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Abstract

Reflective practice has become a buzzword in
teacher education as a mark of professional competence.
Although the significance of reflective practice has long
been acknowledged, a mutual agreement has still not
been reached on how it should be defined or what
processes should be initiated in teacher education
programs. This article explores how the paradigm and
process of reflective practice change over time, along
with a review of how reflective practice is employed in
teacher education. Furthermore, the challenges
stemming  from the literature review and
recommendations on how to resolve them are explored.
Considerations of how technology can enhance teachers’
reflective practice are also examined. Finally, the impact
of reflective practice on pre-service teachers’ professional
life is highlighted.
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Introduction

Reflective practice is usually considered a form of cyclical and
systematic inquiry where teachers carefully collect evidence about their
teaching practice in order to analyze, interpret, and evaluate their
experiences with the intention to improve their future teaching (Farrell,
2016a; Mathew & Peechattu, 2017). It is also a meaning-making
process that enables teachers to grow (Rodgers, 2002). Reflective
teachers not only aim at gaining better solutions; they also attempt to
deepen their understanding of themselves as well as how the solutions
they have discovered connect to other experiences and ideas. Indeed,
the value of reflective practice has repeatedly been confirmed
(Loughran, 2002; Yalcin Arslan, 2019). As the literature suggests,
reflective practice is a key factor that brings change to two main areas
of teachers’ professional life, namely, teacher identity and teacher
quality.

Teacher identity is a term that is used to refer to the way in
which teachers understand themselves as teachers (Mockler, 2011).
The term entails both the personal and professional aspects of a
teacher. For pre-service teachers in particular, they need to build a
strong understanding of their selves and of themselves within the
outside context as these influence their teaching quality. Reflective
practice is a key to promote this understanding (Beauchamp &
Thomas, 2009). In other words, reflective practice provides teachers
with an opportunity for their emotions, beliefs, and personal
philosophies of teaching to be challenged and refined (Walkington,
2005). For example, Slade et al. (2019) investigated a change in a
teacher candidate’s viewpoint of her students’ learning performance
after keeping a reflective journal for about approximately one semester
and found that once the teacher realized that her students were
struggling with their poverty, which led to their low learning outcomes
and classroom misbehaviors, she became more compassionate toward
them. This study aligns with Korthagen’s (2017) assertion that
reflective practice assists beginning teachers in identifying what is

going on inside their minds. For this reason, the new insights gained
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from reflection can lead to new and effective behaviors in the classroom
(Korthagen, 2017).

Secondly, reflective practice also contributes to the
enhancement of teacher quality. One aspect of teacher quality that is
impacted by reflective practice is his or her professional development,
which is often defined as how a teacher learns particular knowledge
and a set of skills within a specific context of situation (Koellner &
Jacobs, 2015). When teachers reflect on their teaching practices, their
awareness of their teaching increases, and they can then unlearn the
ineffective teaching methods which may have undesirable effects on
students’ learning experience (Ciampa & Gallagher, 2015). Meierdirk
(2017) has stated that pre-service teachers usually use reflection in
order to improve their teaching in areas of classroom activities, lesson
planning, behavioral management, and performance indicators. Alger
(2006) gives an example of how reflective practice impacts pre-service
teachers’ classroom teaching and enhances the repertoire of their
strategies when dealing with problems. After engaging in reflective
practice, pre-service teachers in Alger’s study were able to move away
from a teacher-centered classroom to a more student-centered one. In
addition, evidence from their reflection helped them gain control of the
classroom through punishment at the beginning of the first semester
before switching to a relationship-building strategy toward the end of
the second semester. Generally, reflective practice allows pre-service
and in-service teachers to stop for a moment to take a good look into
their past teaching experiences. Through the means of self-observation,
self-analysis, and self-evaluation, they can explore their experiences,
discover “the truth” about themselves, and improve their professional
life.

This article is written with the interest of reflective practice in
teacher education in mind; it aims to explore how the process of
reflective practice in teacher education can be developed over time. In
the beginning, the common practices of how reflective practice is
implemented in teacher education are examined. In a later section,
challenges faced by teachers who try to use reflective practice are

discussed and recommendations on how to tackle them are given.
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Finally, consideration of how technology can enhance reflective
practice is reviewed, and the impact of reflective practice on teacher
identity and teacher quality is highlighted.

1. Issues of Reflective Practice in Teacher Education

According to a literature review, reflective practice is a notion
that has developed over time. The first part of its evolution elicited from
the review is the changes in the reflective practice paradigm, and the
second part of its evolution concerns the process of reflective practice.
Moreover, the literature review suggests that caution be used when
teachers employ reflective practice in teaching practicums.

1.1 Evolution of the Reflective Practice Paradigm

When addressing the term “reflective practice,” two of the most
influential theorists, Dewey (1933) and Schoén (1983), have provided
some basic ideas for a common understanding of the term. Dewey sees
reflective practice as a systematic thinking task where teachers use
evidence obtained from past experience and their knowledge or beliefs
to make sensible decisions about their teaching instead of reaching
poor decisions based on routine. In other words, reflective practice and
problem-solving tasks are similar in Dewey’s view. Building on Dewey’s
work, Schon (1983) extends the concept of reflective practice to account
for the continuity of the thinking process by introducing the aspect of
timeframes in which reflection takes place. Reflection occurs not only
after gaining a teaching experience (reflection-on-action), but it can
also take place during the process of teaching (reflection-in-action).
According to Schén, teachers make decisions about their future
teaching experience based on their understanding of their previous
experiences. These two notions have been a foundation for research on
reflective practice for a long time; however, they are too restricted and
are unable to provide an understanding of the life of teachers as a
whole. Teachers investigate what they have experienced during their
teaching with the idea of “fixing” the errors that they have made (or
reflection-as-repair as termed by Freeman, 2016). Therefore, the end

result of Dewey’s and Schén’s concepts of reflective practice is too
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dominating in terms of teaching techniques or classroom behaviors
while it ignores one of the most important aspects in teaching; that is,
the teacher as a person. By overlooking their personal core qualities,
such as emotion, trust, courage, sensitivity, flexibility, decisiveness,
spontaneity, and commitment while reflecting on their past
experiences, teachers increase the risk of delivering superficial and
ineffective solutions in the next lesson (Korthagen, 2017).

Taking the previous issue into account, more holistic
approaches of reflective practice have recently been introduced by
researchers in the field of teacher education, such as Korthagen’s
ALACT model (2017) and Farrell’s framework for reflecting on practice
(2019). Wright (2010) also emphasizes that reflective practice should
focus not only on correction of teaching behaviors but also strategies
for making reflection more meaningful to the teachers. Therefore, these
recent frameworks attempt to shift the focus of reflection from action-
oriented reflection to meaning-oriented reflection. Korthagen (2017)
agrees that asking teachers to reflect on their personal core qualities
along with their teaching competencies allows them to gain deeper
awareness of their essence of the classroom problems. In other words,
reflecting on teaching competencies requires teachers to explore the
situations from the outside while they can examine themselves from
inside out when reflecting on their feelings, beliefs, and other core
qualities. This notion supports the concept of “mindfulness practice”
introduced by Mortari (2012) which asserts that teachers should be
aware of their inner lives first before solving their classroom problems
or responding to the students’ needs because teachers’ self-
understanding has a strong influence on their professional roles and

behaviors.

1.2 Evolution of the Reflective Practice Process

When it comes to executing reflective practice, pre-service
teachers may have an unclear picture of how to reflect. Three
frameworks that can be used to guide and “scaffold” the reflective

process in teacher education are introduced in this section. The first
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framework was first introduced by Gibb (1988) and is arranged in a
cycle as illustrated in Figure 1.

Figure 1
Gibb’s Reflective Cycle (1988)

Description
/_) VWhat happened? \

Action Plan Feelings
If it arose again, What were you
what would you do? thinking and feeling?
Conclusion Evaluation
What else could you What was good and
have done? bad ahout the

experience?

\ Analysis
What sense can you

make of the situation?

This six-stage framework shows the continuous development of
pre-service teachers’ reflective thinking. The six stages are described in
the following order:

Stage 1: Description — This stage asks pre-service teachers to
revisit the puzzling incident that made them curious or wish to
understand better. They then describe the details of the situation. It is
important for pre-service teachers not to make any judgements or draw
any conclusions about the incident.

Stage 2: Feelings — Here pre-service teachers explore the
thoughts or feelings that they were having when the incident occurred.
They should not make any analysis or judgements, but they have to be
aware of how their thoughts and feelings were impacted by the
incident.

Stage3: Evaluation - Pre-service teachers can evaluate what
was good or bad about the incident, and this also includes what others
did well or did not do well. Pre-service teachers should consider both,
although the incident may seem totally negative.
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Stage 4: Analysis — Pre-service teachers can justify or critique
their actions based on their existing knowledge, on the relevant
academic literature, or outside perspectives.

Stage 5: Conclusion - Pre-service teachers bring together what
they have reflected on previously in order to draw logical conclusions
about what they have learned or what they could have done differently.

Stage 6: Action plan — Considering the previous stages of the
cycle, pre-service teachers suggest a plan for improvement in a similar

situation.

The second framework in Figure 2 was developed by Korthagen
and Vasalos (2005) who believe that teachers can understand the true
meaning of a situation only when their reflection touches them
personally and gives them opportunities to explore themselves as
teachers. In this model, Korthagen and Vasalos use the analogy of an
onion to represent pre-service teachers’ reflection at different levels,
moving from the outside to the inside. The first layer allows pre-service
teachers to explore the challenges that they face; the second layer
refers to how pre-service teachers cope with the challenges mentioned
in the first layer; and in the third layer, pre-service teachers reflect on
what they can actually do to solve the challenges. They explore what
their assumptions or beliefs are toward their challenges during the
fourth layer. Their assumptions about themselves are reflected in the
fifth layer. Lastly, pre-service teachers explore what inspires and gives

meaning to their lives or their profession.
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Figure 2
The Onion Model (Korthagen & Vasalos, 2005)

/ B \
Environment — \What do | enceunter?
(What am | dealing with?)

The last framework, shown in Figure 3 below, was proposed by
Farell (2015) with the purpose to develop a holistic framework that
combines all aspects of reflection, such as the intellectual and cognitive
aspects of teaching practice, and the non-cognitive aspects of pre-
service teachers’ inner life. The framework consists of five levels:

philosophy, principles, theory, practice, and beyond practice.

Figure 3
Framework for Reflecting on Practice (Farrell, 2015)

Philosophy

{ Practice J L Theory J
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Stage 1: Philosophy - The purpose of this stage is for pre-
service teachers to reflect on their background and previous life
experiences. They gain a more in-depth picture of who they are while
collecting information about their past experiences.

Stage 2: Principles — Pre-service teachers reflect on their
assumptions, beliefs, and conceptions of teaching and learning. By
doing this, they begin to realize whether these principles are
transferred to the real classroom practice or not.

Stage 3: Theory - This stage requires pre-service teachers to
examine the plans, teaching activities, and teaching methods that they
choose to see if they can be translated in the classroom or not.

Stage 4: Practice — Here pre-service teachers examine the
observable actions of both themselves and of their students. By
observing their practice, pre-service teachers can investigate if their
actions in the actual classroom are consistent with their reflection in
the principles and theory stages.

Stage 5: Beyond practice — At this stage, pre-service teachers
are encouraged to explore and examine the moral, political, and social
issues that influence their practice both inside and outside their
teaching context.

The purpose of this article reviewing these frameworks is not to
select the best approach, but to explore the different dimensions of
reflection emphasized within each one. In this way, teacher educators
or supervisors can decide which framework is appropriate for a
particular context, as well as the needs and ability of their pre-service
teachers to reflect. Finlay (2008) asserts that pre-service teachers
should not be presented with just one reflective practice framework.
Instead, they need to be made aware that different frameworks can
stimulate different levels of reflection, so each framework should be
used selectively and appropriately.

Among the three frameworks mentioned, Gibb’s framework is
appropriate for pre-service teachers that are inexperienced reflective
practitioners. This is because it provides step-by-step guidance for
them to hold onto. Gibb begins with a simple task, asking pre-service

teachers to revisit and describe the issues that they have had in class
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before proceeding to more complicated ones. This contrasts with the
frameworks proposed by Korthagen and Vasalos and Farrell, which are
more complex and suit pre-service teachers who are more familiar with
reflective practice. Consistent with this idea, Hobbs (2007) agrees that
pre-service teachers may feel more comfortable being introduced to a
simpler and more descriptive framework in which they can safely
practice their reflection. As their confidence grows, they can then
experiment on reflective practice frameworks that demand a more

complex analysis.

1.3 Caution in Implementing Reflective Practice in the
Teaching Practicum

The teaching practicum, or as it is sometimes called teaching
practice, field experience, or internship, has become one of the most
critical aspects of teacher education programs today (Zeichner, 2002).
It serves as a bridge connecting the gap between theory and practice
because it allows pre-service teachers to apply the theoretical
knowledge and teaching techniques that they acquired in their
coursework in the real classroom setting. As a result, pre-service
teachers gain a better understanding of teaching in the real-world
context, recognize the students’ needs, and acknowledge the difficulties
in teaching that they may face in the future (Smith & Lev-Ari, 2005).
However, the teaching practicum is also recognized as one of the most
stressful times in a pre-service teacher’s life since it is his or her first
formal attempt at teaching. The pre-service teachers in Jusoh’s study
(2013) mentioned a long list of problems that they experienced during
the teaching practicum, such as their inability to apply the theory
learned into practice and lack of professional support. As such, pre-
service teachers are usually overwhelmed by stress and fear, including
fear of failure and fear of uncertainty (Harscher et al., 2004). Such
struggles may be shared among pre-service teachers from different
cultures (e.g., Chinokul, 2012; Nguyen & Baldauf, 2010). Due to the
problems and struggles pre-service teachers encounter, it is obvious
that the teaching practicum is the ideal place to develop reflective

practice, as reflection usually begins when there is a problem that pre-
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service teachers cannot solve or when there is a problem that they wish
to reconsider. According to Loughran (2002), a problem or a puzzling
situation can provoke pre-service teachers’ curiosity. If pre-service
teachers pay genuine attention to the nature of the problem, it can lead
them to new understanding and development of their professional
knowledge.

Reflective practice has proven to help pre-service teachers
develop their repertoire of teaching and to help them survive the
beginning year of teaching. Past studies have shown that reflective
practice can support pre-service teachers’ ability to overcome their fear
of performing in a real classroom setting, become more resilient in
handling the reality shock (Slade et al., 2019), and become more
adaptive in addressing the challenging issues in the classroom
(Wlodarsky & Walters, 2010). For example, Ragawanti (2015) has
reported on how reflective practice helped pre-service teachers improve
their classroom management skills. One of the study participants
struggled with dealing with a noisy class. In response to the problem,
the participant chose different methods to keep her students silent,
such as warning, scolding, and giving direct orders; however, she
failed. After reflecting on and evaluating the methods that she used
regarding this issue for a while, she realized that keeping herself calm
and patient was a more effective strategy.

Even though pre-service teachers see reflective practice as being
very important and should be integrated in teacher education and
teaching practicums, reflective practice is not without any negative
elements (Jindal-Snape & Holmes, 2009). Being cricially self-aware is
a skill that comes with experiene, and it requires a depth of
understanding to explore or examine one’s personal theories of
teaching and learning, something which most pre-service teachers
have not yet had. Their tight teaching schedules and workload may
make pre-service teachers view reflective practice as a time-consuming
process; therefore, some of them choose not to put much effort into
their reflection (Finlay, 2008). Moreover, reflective practice can become
counter-productive if pre-service teachers are forced to do so in order

to meet the requirements of the teaching practicum. According to
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Hobbs (2007), the use of reflective practice for assessment purposes
puts pressure on pre-service teachers in terms of displaying their
reflection simply to please their supervisor. Although pre-service
teachers may reflect on their experiences as required, some tend to do
it in a strategic manner. For instance, some may include classroom
evidence in their reflection as they know this would ensure better
marks, while others may even fake their reflection in order to get
approval from their supervisors. When reflective practice becomes a
“recipe-following” activity (Boud, 2010), it is operated at the surface
level where no real evidence of pre-service teachers’ engagement is
included (Mann & Walsh, 2013).

In order to help pre-service teachers acquire the ability to reflect
and overcome the problematic issues previously mentioned, it is
important that they are well supported when they engage in reflection
during the teaching practicum (Finlay, 2008). Edge (2002) asserts that
reflection should not occur in isolation, but in discussion with another
person. The reflective practice, therefore, should be considered as a
cooperative process that involves a “speaker” and an “understander.”
In agreement with this, Maksimovic and Osmanovic (2018) suggest
that pre-service teachers should share experiences with their peers as
others can serve the role of “critical mirrors” that can reflect their
actions. Discussions with peers contribute to the reexamination of pre-
service teachers’ own practice, enable them to develop new ideas about
their teaching, make them able to analyze important aspects of
teaching from different angles, etc. Therefore, reflective practice, which
is usually treated as a descriptive task by pre-service teachers, now
becomes an analytical task in which pre-service teachers can justify
their practice that can eventually result in further improvement
(Parsons & Stephenson, 2005).

2. Challenges of Reflective Practice in Teacher Education
When engaging in the process of reflective practice, pre-service
teachers can encounter a number of challenges, which are presented

as four major questions with the answers provided as follows.
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2.1 How to Foster Pre-service Teachers’ Reflection

There are various tools that pre-service teachers can employ in
order to reflect on their teaching, such as reflective journals,
collaborative learning, recording of lessons, peer observation, etc.
However, reflective journals are discussed here as they are widely used
in the field of teacher education (Jaeger, 2013). Writing reflective
journals are beneficial to pre-service teachers in different ways. First
and foremost, reflective journal writing promotes pre-service teachers’
self-awareness. Writing, according to Farrell (2016b), is a method of
reflection that allows the writers to stop and think about what they
want to say, then they “see” what has been written, and finally they
can reflect on their “written” thoughts in order to gain greater insight
into their professional life. Goker (2016) conducted a study with 16 pre-
service teachers in Turkey and asked the participants to write reflective
journals on their teaching experiences for a semester. At the end of the
semester, all of the participants were interviewed and were asked about
their perceptions of journal writing. It was found that writing reflective
journals helped the participants increase their awareness of their
teaching practice and its evaluation.

Reflective journal writing constructs and expands pre-service
teachers’ personal understanding of their teaching. Reflective journals
serve as a personal space for pre-service teachers to clarify their own
thinking process and to create a connection between their theoretical
knowledge and the real classroom (Lee, 2008). The pre-service teachers
in a study carried out by Abednia et al. (2013) stated that writing
journals helped them go beyond their current understanding of issues
and generate more ideas; moreover, the writing process encouraged
them to make a meaningful connection between their real-life
experience and the theoretical knowledge previously learned. As a
result, they could construct their own understanding of the issues
encountered in light of their personal teaching experiences rather than
borrowing ideas from others in a passive manner. Likewise, many
studies have reported the increase in pre-service teachers’ level of
reflection as a result of journal writing. For example, Lee (2008) found

that the pre-service teachers in her study improved their reasoning
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skills when reflecting on the given issues. Instead of merely responding
to reflection prompts, they referred to additional perspectives apart
from their own, which led to greater depth of understanding.

2.2 How to Pursue a Higher Level of Reflection

Despite many benefits reflective journals offer, a process of
writing reflective journals is not always flawless. In the studies
undertaken by Bell et al. (2012) and McGarr and Moody (2010), one
issue of concern is when pre-service teachers focus on the quantity of
the written journals rather than the quality. They keep writing long,
simple descriptions of classroom routines without producing deep
reflection. In fact, reflective journals that are filled with descriptions of
classroom routines are considered unproductive and are not congruent
with the attributes of reflective journals, which should be a thought-
provoking tool. In order to address this concern, there is a need to take
into account both the breadth and depth of the reflection process
(Tiainen et al., 2018). Breadth here refers to the content of the
reflection where various aspects related to personal experiences,
emotions, classroom teaching, and social contexts are discussed, while
depth suggests the interpretation and analysis of the breadth
(Thompson & Pascal, 2011). In order to become a reflective
practitioner, pre-service teachers must learn to look beneath the
surface of a situation with a more critical lens. Therefore, questions on
how to address the depth of the reflection need to be addressed. The
literature has suggested a number of frameworks that provide some
indicators of key behaviors, attitudes, and practices that can be
adopted by teacher educators and supervisors in order to guide the
reflection of their pre-service teachers.

The first framework was proposed by Hatton and Smith (1995),
where the four levels of reflection include descriptive writing,
descriptive reflection, dialogic reflection, and critical reflection, as
explained below.

Level 1: Descriptive writing — This is a description of a
situation or a report of the literature. There is no discussion or attempt

to provide reasons or justifications for the situations.

E-ISSN: 2287-0024



250 | PASAA Vol. 62 July — December 2021

Level 2: Descriptive reflection — Here there is some evidence
of deeper consideration of the situations; however, it is written in
descriptive language. The consideration is mostly done based on a
personal perspective rather than on alternative viewpoints.

Level 3: Dialogic reflection — Here there is a “stepping back”
from the situation, which leads to different levels of discussion. In this
type of writing, pre-service teachers provide evidence of dialogue with
themselves and an exploration of their role in the situation. They also
use different points of view to write their reflections.

Level 4: Critical reflection - Here the writing takes into
account the perspectives of others and considers them against the
perspectives of the writer. The writing also demonstrates pre-service
teachers’ awareness that the situation can be explained based on
multiple perspectives and is influenced by multiple, socio-political
contexts.

The second framework was proposed by Ward and McCotter
(2004). They also categorize reflection according to four levels: routine,
technical reflection, dialogic reflection, and transformative reflection.
The meaning of each level is explained below.

Level 1: Routine — Here the focus is on self-centered concerns.
Pre-service teachers cannot identify problems and usually place blame
on others.

Level 2: Technical reflection — Here the focus is on specific
teaching tasks, but the connections among teaching issues are not
considered. Pre-service teachers use assessments and observations to
mark their success or failure without evaluating the student’s learning
for formative purposes.

Level 3: Dialogic reflection — Here the focus is on the students;
pre-service teachers use assessment and interactions with students to
interpret how they are learning in order to help them.

Level 4: Transformative reflection — Here the focus is on
personal involvement with socio-political concerns and how these lead

to a change in teaching practices.
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The last framework was proposed by Larrivee (2008). It includes
four levels of reflection.

Level 1: Pre-reflection - This represents the zero level of
reflection where the pre-service teachers respond to students and
classroom situations automatically without conscious consideration.

Level 2: Surface reflection — Here the focus is on the teaching
techniques, activities, or strategies used to reach the lesson goals.

Level 3: Pedagogical reflection — Here pre-service teachers
reflect on educational goals and their underlying theories or priciples,
as well as examine the connections among those principles and
practices.

Level 4: Critical reflection — Here pre-service teachers reflect
on the moral and ethical implications for their students and the
consequences of their classroom practices.

The three frameworks presented above provide interesting
insights regarding what reflection involves, which may help teacher
educators, supervisors, and pre-service teachers understand different
levels of the goals that need to be achieved.

2.3 How to Engage Pre-Service Teachers in Reflective
Practice

One of the main challenges when using reflective practice in
teacher education is that reflection is a concept that can be “too big,
too vague, and too general for everyday application” (Korthagen &
Wubbels, 1995). This is why asking pre-service teachers to reflect
without careful guidance may prevent them from actually engaging in
reflection.

Although the concept of reflective practice is usually presented
as an individual matter, it is not necessarily carried out in isolation.
The literature suggests that sharing individual reflection with a
supervisor or peer enables pre-service teachers to establish new
understanding about their teaching. Specifically, their peers can ask
reflective questions, help scaffold underlying values and thoughts,
voice alternative perspectives, and challenge the assumptions of

everyday practice (Karnieli-Miller, 2020). The findings reported by Goen
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(2016) indicate the positive influence of reflective practice on pre-
service teachers’ ability to reflect after participating in a peer coaching
reflective practice where they took turns observing their peers’
classrooms and worked together to identify problems and solutions.
The results revealed that the participants’ ability to reflect increased at
the end of the study; they focused more on the meaning behind their
actions, began to challenge their assumptions about teaching and
learning, and looked for alternative ways to respond to classroom
challenges. Similarly, the results of Smith’s study (2002) also revealed
that supportive comments from supervisors and peers helped pre-
service teachers in the study develop concrete ideas. However,
Beauchamp (2015) argues that those that are involved in supporting
pre-service teachers’ reflection should learn an appropriate way to do
so. If the questions or prompts are overly leading or repetitive, pre-
service teachers may opt for the strategic reflection mentioned by
Hobbs (2007).

2.4 How to Nurture Pre-Service Teachers’ Reflection in
Emergency Remote Teacher Education

The COVID-19 outbreak has impacted education and teacher
education. This global crisis has forced an unexpected transition from
face-to-face to remote teaching as many schools and universities are
closed at the time of this writing, and teacher education is no exception.
There is a need to provide a more systematic approach to teacher
education that facilitates remote teaching and learning experiences.

Although teaching practicum may vary from one teaching
education program to another, supervision, classroom observation,
and reflective practice are considered common practices shared among
most programs. During the practicum, pre-service teachers are
assigned to teach in real classrooms under the observation and
supervision of a supervisor. Classroom observation is usually divided
into three stages: pre-lesson observation, observation, and post-
observation which require pre-service teachers and the teacher
supervisor to meet face-to-face and in a one-to-one manner. To

exemplify, pre-service teachers and the supervisor meet in the
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university setting for a specific meeting where they discuss lesson
plans. Later on, the supervisor observes pre-service teachers’ teaching
in an actual class. After the class is dismissed, they meet face-to-face
to discuss the strengths and weaknesses of the lesson observed in
order to elicit a better solution. In this scenario, the opportunity for
reflective practice is hindered because of several obstacles, such as
time and travel constraints (Hixon & So, 2009). To deal with this
concern, various technologies have been introduced in order to offer
pre-service teachers more opportunities to reflect.

A literature review on computer-supported courses has revealed
important elements that contribute to effectiveness of reflective
practice. In addition to providing students with access to technology,
computer-supported courses have to include clear explanations,
scaffolding, and effective feedback, as well as opportunities for peer
interaction and collaboration. They should also equip students with
strategies to work independently at home (Bond, 2020). Suphasri
(2015) has proposed a model that illustrates how pre-service teachers’
reflection can be assisted during the teaching practicum with the use
of technology.
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Figure 4
Blended-learning Supervision Model (Suphasri, 2015)
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In contrast to the traditional classroom observation process
mentioned earlier, different technologies implemented at each
observation stage offer pre-service teachers opportunities to engage in
reflection despite limitations of time and place. At the pre-observation
stage, the supervisor can provide pre-service teachers with support
regarding their lesson planning through e-mail or via an online chat
platform. A conversation during this stage helps pre-service teachers
prepare their actual teaching. At the observation stage, a video of pre-
service teachers’ lesson can serve as a stimulus for activating their
reflection during the post-observation stage. Feedback from the
supervisor is useful as it can encourage pre-service teachers to
consider their teaching practice based on a perspective of an expert.

Watching the recorded video can also enable pre-service
teachers to assume the third-person role when going over any teaching
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elements or incidents that might have gone unnoticed. Afterwards,
writing a reflective journal means an opportunity for pre-service
teachers to have a mental dialogue with themselves. Finally, sharing
their written journal online allows them to make a useful contribution
to the community and watching and giving comments to their peers’
videos and reflective journals can make pre-service teachers engage in

meaningful reflection as well.

3. Considerations Regarding Using Reflective Practice in Teacher
Education

3.1 The Use of Technology to Enhance Reflective Practice

As our society navigates through the 21st century, technology is
playing a prominent role in everyone’s life. A growing number of studies
have explored how technology can be employed to promote pre-service
teachers’ reflective practice. The benefits of using two types of
technology, namely, video and social media, are explored below.

The power of using digital videos as a means to facilitate pre-
service teachers’ reflection has been widely accepted. Videos allow for
the complexities of the classroom to be captured in real-time (Wang &
Hartley, 2003). With the power of video recording, pre-service teachers
can see their teaching practice from a “self-as-observer perspective”
(Quigley & Nyquist, 1992). Stockero (2008) has reported that pre-
service teachers who use a video case-based curriculum engage in
deeper reflection. Additionally, Rosaen et al. (2008) point out that
video-supported reflection, compared to memory-based reflection,
enables pre-service teachers to shift the focus of their reflection on
classroom management from technical issues to pedagogical issues.
However, although videos do provide content that can be revisited
throughout the reflection process, using only videos in the process
cannot assure a high level of reflection (Gelfuso & Dennis, 2014). A
combination of videos and interaction with the supervisor and peers
can create a good condition for reflective practice to more effectcively
develop.

Taking the benefits of technology and interaction with others

into account, social media is another promising means for pre-service
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teachers to develop the ability to reflect. This is social medial creates
a sense of community where people are encouraged to collaborate,
discuss, share, and challenge ideas and beliefs (Iredale et al., 2020).
Therefore, social media can be utilized as a platform where pre-service
teachers share their teaching videos and their reflective journals. With
the asynchronous characteristic and delayed-time messaging form of
social media, pre-service teachers can reflect on their own practice as
well as others’ practice in their own time and at their own place. In one
study, Okseon (2010) asked four pre-service teachers to write reflective
journal entries and post each of entry on an online community website.
They were also asked to select a journal partner to form a reflection
dyad. The participants reported that this interactive online journaling
facilitated their reflection as it allowed them to ask and answer in-
depth questions, to offer additional ideas and suggestions, and to gain
confidence from suport received in reflective practice.

3.2 Implications of Reflective Practice in Relation to
Teacher Identity and Teacher Quality

Farrell (2003) has described the situation that pre-service
teachers are facing during their first year as a “sink or swim”
experience. This connotes the frustrations and difficulties they have to
encounter during that time, which leads to two critical questions that
pre-service teachers need to answer so that they can establish an
identity as a teaching professional (Graham & Phelps, 2003). The first
question is “Who am I?” and the second is “What do I have to do?”
Obtaining answers to these two questions would help pre-service
teachers gain a better understanding of the connection between their
inner self and their teaching practice. Therefore, teacher education
programs should strive to provide pre-service teachers with the tools
that would help them investigate and understand the outer context,
such as the school and classroom where they teach, and how these
might interact with their own processes of becoming a teacher (Trent,
2010). Reflective practice is a key method that encourages pre-service
teachers to become more in tune with their sense of self and with their

understanding of the context in which they work (Beauchamp &
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Thomas, 2009). Introducing pre-service teachers to different tasks that
encourage them to discuss, justify, and reason with their community
of practice not only helps them look back and examine their identity
(e.g., beliefs, commitments, emotions, etc.) but also allows them to look
ahead at future practice with the intention to improve their professional
development (Conway, 2001).

Conclusion

In summary, this article highlights reflective practice as a means
to assist pre-service teachers with their professional life. When
undertaking reflective practice, one must be aware that the process
focuses not only on fixing problems in classroom teaching, but it also
pays close attention to pre-service teachers’ inner lives. The article
explores different reflective frameworks without any intention to judge
which one is better than the others. Pre-service teachers should slowly
be introduced to different frameworks as there is no “one-size-fits-all”
framework. The challenges that have emerged from the literature shed
light on important concerns that teacher educators should consider if
they want to use reflective practice in their teaching. This article closes
with an exploration of how technology might be implemented in order
to enhance reflective practice in the technology-led era and highlights
the implications of reflective practice in relation to pre-service teachers’

identity and their quality of teaching.
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