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The growing complexity of English as a Foreign Language (EFL) teaching, particularly in digitally mediated contexts, has intensified the need to enhance prospective teachers’ instructional performance. However, teacher education programs in many contexts, including Egypt, continue to emphasize theoretical knowledge at the expense of practice-based competencies, resulting in a gap between preparation and classroom realities. This paper proposes a conceptual framework that explains how Online Professional Learning Communities (OPLCs) can support the development of EFL prospective teachers’ instructional performance. Grounded in constructivism, social constructivism, and collaborative learning theories, the framework conceptualizes OPLCs as dynamic, technology-mediated environments that promote professional growth through collaboration, reflective practice, and peer feedback. The proposed model is structured around three interconnected components: input (digital tools and collaborative structures), process (interactive and reflective learning practices), and output (enhanced instructional performance). The paper critically examines the affordances and challenges of OPLCs, emphasizing that their effectiveness depends on purposeful design, sustained engagement, and institutional support. By providing a structured and context-sensitive model, this study contributes to the literature on teacher education and offers practical implications for integrating OPLCs into EFL programs. The paper concludes by highlighting the need for empirical research to validate the proposed framework and examine its impact on teacher development.
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English has become a fundamental requirement for global communication, positioning English as a key component in education systems worldwide. Within this context, teachers play a central role in shaping not only students’ academic achievement but also their future participation in society. Teachers are often considered the most influential school-related factor affecting student learning outcomes, as they are responsible for designing instruction, facilitating learning, and supporting students’ development (Mulianti, 2026; Ozcan, 2021). Consequently, the preparation of prospective teachers has become a critical priority, particularly in English as a Foreign Language (EFL) contexts.	Comment by DR . SABWANI: Correct grammar
In recent years, the role of teachers has become even more complex due to rapid educational changes, especially those associated with the global shift toward digital and blended learning following the COVID-19 pandemic (Archambault et al., 2022). Teachers are now expected not only to deliver content but also to manage online environments, sustain student engagement, and continuously adapt instructional practices. This shift has placed increasing demands on teachers’ instructional performance, which encompasses the planning, implementation, management, and evaluation of instruction in alignment with learners’ needs and curriculum standards (Aspandi & Muttaqin, 2025).
Instructional performance is widely recognized as a multidimensional construct that reflects teachers’ professional competence. It includes the ability to set clear objectives, design meaningful learning activities, select appropriate teaching materials, manage classroom interaction, and provide effective feedback (Chyung, 2008; Ogwa & Hart, 1985). Additionally, international standards for teacher education, such as those proposed by TESOL (2019), highlight key domains including planning, instruction, assessment, and professionalism, all of which contribute to effective teaching performance. From a practice-based perspective, teacher development is not limited to theoretical knowledge, but rather involves the development of practical, context-bound skills embedded in authentic teaching situations (Chong et al., 2008).	Comment by DR . SABWANI: Avoid old literature, use 2019 onwards. Escalate in the entire document
Despite this growing emphasis on instructional performance, significant challenges persist in many EFL contexts, particularly in the Egyptian educational system. Teacher preparation programs in Egypt have traditionally focused on theoretical knowledge and written assessment, often at the expense of practical teaching competencies (Mekheimer, 2025). Student-teachers frequently progress through their programs based on written examinations, with limited opportunities to engage in authentic teaching practice or to develop instructional skills in real classroom settings (Yılmaz et al., 2025). As a result, many prospective teachers struggle with essential aspects of instructional performance, such as lesson planning, classroom interaction, and the effective use of teaching strategies.
Moreover, the dominance of traditional, teacher-centered approaches in Egyptian classrooms further limits opportunities for active learning and professional growth. Instruction is often characterized by memorization and passive knowledge transmission rather than interactive and student-centered practices (El-Fiki, 2012). This creates a gap between theoretical preparation and practical teaching requirements, leaving prospective teachers underprepared for the realities of classroom instruction (Eid, 2020). In addition, existing professional development initiatives are often short-term and lack sustained collaborative engagement, which reduces their impact on improving instructional practices (Assem et al., 2023).
These challenges highlight the need for innovative and sustainable approaches to teacher development that move beyond traditional models and emphasize collaboration, reflection, and continuous professional learning. One promising approach is the use of Professional Learning Communities (PLCs), which are widely recognized as effective frameworks for enhancing teacher performance. PLCs are based on collaborative inquiry, shared practice, and reflective dialogue, enabling teachers to learn from one another and improve their instructional practices (Parker et al., 2011; Harris & Jones, 2025). Through ongoing interaction and knowledge sharing, PLCs create opportunities for teachers to critically examine their practices and develop more effective instructional strategies (Buffum, 2008).
With the increasing integration of technology in education, PLCs have evolved into Online Professional Learning Communities (OPLCs), which provide flexible and accessible platforms for teacher collaboration and professional development. OPLCs allow prospective teachers to engage in continuous learning, share experiences, and receive feedback regardless of time and place constraints (Belay & Dejene, 2025). This is particularly relevant in contexts such as Egypt, where structural and logistical challenges often limit face-to-face collaboration (Marey et al., 2022). By leveraging digital tools, OPLCs can support the development of instructional performance through sustained interaction, peer feedback, and reflective practice.
However, despite the recognized potential of OPLCs, there is a lack of clear conceptual frameworks that explain how these communities can specifically contribute to the development of EFL prospective teachers’ instructional performance. Much of the existing literature focuses either on general teacher development or on isolated skills, without providing an integrated model that links collaborative online learning with instructional practice (Johnson & Fargo, 2014; Kennedy, 2014).
Therefore, this paper aims to propose a conceptual framework that explains how Online Professional Learning Communities can support the development of EFL prospective teachers’ instructional performance. By integrating theoretical perspectives on collaborative learning and teacher development, this framework seeks to provide a structured understanding of the processes through which OPLCs can enhance teaching practices in EFL contexts, particularly within the Egyptian educational setting.
2. Theoretical Foundations Underpinning Online Professional Learning Communities
2.1 Constructivism
Constructivism provides a foundational theoretical lens for understanding learning within Online Professional Learning Communities (OPLCs), as it conceptualizes knowledge as actively constructed rather than passively transmitted. From this perspective, teacher learning is viewed as a dynamic, context-bound process shaped by engagement, reflection, and interaction with authentic teaching experiences (Hord, 2009; Kiraly, 2014). This challenges traditional models of teacher education that prioritize knowledge transmission and memorization, instead emphasizing practice-based and experiential learning.	Comment by DR . SABWANI: Check grammar
Within OPLCs, constructivist principles are reflected in activities that require prospective teachers to engage in authentic instructional tasks, reflect critically on their practices, and reconstruct their understanding through continuous feedback (Aljohani, 2017). Such environments support deeper learning by allowing participants to integrate new knowledge with prior experiences in meaningful ways.
However, while constructivism emphasizes active engagement, it does not fully account for the inherently social and interactive dimensions of professional learning (Krahenbuhl, 2016). This limitation necessitates the integration of more socially oriented perspectives to fully explain learning processes within OPLCs.
2.2 Social Constructivism
Social constructivism extends the constructivist perspective by emphasizing that knowledge is co-constructed through social interaction, dialogue, and shared meaning-making. Rooted in progressivist educational traditions, it highlights collaboration as a central mechanism for learning and professional development (Huffman & Hipp, 2016).
In the context of OPLCs, social constructivism is particularly significant, as it frames teacher learning as a collective endeavor rather than an individual process (Belleza¸ 2022). Through collaborative inquiry, discussion, and negotiation of meaning, prospective teachers engage with diverse perspectives that challenge their assumptions and deepen their professional understanding (Brucker, 2013).
Online environments further enhance these processes by enabling continuous communication, knowledge sharing, and collaboration beyond the constraints of time and place (Zamiri & Esmaeili, 2024). As a result, OPLCs create flexible, technology-mediated spaces that sustain professional dialogue and inquiry.
Nevertheless, the effectiveness of socially constructed learning depends heavily on the quality of interaction and participant engagement. Without meaningful dialogue and critical reflection, collaboration may become superficial, limiting its impact on professional growth (Clark et al., 1996).
2.3 Collaborative Learning
Collaborative learning serves as the practical mechanism through which constructivist and social constructivist principles are enacted within OPLCs (Ostveen, 2018). It emphasizes joint engagement, shared responsibility, and the co-construction of knowledge through structured interaction (Azzioui¸ 2024).
Through collaborative learning processes, prospective teachers move beyond isolated practice and participate in collective problem-solving, reflection, and feedback. These processes enable them to analyze instructional challenges, exchange effective practices, and co-develop strategies that enhance their instructional performance (Ohlsson, 2013).
Digital tools within OPLCs further support collaborative learning by facilitating ongoing dialogue, peer feedback, and access to diverse resources (He & Bagwell, 2022). This creates opportunities for sustained professional engagement and continuous development.
However, collaboration alone does not guarantee meaningful learning outcomes. Without clear structure, purposeful facilitation, and well-defined goals, collaborative activities may become fragmented or lack depth (Krabonja et al., 2024). Therefore, the effectiveness of collaborative learning within OPLCs depends not only on participation, but on the intentional design and quality of interactions.
2.4 Critical Perspective and Implications for OPLCs
Despite the strong theoretical alignment between constructivism, social constructivism, and collaborative learning, it is important to adopt a critical perspective regarding their implementation in real educational contexts. While these theories advocate for active, learner-centered, and collaborative environments, their success is not inherently guaranteed.
The effectiveness of OPLCs depends on several contextual factors, including participants’ engagement, the quality of interactions, institutional support, and the presence of structured facilitation. As highlighted in the literature, the adoption of professional learning communities has often been supported by anecdotal evidence rather than consistent empirical validation, raising concerns about the generalizability of their impact across contexts (Rasheed et al., 2024).
Moreover, without clear pedagogical frameworks, OPLCs may fail to move beyond surface-level interaction toward meaningful professional learning (Snider, 2025). This underscores the importance of designing structured models that translate theoretical principles into effective practice.
Therefore, OPLCs should not be viewed as inherently effective frameworks, but rather as context-dependent systems whose success relies on intentional design and implementation. This highlights the need for well-structured approaches that meaningfully support the development of EFL prospective teachers’ instructional performance. 
3. Professional Learning Communities (PLC): Concept and Characteristics
3.1 Definition of PLC
Professional Learning Communities (PLCs) have emerged as a prominent approach to teacher development, particularly in response to the limitations of traditional, individualistic models of professional learning. PLCs are commonly defined as groups of educators who engage in continuous, collaborative inquiry with the aim of improving teaching practices and enhancing student learning outcomes (Buffum, 2008). Unlike conventional professional development programs that are often short-term and theory-driven, PLCs emphasize sustained, practice-based learning grounded in real classroom experiences (Johnson & Fargo, 2014).	Comment by DR . SABWANI: Use current literature
From a conceptual perspective, PLCs shift the focus from teaching as an isolated activity to teaching as a shared and reflective practice (Vescio et al., 2008). Teachers are not positioned as passive recipients of knowledge, but as active participants who collaboratively construct, evaluate, and refine instructional practices (Meihami¸2023). This is particularly relevant for EFL prospective teachers, whose instructional performance depends not only on theoretical knowledge but also on their ability to apply pedagogical strategies effectively in dynamic classroom contexts.
In the Egyptian context, this shift is especially significant. Teacher education programs have traditionally emphasized theoretical coursework and written assessments, with limited opportunities for collaborative practice and reflective engagement (Mekheimer, 2025). As a result, many prospective teachers enter the profession with insufficient preparation in key aspects of instructional performance, such as lesson planning, classroom interaction, and adaptive teaching strategies (Ali¸ 2004). PLCs, therefore, offer a promising alternative by creating structured environments where prospective teachers can engage in meaningful professional learning that directly targets instructional practice.
3.2 Key Characteristics of PLC
3.2.1 Shared Vision
A shared vision is a central feature of effective PLCs, as it provides a common direction for teachers’ efforts and aligns their practices toward improving instructional outcomes. Within a PLC, members collectively define their goals, priorities, and expectations, which fosters coherence in teaching practices and enhances professional commitment (Christensen & Jerrim, 2025). For prospective EFL teachers, a shared vision can focus on developing effective instructional performance, including the ability to design learner-centered lessons, manage classroom interaction, and implement appropriate teaching strategies (Zorde & Lapidot-Lefler, 2025).
In contexts such as Egypt, where instructional practices are often influenced by rigid curricula and exam-oriented systems, the absence of a shared professional vision can lead to fragmented and inconsistent teaching approaches (Eid, 2020). PLCs address this issue by encouraging prospective teachers to collaboratively establish instructional goals that go beyond content delivery and emphasize meaningful learning experiences (Jin et al., 2025). However, the development of a genuine shared vision requires more than formal agreement; it depends on active participation and mutual understanding among members, which may be challenging in settings where collaborative cultures are not well established (Roesminingsih & Windasari, 2025).
3.2.2 Collaboration
Collaboration is the core mechanism through which PLCs operate, enabling teachers to share knowledge, exchange experiences, and co-construct instructional practices. Through collaborative engagement, prospective teachers can discuss lesson plans, analyze teaching strategies, and collectively address instructional challenges (Kezar et al., 2024). This process not only enhances their pedagogical knowledge but also supports the development of practical skills essential for effective instructional performance.
In the Egyptian context, collaboration represents a significant shift from traditional teacher-centered models, where learning is often individual and hierarchical. Many prospective teachers have limited experience in collaborative professional environments, which may hinder their ability to fully engage in PLC activities (Jarpe-Ratner et al., 2026). Despite this challenge, structured collaboration within PLCs can play a crucial role in bridging the gap between theory and practice by providing opportunities for peer learning, feedback, and shared problem-solving.
However, collaboration in itself does not guarantee improved instructional performance. Its effectiveness depends on the quality of interaction, the level of engagement, and the presence of clear goals. Without these elements, collaboration may remain superficial and fail to produce meaningful professional growth.
3.2.3 Reflective Inquiry
Reflective inquiry is a defining characteristic of PLCs, as it encourages teachers to critically examine their instructional practices and continuously seek improvement. Through systematic reflection, prospective teachers analyze their teaching experiences, identify strengths and weaknesses, and explore alternative strategies for enhancing their performance (Dugdill et al., 2009). This process is essential for developing adaptive expertise, which enables teachers to respond effectively to diverse classroom situations.
For EFL prospective teachers, reflective inquiry is particularly important in developing instructional performance, as it supports the integration of theoretical knowledge with practical application (Hypolite et al., 2025). By reflecting on lesson implementation, classroom management, and student engagement, teachers can refine their instructional approaches and make informed decisions about their practices.
In Egypt, however, reflective practices are not consistently embedded in teacher education programs, which often prioritize content coverage over critical analysis of teaching. PLCs can address this limitation by creating structured spaces for reflection and dialogue, although their effectiveness depends on the extent to which reflection is guided, purposeful, and connected to instructional goals.
3.2.4 Collective Responsibility
Collective responsibility refers to the shared commitment among PLC members to improve teaching practices and enhance student learning outcomes. Within a PLC, responsibility for professional growth is not limited to individual teachers but is distributed across the community, fostering a sense of accountability and mutual support (Jarpe-Ratner et al., 2026). This collective approach encourages prospective teachers to take ownership of their development while also contributing to the learning of their peers.
In relation to instructional performance, collective responsibility plays a critical role in sustaining continuous improvement. Through shared accountability, prospective teachers are more likely to engage in ongoing reflection, implement feedback, and refine their instructional practices (Zorde & Lapidot-Lefler, 2025). This is particularly valuable in contexts where institutional support for professional development may be limited.
In the Egyptian educational context, where professional development is often externally imposed and individually oriented, the concept of collective responsibility represents a transformative shift. However, its implementation may face challenges related to institutional structures, cultural norms, and limited experience with collaborative professional practices. Therefore, fostering collective responsibility within PLCs requires intentional design, supportive leadership, and a culture that values collaboration and shared learning. 
4. Online Professional Learning Communities (OPLC) in Teacher Education
4.1 The Shift to Online Learning
The shift toward online learning represents a significant transformation in teacher education, particularly in response to the disruptions caused by the COVID-19 pandemic. Traditional face-to-face Professional Learning Communities (PLCs), which rely heavily on regular in-person interaction, were no longer feasible, prompting a transition toward digitally mediated forms of collaboration. This shift was not merely a temporary response to a crisis, but rather a structural change that has redefined how prospective teachers engage in professional learning.
In many educational contexts, including Egyptian higher education institutions, this transition was both rapid and challenging. Faculties of education were required to adopt platforms such as Microsoft Teams and Zoom to sustain teaching and training activities (Ni et al., 2021). While these platforms enabled continuity, they also exposed limitations in existing teacher preparation models, particularly the lack of readiness for technology-integrated instructional practices. For EFL prospective teachers, this shift highlighted the need to develop not only content knowledge but also instructional performance in digital environments, including lesson planning, classroom management, and online interaction (Jin et al., 2025).
From a theoretical perspective, the move to online learning aligns with the evolving nature of professional development, which has shifted from isolated, face-to-face training sessions to more flexible, continuous, and technology-supported models (Zhang & Liu, 2019). OPLCs emerge within this context as an extension of PLCs, maintaining their collaborative and reflective nature while leveraging digital tools to overcome spatial and temporal constraints. However, this transition also raises critical questions regarding the effectiveness of online interaction and the extent to which it can replicate or enhance the depth of face-to-face professional learning.
4.2 Advantages of OPLC
Online Professional Learning Communities offer several advantages that make them particularly suitable for supporting the development of prospective teachers’ instructional performance (Moosa et al., 2022). One of the most significant benefits is flexibility, as OPLCs allow participants to engage in professional learning anytime and anywhere. This is especially relevant for prospective teachers who often face time constraints due to academic and training commitments (Ajayi, 2009).
Moreover, OPLCs provide expanded opportunities for collaboration and knowledge sharing beyond institutional boundaries. Prospective teachers can interact with peers, mentors, and experts from different contexts, which enriches their understanding of instructional practices and exposes them to diverse pedagogical approaches (Zhang, Liu, & Wang, 2017). For example, student-teachers can collaboratively design lesson plans, analyze teaching scenarios, and discuss strategies for managing classroom interaction, all of which contribute to enhancing instructional performance.
Another key advantage is the promotion of reflective practice. Online environments, particularly asynchronous platforms such as forums and blogs, allow prospective teachers to document their experiences, receive feedback, and engage in deeper reflection compared to real-time discussions (Adsız & Dinçer, 2025). This sustained reflection is essential for improving instructional performance, as it enables teachers to critically evaluate their teaching decisions and refine their practices.
Additionally, OPLCs support the practical application of theory through the use of multimedia tools. For instance, prospective teachers can share recorded teaching sessions, observe peer performances, and provide structured feedback (Miladinović et al., 2021). This creates authentic learning opportunities that bridge the gap between theory and practice, which remains a persistent challenge in teacher education, particularly in contexts where practical training opportunities are limited.
However, while these advantages highlight the potential of OPLCs, their effectiveness depends on purposeful design and active engagement. Without clear goals and structured interaction, the benefits of flexibility and accessibility may not translate into meaningful professional learning.
4.3 Challenges of OPLC
Despite their potential, OPLCs are associated with several challenges that may limit their effectiveness, particularly in developing countries and contexts with limited technological infrastructure. One of the primary challenges is reduced engagement and motivation. Studies have shown that participants in online environments may exhibit lower levels of interaction compared to face-to-face settings, leading to uneven participation and limited knowledge exchange (Jarpe-Ratner et al., 2026). For prospective teachers, this can hinder the development of instructional performance, which relies heavily on active participation, feedback, and practice.
Technological challenges also represent a significant barrier. In many educational contexts, issues such as unstable internet connections, limited access to digital devices, and insufficient technical support can disrupt online learning experiences (Harris & Jones, 2025). For example, during the pandemic, some student-teachers struggled to attend synchronous sessions or engage fully in online discussions due to connectivity problems. These limitations directly affect the quality of interaction and reduce the effectiveness of OPLCs as platforms for professional development.
Another critical issue is the lack of structured implementation. OPLCs that are not well-designed may result in superficial collaboration, where participants share resources without engaging in meaningful dialogue or reflective inquiry (Meihami, 2023). In some cases, hierarchical practices may persist, with instructors dominating discussions rather than facilitating collaborative learning. This contradicts the core principles of PLCs and limits their impact on instructional performance.
Furthermore, the absence of a shared and systematic understanding of how to effectively implement OPLCs remains a significant challenge (Snider, 2025). While the concept is widely promoted, there is still limited clarity regarding how to employ it in a structured manner to support the development of instructional performance, particularly among prospective teachers. This highlights the need for well-designed frameworks that ensure meaningful engagement and measurable outcomes.
4.4 Digital Tools Supporting OPLC
Digital tools play a crucial role in enabling and sustaining OPLCs, as they provide the infrastructure for communication, collaboration, and knowledge sharing. Platforms such as Microsoft Teams, Zoom, and learning management systems facilitate both synchronous and asynchronous interaction, allowing prospective teachers to participate in discussions, share resources, and engage in collaborative tasks (Wang et al., 2023).
In addition, social and collaborative tools such as blogs, discussion forums, and messaging applications can support reflective practice and peer feedback. For example, prospective teachers can use blogs to document their teaching experiences and receive comments from peers, while discussion forums can be used to analyze instructional challenges and propose solutions (Ni et al., 2021). These tools create opportunities for continuous engagement and support the development of instructional performance through structured interaction.
Moreover, multimedia tools, including video recordings and screen-sharing applications, enable prospective teachers to observe and evaluate teaching practices. Recording micro-teaching sessions and sharing them within the OPLC allows for detailed analysis of instructional strategies, classroom management, and interaction patterns (Justus et al., 2024). This type of practice-based learning is particularly valuable in contexts where direct classroom observation opportunities are limited.
However, the effectiveness of digital tools depends on their purposeful integration into the learning process. Simply providing access to technology does not guarantee meaningful engagement or improved instructional performance. Instead, these tools must be aligned with clear pedagogical objectives and supported by structured activities that promote collaboration, reflection, and feedback.
5. Instructional Performance in EFL Contexts
5.1 Definition of Instructional Performance
Instructional performance refers to the set of competencies, knowledge, and skills that teachers demonstrate during the teaching and learning process. It encompasses the ability to plan, implement, and evaluate instruction effectively in ways that promote meaningful student learning (Wang, 2007). From this perspective, instructional performance is not limited to the delivery of content, but also includes the teacher’s capacity to manage classroom interactions, select appropriate teaching strategies, and respond to learners’ needs (Liu et al., 2025).
Similarly, Badawi (2009) conceptualizes instructional or pedagogical performance as a comprehensive construct that includes lesson preparation, lesson delivery, the use of teaching and learning materials, assessment practices, and the integration of technology. This view highlights the practical and applied nature of instructional performance, emphasizing its role as a bridge between theoretical knowledge and classroom practice (Lőrincz, 2023).
Teig & Nilsen (2022) further defines instructional performance as the teacher’s ability to apply knowledge and skills effectively in teaching situations. Accordingly, instructional performance reflects how well teachers translate their professional knowledge into observable classroom practices. In the context of EFL teacher education, instructional performance acquires additional significance, as it integrates both language proficiency and pedagogical competence (Lőrincz, 2023). Therefore, it represents a multidimensional construct that reflects the overall effectiveness of teachers in facilitating language learning.
5.2 Importance of Instructional Performance in EFL Teacher Education
Instructional performance is a central component of effective EFL teacher education, as it directly influences learners’ language development and classroom engagement. Effective instruction enables teachers to create meaningful learning experiences, support student participation, and facilitate the development of communicative competence.
However, several studies have revealed significant gaps in the instructional performance of EFL prospective teachers, particularly in the Egyptian context. For example, Badawi (2017) found that EFL prospective teachers’ lesson plans were often characterized by unclear objectives and repetitive or poorly selected learning activities, which negatively affected their teaching performance. Similarly, Albhnsawy and Aliweh (2016) reported that many student-teachers lack essential instructional skills required for teaching in the digital era, highlighting the need for integrating technology into teacher preparation programs (Marey et al., 2022).
Wawire et al., (2025) emphasized that EFL teacher education programs often focus on general theoretical knowledge and neglect the development of practical and technology-related competencies. This results in a gap between theory and practice, where prospective teachers are not adequately prepared to handle real classroom situations.
Taken together, these findings highlight an urgent need to enhance instructional performance within EFL teacher education programs. This need aligns directly with the present study, which proposes Online Professional Learning Communities (OPLCs) as a structured approach to support the development of these essential competencies through collaborative and reflective learning.
6. Linking OPLC to Instructional Performance Development
6.1 Collaboration and Knowledge Sharing
Collaboration within Online Professional Learning Communities (OPLCs) plays a central role in transforming instructional performance from an individual, theory-based activity into a socially constructed and practice-oriented process. Unlike traditional teacher preparation in Egyptian faculties of education, where learning is often fragmented and dominated by individual assignments, OPLCs create structured opportunities for sustained interaction and collective knowledge building (Zamiri & Esmaeili, 2024).
In the Egyptian context, many prospective EFL teachers experience limited opportunities for authentic collaboration during their preparation. As reported in previous studies and supported by informal feedback from participants in this study, collaboration is often restricted to brief group assignments with minimal coordination or accountability. These interactions rarely evolve into meaningful professional dialogue (Marey et al., 2022). In contrast, OPLCs enable continuous collaborative engagement through digital platforms, where prospective teachers can jointly analyze lesson plans, discuss instructional strategies, and negotiate pedagogical decisions (Belay & Dejene, 2025).
For example, in an OPLC environment, a group of student-teachers might collaboratively design a lesson on “describing daily routines.” Through shared documents and online discussions, one participant may suggest incorporating task-based activities, while another highlights the importance of scaffolding vocabulary (Liu et al., 2025). This kind of interaction exposes participants to alternative pedagogical perspectives, which is often missing in traditional teacher education settings (Azzioui, 2024).
However, collaboration in OPLCs is not automatically effective. Without clear facilitation, structured tasks, and accountability mechanisms, collaboration may remain superficial. Some participants may adopt passive roles, relying on more active peers, which reproduces the same imbalance found in traditional classrooms. Therefore, the effectiveness of collaboration in OPLCs depends on how well the community is structured to ensure equal participation and purposeful engagement.
6.2 Reflective Practice
In many Egyptian teacher education programs, reflection is either underemphasized or implemented in a superficial manner. Reflection is often limited to written assignments or post-lesson comments that are completed for grading purposes rather than for genuine professional growth. As a result, prospective teachers may not develop the ability to critically examine their instructional decisions or adapt their teaching strategies (Zulfikar, 2022).
OPLCs, by contrast, provide a more dynamic and continuous space for reflection. Through discussion forums, reflective journals, and recorded teaching sessions, prospective teachers can revisit their instructional practices and engage in deeper analysis (Alzayed & Alabdulkareem, 2020). For instance, a student-teacher who records a microteaching session and shares it within the OPLC can receive input not only from the instructor but also from peers. This allows them to observe aspects of their performance that may not be evident during live teaching, such as pacing, clarity of instructions, or interaction patterns (Aspandi & Muttaqin, 2025).
A critical point here is that reflection in OPLCs must be guided. Without structured prompts or critical questioning, reflection can easily become descriptive rather than analytical (Christensen & Jerrim, 2025). In such cases, participants may simply describe what they did without evaluating why certain strategies worked or failed. Therefore, effective OPLCs should include structured reflective tasks that push participants beyond surface-level reflection toward deeper pedagogical reasoning.
6.3 Peer Feedback
Peer feedback is a key driver of instructional improvement within OPLCs, as it provides prospective teachers with multiple perspectives on their teaching practices. In traditional Egyptian teacher education contexts, feedback is often limited to instructor evaluation, which can be infrequent and hierarchical (Chun-song & Zhao, 2023). This restricts opportunities for iterative improvement and reduces the diversity of feedback sources.
OPLCs address this limitation by enabling continuous peer-to-peer feedback. For example, when a prospective teacher shares a lesson plan online, peers can comment on aspects such as clarity of objectives, appropriateness of activities, and alignment with learning outcomes (Duchesne et al., 2025). This type of feedback is particularly valuable because it reflects the perspectives of individuals who are at a similar stage of professional development.
However, peer feedback in OPLCs is not always effective by default. In many cases, feedback may be vague, overly positive, or lack critical depth due to social dynamics or lack of training in giving constructive feedback (Harris & Jones, 2025). For instance, instead of providing specific suggestions for improving a lesson, peers may simply write comments such as “good job” or “nice lesson,” which do not contribute to meaningful improvement.
To address this issue, OPLCs must incorporate feedback training and clear rubrics that guide participants on how to provide constructive, specific, and evidence-based feedback. Without such structures, the potential of peer feedback to enhance instructional performance remains limited.
6.4 Professional Growth
Professional growth represents the cumulative outcome of collaboration, reflection, and feedback within OPLCs. It refers to the continuous development of teachers’ knowledge, skills, and professional dispositions over time (Zeivots et al., 2023). In the context of EFL teacher education, professional growth is directly linked to the ability to improve instructional performance in real classroom settings.
OPLCs offer a more sustainable model of professional growth by providing ongoing access to a community of practice. Through continuous participation, prospective teachers can gradually develop key instructional competencies, such as lesson planning, classroom management, and formative assessment (Näykki et al., 2021).
For example, a prospective teacher who participates in an OPLC over a semester may initially struggle with designing engaging activities. However, through repeated cycles of sharing, receiving feedback, and revising their work, they can progressively improve their instructional design skills (Li, 2024). This iterative process reflects the core principle of professional growth as a continuous and socially mediated process.
Nevertheless, it is important to critically acknowledge that OPLCs do not automatically lead to professional growth . Their effectiveness depends on sustained engagement, institutional support, and alignment with teacher education goals (Ozcan, 2021). In contexts where participation is optional or poorly structured, OPLCs may fail to produce significant improvement in instructional performance.
Therefore, professional growth within OPLCs should be understood as a deliberate and structured process, rather than a natural outcome of participation. This reinforces the argument that the success of OPLCs depends on intentional design, guided interaction, and integration within formal teacher education programs.
7. Proposed Conceptual Framework
7.1 The Need for the Framework
Although OPLCs are increasingly recognized as effective environments for teacher development, there is still a lack of a clear conceptual model explaining how they contribute to the development of EFL prospective teachers’ instructional performance. Existing studies tend to focus on isolated elements such as collaboration or reflection without integrating them into a coherent structure.
Therefore, this study proposes a simplified conceptual framework that illustrates how Online Professional Learning Communities support instructional performance through a continuous cycle of interaction and learning.
7.2 Framework Overview
The proposed conceptual framework views OPLCs as a dynamic system that operates through the interaction of three main components: input, process, and output. The framework is grounded in the concept that learning within OPLCs is not a passive experience, but rather an active and socially mediated process that transforms initial conditions into professional growth outcomes. These components are further elaborated as follows:
· The input component represents the key features and affordances of OPLCs, including digital platforms, collaborative structures, and access to shared learning resources. These elements provide the foundation that enables prospective teachers to connect, communicate, and engage in professional learning regardless of time and place. In this sense, technology functions not merely as a tool, but as an enabler of continuous interaction and accessibility.

· The process component constitutes the core of the framework, where learning and development actually take place. Through sustained interaction, prospective teachers engage in collaboration, reflective practice, and peer feedback. These processes allow them to co-construct knowledge, critically examine their teaching experiences, and refine their instructional practices. The process is cyclical in nature, as teachers repeatedly plan, act, reflect, and revise their work based on feedback and shared experiences. This iterative cycle transforms participation in OPLCs into meaningful professional development.

· The output of the framework is the development of EFL prospective teachers’ instructional performance. This includes improvements in key areas such as communication skills, pedagogical practices, classroom interaction, and feedback strategies. Over time, continuous engagement in OPLCs leads to more competent and reflective teachers who are better prepared to meet the demands of real classroom environments. Importantly, this outcome is not automatic, but depends on the quality of interaction and the extent to which the OPLC is purposefully designed and effectively implemented.
The proposed conceptual framework offers a structured and practical pathway for supporting the development of EFL prospective teachers’ instructional performance by integrating collaboration, reflection, and feedback within a technology-mediated environment. Through sustained engagement in OPLCs, student-teachers can progressively develop essential instructional competencies, gain confidence in their teaching abilities, and become better prepared to meet the demands of real classroom environments. Figure 1 illustrates the proposed conceptual framework and the interaction among its three components.
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Figure 1. Conceptual framework of OPLCs showing input, process, and output components.
7.3 Practical Example
To illustrate how the proposed framework operates in practice, consider a group of EFL prospective teachers enrolled in a microteaching course at a faculty of education in Egypt. The instructor creates an OPLC using a platform such as Microsoft Teams, where students are grouped and provided with structured tasks, shared resources, and clear guidelines for collaboration.
At the input stage, students have access to digital tools, lesson planning templates, and sample teaching materials. These resources create a supportive environment that encourages engagement and interaction. During the process stage, the prospective teachers collaborate to design lesson plans, share ideas, and prepare instructional activities. One of the students then delivers the lesson in a microteaching session, which is recorded and shared within the OPLC.
Following this, peers and the instructor provide feedback on various aspects of the teaching performance, such as clarity of explanation, classroom interaction, and use of teaching strategies. The student reflects on this feedback, identifies areas for improvement, and revises the lesson accordingly. This cycle of collaboration, reflection, and feedback continues over time, allowing for gradual improvement in instructional performance.
As a result, the prospective teacher demonstrates noticeable development in lesson planning, classroom interaction, and overall teaching confidence. This example illustrates how the components of the framework work together to transform OPLC participation into tangible improvements in instructional performance.
8. Pedagogical Implications
8.1 Implications for Teachers
[bookmark: _GoBack]The findings and the proposed conceptual framework suggest that EFL teachers, particularly prospective teachers, should adopt more collaborative and reflective approaches to their professional learning. Rather than relying solely on individual practice or traditional training, teachers should actively engage in Online Professional Learning Communities (OPLCs) as continuous spaces for professional development. Through these communities, teachers can share lesson plans, discuss instructional challenges, and engage in dialogue that supports the refinement of their teaching practices.
In the Egyptian context, where teacher preparation is often characterized by limited practical exposure, OPLCs can provide an alternative space for bridging the gap between theory and practice. For example, student-teachers can use digital platforms to share recordings of their microteaching sessions and receive feedback from peers. This allows them to identify weaknesses in their instructional performance, such as unclear instructions, limited student interaction, or ineffective use of teaching strategies, and work collaboratively to improve them.
However, it is important to recognize that participation in OPLCs requires a shift in mindset. Teachers must move from passive recipients of knowledge to active contributors within a professional community. This includes engaging critically with feedback, providing constructive responses to peers, and taking responsibility for their own professional growth. Without such engagement, OPLCs may fail to achieve their intended impact.
8.2 Implications for Teacher Education Programs
Teacher education programs, particularly in EFL contexts, should integrate Online Professional Learning Communities as an essential component of their training structure. The current reliance on theoretical instruction and limited practical exposure, as observed in many Egyptian institutions, is insufficient for developing strong instructional performance. Therefore, programs should move toward more practice-based, collaborative, and technology-enhanced approaches.
In practical terms, faculties of education can embed OPLCs within existing courses such as microteaching and teaching practicum. For instance, instructors can create structured online communities where student-teachers are required to collaboratively design lesson plans, share teaching videos, and engage in peer feedback. These activities should be guided by clear rubrics and learning objectives to ensure meaningful participation and avoid superficial interaction.
Additionally, teacher educators should play a facilitative rather than directive role. Instead of dominating discussions, they should guide inquiry, encourage reflection, and support collaborative knowledge construction. This aligns with the principles of constructivism and social constructivism that underpin the proposed framework.
Another important implication is the need to develop students’ digital and collaborative competencies. Teacher education programs should not only provide access to technology but also train prospective teachers on how to use digital tools effectively for teaching, collaboration, and professional learning. Without this support, the potential of OPLCs may not be fully realized.
9. Conclusion and Recommendations for Future Research
This paper proposed a conceptual framework for understanding how Online Professional Learning Communities (OPLCs) can support the development of EFL prospective teachers’ instructional performance. By integrating constructivist, social constructivist, and collaborative learning perspectives, the framework highlights the importance of interaction, reflection, and feedback as core mechanisms for professional growth.
The study addressed a significant gap in the literature by providing a structured model that links OPLC features to the development of key instructional competencies. It also emphasized the contextual challenges present in settings such as Egypt, where teacher education programs often lack sufficient opportunities for practical, collaborative, and technology-enhanced learning. The findings suggest that OPLCs can serve as an effective solution to bridge this gap when properly designed and implemented.
Despite its contributions, this study is conceptual in nature and therefore requires empirical validation. Future research should focus on testing the proposed framework in real educational contexts to examine its effectiveness in developing instructional performance. Quantitative, qualitative, or mixed-methods studies could be conducted to explore how different components of OPLCs influence teacher learning outcomes.
Further research is also needed to investigate the role of specific variables, such as participant engagement, quality of interaction, and facilitation strategies, in determining the success of OPLCs. Additionally, comparative studies between online and face-to-face professional learning communities could provide deeper insights into the advantages and limitations of each approach.
Finally, future studies may explore the long-term impact of OPLCs on teachers’ professional development and classroom practices, particularly after they transition into in-service teaching. Such research would contribute to a more comprehensive understanding of how collaborative, technology-mediated learning environments can support sustainable improvements in teacher education.
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