showed significant development of their capacities to 

develop as reflective practitioners. For further research, undertaking a 

study that would involve both novice and experienced teachers might 

give more varied insights into the impact of WhatsApp reflection on 

EFL teachers’ professional development in Senegal. 
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