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Abstract 

 

The objective of this study is to identify the levels of reflection 

achieved by Chilean pre-service and in-service teachers of English 

based on their classroom performance. This research was qualitative 

and employed a case study design. The participants were 121 pre-

service teachers and 54 novice in-service teachers from Chile. In order 

to collect data, a reflection form was completed by them. The results 
indicate that the participants only show a descriptive level of 

reflection, which is the most basic. It is suggested that English 

language teacher education programs promote reflection, at higher 

levels, in undergraduate courses of didactics and practicum. 
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Niveles de reflexión de profesores de inglés en 

formación y en ejercicio profesional 
 

Resumen 

El objetivo de este estudio es identificar los niveles de reflexión 

alcanzados por futuros profesores de inglés y docentes en ejercicio de 

esta lengua considerando su actuar docente. Esta investigación fue 

cualitativa y consistió en un estudio de caso. Los participantes fueron 

121 estudiantes de pedagogía y 54 docentes nóveles en ejercicio 

chilenos. Para recolectar información, un formulario de reflexión fue 

completado por ellos. Los resultados indican que los participantes 

logran sólo un nivel descriptivo de reflexión, el cual es el más básico. 

Se sugiere que los programas de pedagogía en inglés promuevan la 

reflexión, basada en altos niveles, en cursos de didáctica y práctica.  

 
Palabras clave: Reflexión; Inglés como Lengua Extranjera; 

Enseñanza de idiomas; Formación de profesores. 

 

1. INTRODUCTION 

Reflection is related to pedagogical practices when teachers 

question the decisions they make (Concha, Hernández, Del Río, Romo 

& Andrade, 2013). This allows them to improve their pedagogical 

performance. In relation to this, Guerra (2009) states that reflection 

allows individuals to perceive teaching as a complex, analytical and 

investigative process. In this regard, reflection has become one of the 

greatest goals for pre-service teachers since they need to be prepared to 

act in a professional area that experiences continuous changes (Sööt & 
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Viskus, 2014). The fact of providing pedagogy students with a 

program specially focused on reflection could change the way they 

face their first classroom experiences (Cote, 2012). Additionally, 

reflection can make them more responsible and critical about their 

professional and personal growth.  

Encouraging pre-service teachers of English to reflect about 

their pedagogical experiences provides them with possibilities to 

articulate both their theoretical and practical knowledge when 

questioning their classroom performance (Armutcu & Yaman, 2010; 

Mattheoudakis, 2007). This can help them transform the traditional 

representations they have about teaching. Along this line, it has been 

reported that, at the level of English language teachers‟ university 

preparation, there are certain aspects that block processes associated 

with reflection about teaching. In this context, it is stated that EFL pre-

service teachers‟ university training is sometimes incoherent with real-

life experiences (Erten, 2015). This fact would prevent them from 

reflecting about the various challenges presented by educational 

contexts. Additionally, according to a study conducted by Genç 

(2016), pre-service teachers of English, when questioning their 

pedagogical practices, recognize that their weaknesses are associated 

with classroom management, feedback, time management, and 

teaching strategies, and emphasize they need more support from their 

mentor teachers in terms of the analysis and reflection about these 

constructs.  
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On the other hand, considering the situation of in-service 

teachers of English, it has been suggested that reflective practice helps 

them promote effective pedagogical actions, as well as autonomy and 

independence in their decision-making processes associated with their 

pedagogical actions (Noormohammadi, 2014). In this respect, there are 

studies which have focused on the levels of reflection achieved by in-

service teachers of English. Within this framework, it has been 

reported that those professionals who present higher levels of this 

competence are able to implement pedagogical practices that promote 

foreign language learning (Fatemi, Shirvan, Rezvani, 2011; Rahimi & 

Chabok, 2013). However, it has been revealed that teachers also 

present low levels of reflection (Khoshsima, Shirnejad, Farokhipour & 

Rezaei, 2016; Roux, Mora, & Tamez, 2012). This is because they are 

not familiar with the benefits of reflection or they present weaknesses 

with respect to deductive reasoning. Similarly, according to the results 

of a study carried out by Genç (2016), in-service teachers lacked 

theoretical knowledge regarding how teaching and learning were 

developed, which may hinder their reflective practices. 

In the Chilean context, the Teacher Professional Development 

System, framed within the Law No. 20,903 (2016), was recently 

established. From this perspective, it is compulsory for professionals 

who work in national elementary and secondary schools to take part in 

teachers‟ appraisal procedures. Within this framework, teachers must 

elaborate a portfolio consisting of evidence associated with their 

reflection on lesson planning processes and class interventions. Based 

on this, a study conducted by Rodríguez et al. (2016), which analyzed 
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portfolios prepared by Chilean teachers of all subjects, showed a limited 

reflection level.  

Chilean pre-service teachers of English also demonstrate low levels 

of reflective practices. This was evidenced by the results of a national 

diagnostic examination for 4
th

-year students of pedagogy programs 

(CPEIP, 2018). They achieved low levels regarding the test dimension 

„the teaching profession and the Chilean educational system‟, which 

focuses on reflecting about both their teaching practices and insertion in 

the educational system. The limitations that pre-service and in-service 

teachers of English have in terms of reflection may block their decision-

making processes when teaching, resulting in ineffective English language 

teaching practices.  

This investigation aimed at answering two research questions: 

1) What are the levels of reflection achieved by pre-service EFL 

teachers when teaching an English language lesson? 

2) What are the levels of reflection achieved by in-service EFL 

teachers when teaching an English language lesson? 

 

2. THEORETICAL FRAMEWORK 

According to Wallace (2002), pre-service teachers manage to 

develop professional competence by reflecting about „received 
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knowledge‟ (knowledge about facts, theories, among others, which are 

associated with the study of a certain profession) and 'experiential 

knowledge' (knowledge derived from the teaching experience) in the 

light of practice. In this respect, Dewey (1933, as cited by Grant & 

Zeichner, 1984) argues that reflection is a careful consideration of any 

belief or knowledge considering the bases that support it and its 

possible conclusions. Additionally, Dewey (1933, as cited by Grant & 

Zeichner, 1984) makes an important distinction between actions that 

are reflective and those that are a routine. From this view, routine 

action is a behavior guided by impulse, tradition, and authority. On the 

other hand, reflective action involves reflecting actively, persistently 

and carefully about each belief or practice by facing and solving 

problems. 

Schön (1983) distinguishes two types of reflection: reflection in 

action and reflection on action. Regarding reflection in action, 

individuals stop their performance to think about the actions they have 

implemented and how their own knowledge may have contributed to 

an unexpected result. Acosta (2010), based on Schön's work, refers to 

reflection in action as thinking about what is done while acting, which 

is used by professionals in situations of uncertainty and conflict. 

Reflection in action can also be a response to a surprise element, in 

which one can reflect without interrupting the action. 

The second type of reflection mentioned by Schön (1983), 

reflection on action, is performed after the action, analyzing the 

characteristics and processes of the action made. This type of 
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reflection is an essential component for professionals‟ lifelong learning 

process. In reflection on action, knowledge is used to analyze and 

evaluate what has been done. In this sense, individuals reflect about 

what has been done to discover how knowledge could have 

contributed to an unexpected result. From this perspective, human 

beings start reflecting about the action once it is finished or they stop 

their performance to analyze the situation (Acosta, 2010). 

In the context of reflection, Farrell (2015) identifies three levels 

of reflection: descriptive, conceptual or comparative, and critical. The 

descriptive level is related to describing a situation, problem or an 

interesting phenomenon that an individual is experiencing. The 

problem can be explicit; for example, when the teacher knows that the 

curriculum is not working with the students and needs to make a 

change, or it can be implicit when the teacher feels that something is 

not working, but he/she does not know why (Jay & Johnson, 2002). 

Once the problem has been defined or established, the teacher begins 

to reflect on it, making a transition from the descriptive level to the 

conceptual level. 

The conceptual or comparative level of reflection involves 

thinking about the problem from different perspectives and referring to 

values and beliefs (Farrell, 2015). In this level, the teacher asks why 

he/she made certain decisions (Farrell, 2004). Then, to answer this 

question, the teacher must compare his/her actions with those of 

others. In the school context, the perspectives of other teachers, 

students, the principal, among others, can be considered. Richards and 
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Lockhart (2007) emphasize that analyzing a situation from different 

perspectives allows exploring the limitations regarding teachers‟ own 

paradigms.  

In terms of the critical level of reflection suggested by Farrell 

(2015), the teacher, after reflecting and considering all perspectives, 

must judge, decide or simply incorporate the different views 

discovered in a new and better understanding of the problem (Jay & 

Johnson, 2002). With regard to this, Farrell (2015) argues that a 

situation should be examined from a perspective beyond school, 

reflecting on social, political, ethical and moral aspects involved in it. 

By considering and reflecting on all perspectives, the teacher can 

perceive him/herself as an agent of change who is not only capable of 

understanding the reason of a situation, but also of working to improve 

it (Jay & Johnson, 2002). 

 

3. METHODOLOGY 

This study is qualitative. The type of research involves a case 

study of descriptive nature, which seeks to identify the levels of 

reflection, associated with the implementation of a lesson, evidenced 

by a group of 5
th

-year Chilean pre-service teachers enrolled in English 

language teacher training programs and a group of Chilean novice in-

service teachers of English who taught this subject in high schools.  
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3.1. Participants 

Two groups of subjects were invited to participate voluntarily in 

this investigation. First, 121 5
th

-year pre-service teachers of English 

enrolled in English language pedagogy programs from three Chilean 

universities: one located in the southern zone, one from the central 

zone and one from the northern zone. They were carrying out their 

final pedagogical practicum in different high schools located in 

southern, central, and northern Chile. Their ages fluctuated between 22 

and 25 years. 

The second group of participants included 54 novice in-service 

teachers of English language. They had graduated from three Chilean 

universities: one located in the southern zone, one in the central zone, 

and another in the northern zone of the country. All of them had 

around two or three years of experience working as teachers in 

different schools located in southern, central, and northern Chile. Their 

ages fluctuated between 25 and 30 years. 

Considering the characteristics of the three institutions of higher 

education to which the study subjects were associated, these were 

traditional universities part of the Council of Rectors of Chilean 

Universities. The three institutions have offered the English language 

teacher training program for around fifty years. In this regard, the 

duration of this program is five years in all the universities. 
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In the case of the three English language teacher training 

programs, their curriculum includes, from the first to the ninth 

semester, subjects focused on the development of the communicative 

competence in English so that pre-service teachers achieve, 

progressively, an advanced level of this language. Likewise, the pre-

service EFL teachers carry out activities of early and progressive 

pedagogical practicum from the second year of preparation. From the 

third year, they must design and implement lessons plans to teach 

receptive and productive language skills in English (reading, listening, 

writing, and speaking). Regarding the practicum courses offered in the 

three higher education institutions, the pre-service teachers are 

encouraged to reflect about their professional performance.   

 

3.2. Data collection techniques 

As the instrument to collect data, a reflection form was used 

(see Appendix 1) and was completed by all the participants. The 

purpose of this instrument was to collect information about a 

pedagogical problem identified by the pre-service and the novice in-

service teachers regarding the implementation of a lesson plan to teach 

English. This was designed by the researchers and validated by two 

professors with expertise in EFL pre-service teacher education. This 

data collection technique is coherent with documentary analysis since 

it involves the examination of previously written documents which 

cover a variety of characteristics (Bisquerra, 2009).  
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The research subjects completed the reflection form in their 

mother tongue (Spanish) in order to facilitate the participants‟ 

provision of meaningful information concerning the reflection about 

their classroom implemented actions. Afterward, due to publication 

purposes, the subjects‟ answers were translated into English. 

 

3.3. Data analysis technique 

To analyze the instruments completed by the participants, 

content analysis was used by means of the ATLAS.ti software. By 

using this computer program, the data was coded in order to identify 

textual segments which were linked to the research objectives. The 

process of coding was based on the taxonomy of reflection levels 

suggested by Farrell (2015). This includes the following levels: 

descriptive, conceptual or comparative, and critical. 

Consequently, the codes were categorized by considering two 

units of analysis: 1) Levels of reflection achieved by pre-service EFL 

teachers when teaching an English language lesson, and 2) Levels of 

reflection achieved by in-service EFL teachers when teaching an 

English language lesson. Afterward, conceptual networks were created 

to illustrate the qualitative findings of each category. This was carried 

out by establishing meaning relationships, based on the participants‟ 

oral discourse, among the recognized codes.  
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4. RESULTS 

4.1. Level of reflection achieved by pre-service EFL teachers 

when teaching an English language lesson 

The category level of reflection achieved by pre-service EFL 

teachers when teaching an English language lesson (see Figure 1) is 

associated with the subcategory of descriptive level, which is related to 

constructs of teaching and behavior. 

 
Figure 1. Level of reflection achieved by pre-service EFL teachers 

when teaching an English language lesson 
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In the case of the pre-service teachers of English carrying out 

their professional practicum, they evidenced a descriptive level of 

reflection in their written discourse. In this sense, they identify and 

describe problems associated with their performance in the school 

context. These problems are related to some elements of teaching and 

the behavior of students in classes. Regarding the elements of 

teaching, the participants focus, first, on the implementation of the 

activities formulated in their lesson plans. In this respect, most of them 

declare having difficulties when implementing tasks which do not 

follow, rigidly, the structure of their plans. This view is illustrated in 

the following segment of written discourse: „My lesson did not have a 

structure and I forgot to implement an activity in which the students 

had to use their notebooks. In my future implementations, I must 

follow an order or specific steps to carry out all the activities of my 

lesson plan‟ (PST69 [24:24]). Similarly, another participant made the 

following comment: „The activities that I considered did not have a 

defined order, so it was difficult for me to carry them out. It is 

necessary to bear in mind that lessons must integrate a clear beginning, 

development and closing‟ (PST08 [54:54]). 

One of the elements that hinders the implementation of the 

activities included in pre-service teachers‟ lesson plans is the effective 

use of resources. This perspective is pointed out by one of the research 

subjects in the following extract: „I had problems when showing a 

video at the beginning of the lesson since the multimedia projector did 

not work. The students got a little bit distracted. This also prevented 

me from implementing the starting activity correctly‟ (PST17 [18:18]). 
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Additionally, another pre-service teacher indicated: „It was complex to 

implement the activity to present keywords that was included in the lesson 

plan. I had to paste some images on the board, but these fell to the floor 

constantly. Students could have gotten confused‟ (PST92 [33:33]). 

On the other hand, and according to the participants, the 

implementation of the activities is also affected by time management. 

Within this framework, the pre-service teachers of English refer to 

problems experienced in their teaching performance which relate to the 

activities‟ length they estimated in their lesson plans. An example of this 

is stated in the next quotation: „In some activities, the students took a little 

more time than I had estimated in the lesson plan. I must improve the 

control of the allocated time for each activity. I could use a clock‟ (PST04 

[39:39]). In the same way, another participant expresses the following 

problem: „When I was implementing the lesson, I realized that we would 

not be able to carry out the final activity integrated into the lesson plan. 

That is why I should have modified it, allocating less time for each task‟ 

(PST 18 [19:19]). 

As previously indicated, pre-service teachers‟ reflection, at a 

descriptive level, also refers to the behavior of students in the school 

system. According to the written discourse of the research subjects, it was 

identified that learners‟ behavior is a relevant aspect in their classroom 

interventions. From this view, pre-service teachers state that students 

misbehave as a result of problems they experience when implementing 

some activities. This is illustrated the following excerpt: „I lost the control 

of the class in some moments. The students got out of control easily 

because they finished the activities quickly‟ (PST20 [21:21]). Besides, 
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another participant states that: „The students presented discipline problems 

and those related to concentration. They did not carry out the activities in 

an appropriate way. This was evidenced in their results‟ (PST70 [29:29]). 

 

4.2. Level of reflection achieved by in-service EFL teachers 

when teaching an English language lesson 

The category level of reflection achieved by in-service EFL 

teachers when teaching an English language lesson is associated with the 

subcategory of descriptive level (see Figure 2).  

 
Figure 2. Level of reflection achieved by in-service EFL teachers when 

teaching an English language lesson 
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When requesting in-service teachers of English to focus on a 

problem of one classroom implementation, most of them demonstrate 

a descriptive level of reflection. This is connected, essentially, to 

teaching. In this context, they indicate having experienced problems 

considering the class objectives. With regard to this, the participants 

claim to have had difficulties in getting the students to meet the 

learning goals associated with the session, which corresponded, 

essentially, to linguistic contents, such as grammar and vocabulary of 

the English language. This is evidenced in the following segment of 

written discourse: „During the class, the students presented weaknesses 

related to the objective of the class that was to learn the rules of 

reported speech. I expected them to fulfill this goal in the end, but they 

were unable to understand‟ (IST08 [50:50]). In the same way, another 

research subject reported having reflected about a similar problem: 

„One of the difficulties I had in the class was that the students could 

not learn all the vocabulary in English that was related to the learning 

objective. This could have been resolved by teaching these words 

beforehand‟ (IST11 [55:55]). 

On the other hand, the descriptive level of reflection achieved 

by the in-service teachers of English is also focused on the contents of 

the lesson. In this context, similar to the aforementioned considering 

objectives, the participants usually referred to the teaching of linguistic 

contents, which are related to the grammar and vocabulary of the 

English language. Regarding this, one of the research subjects points 

out the following: „The greatest difficulty when planning was related 

to the content I had to teach. As the lesson was focused on grammar, 
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the students found the class unattractive and repetitive. They had 

studied that content before‟ (IST06 [36:36]). Similarly, another 

participant states: „The students had complications when 

understanding the content of the lesson that was the simple past tense 

and the continuous past tense. I could have provided more examples or 

asked them to reproduce more examples‟ (IST54 [31:31]). 

The in-service teachers of English also show problems 

associated with activities. Along this line, the reflective process of 

these participants focuses on difficulties related to the way in which 

the planned tasks are implemented. Regarding this point, one of the in-

service teachers declared: „I did not give feedback to the students when 

performing my lesson. Because of this, I only told them the correct 

answers for some activities. Feedback must be considered in the 

structure of the lesson plan‟ (IST60 [39:39]). From a similar point of 

view, another research subject refers to the characteristics of the 

implemented activities: „The scarce variety of activities was an 

inconvenience. Students may have become bored‟ (IST17 [31:31]). 

Regarding activities, the in-service teachers achieved a 

descriptive level when they reflected on resources used when carrying 

out different tasks. In this sense, these participants reported critical 

incidents associated with the effective use of teaching materials when 

implementing their lesson plans. This is declared by one of the in-

service teachers in the following excerpt: „The overhead projector did 

not work properly. Someone helped me fix it while the students carried 

out other activities which did not require the use of this. I should have 
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checked if all technology materials were correctly working 

beforehand‟ (IST13 [44:44]). Similarly, another in-service teacher 

commented: „I had problems with the coursebook since it was not 

attractive for the students. It was not coherent with the curriculum 

objectives, either. I will have to look for a more effective material to 

teach‟ (IST46 [19:19]).  

The in-service teachers of English also reflected on the use of 

time when following the organization of activities included in the 

designed plan. This vision is illustrated as follows: „I did not consider 

enough time to implement all the activities with its corresponding 

feedback. This caused that only some activities were reviewed with the 

students‟ (IST01 [39:39]). A similar perspective is pointed out by 

another research subject: „Time is my problem. Some students take 

longer to carry out the activities. It is difficult for me to implement the 

following ones because I do not want them to fall behind, so I cannot 

close the lesson‟ (IST17 [32:32]). 

 

5. DISCUSSION OF RESULTS 

The findings of this study show that both EFL pre-service and 

in-service teachers achieve a descriptive level of reflection. This is 

evidenced when the participants report the incidents experienced in 

their classroom interventions. As it is suggested by Farrell (2015), the 

previous is the first and most basic level of reflection. From this 
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perspective, a descriptive reflection is carried out by teachers in order 

to answer the questions “what do I do?” and “how do I do it” when 

analyzing their teaching practices. Farrell (2015) also declares that 

critical reflection, which is the third level, is considered the ideal 

reflective performance for a teacher. In this, professionals of education 

examine the context outside their actions by “reflecting on the social, 

political, ethical, and moral aspects of practice” (Farrell, 2015, p. 10).  

Regarding the situation of pre-service teachers of English in this 

study, their descriptive level of reflection is mainly centered on 

teaching (associated with activities, resources and time) and students‟ 

behavior. In this sense, it can be noticed that their reflective practices 

are not focused on how a foreign language is learned, which is an 

alarming fact. These results are coherent with the findings of other 

studies in which trainee teachers also reach basic levels of this 

competence (Cote, 2012; Nurfaidah, Lengkanawati & Sukyadi, 2017). 

The authors of these studies agree on the point that the participating 

pre-service teachers need more academic scaffolding during their 

professional preparation in terms of reflective practices.  

On the other hand, the descriptive level of reflection 

demonstrated by English language in-service teachers is based on 

objectives, contents, activities, resources and time. It has been stated 

that those professionals of education, whose reflective practices are 

limited, may not be conscious about how powerful reflection can be in 

order to perform any pedagogical activity (Alberca La Torre & 

Frisancho, 2011). In this sense, teachers‟ professional motivation and 
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fear of facing risks may block their competence of reflection (Zeichner 

& Wray, 2001). 

In spite of the low level of reflection achieved by in-service 

teachers, results show that they tend to reflect more on language 

learning than the pre-service teachers participating in this study. 

Within this framework, it is relevant to indicate that the in-service 

teachers‟ process of reflection is focused on learning objectives and 

contents which are mainly associated with grammar and vocabulary. 

This may be due to the traditional beliefs on language teaching these 

participants have. Some authors state that pedagogical beliefs are 

subjective representations about teaching and learning which guide 

teachers‟ actions (Borg, 2006; Richards & Lockhart, 2007). This fact is 

related to the findings of some studies on English language teaching 

(Mattheoudakis, 2007; Özmen, 2012; Tagle et al., 2017). These studies 

report that the research subjects‟ traditional beliefs, which are linked 

with form-focused approaches or methods to language teaching, 

directly translate into equivalent pedagogical actions. As their main 

aim is language accuracy rather than fluency, this type of classroom 

performance hinders communicative language teaching practices. For 

this reason, in order to replace their traditional beliefs with 

communicative-oriented ones, individuals should develop critical 

reflection centered on the development of receptive and productive 

language skills (see; for example, Ho, 2009; Yang, 2009).  

Pre-service teacher education programs should include 

reflective practices in those courses associated with language teaching 
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didactics and practicum. In these, pre-service teachers should learn 

how to examine the impact of their teaching practices on students‟ 

English language learning based on comparative and critical types of 

reflection. To achieve this, individuals should be encouraged to reflect 

on their critical incidents by considering different perspectives, such as 

theoretical, socio-political, moral, and ethical views (Farrell, 2015). 

The aim of this training would be to help pre-service teachers become 

reflective professionals after they graduate, being able to implement 

this competence in their lifelong career.  

In order to promote reflective practices in teacher education 

programs, some formative models can be considered. In this context, 

Korthagen and Vasalos (2005) propose an ALACT model of 

reflection. The acronym corresponds to five phases associated with 

some words in English (Action, Looking back on action, Awareness of 

essentials aspects, Creating alternative method of actions and Trial). In 

the model‟s phase 1, a problematic situation is identified; in phase 2, 

pre-service teachers consciously reflect on the tensions related to their 

thoughts, beliefs, feelings, desires, and actions, and their students‟ 

thoughts, beliefs, feelings, desires, and actions. In phase 3, pre-service 

teachers become aware of the necessary qualities to achieve a desired 

situation and to overcome the weaknesses they refer to. In phase 4, 

pre-service teachers focus on how to mobilize these necessary qualities 

at the performance level and, in phase 5, they act. Along the same line, 

Korthagen (2010) suggests that teachers can reflect on their 

performance context (question „what am I facing?‟), behavior 

(question „what do I do?‟), competence (question „what am I 
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competent at?‟), beliefs (question „what do I believe in?‟), identity 

(question „who am I?‟), and mission (question „what inspires me?‟). 

Some studies report the implementation of the ALACT model 

of reflection to support the preparation of pre-service teachers. With 

regard to this, the findings of an investigation conducted by 

Shooshtari, Razavipur and Takrimi (2017) indicate that, by means of 

this model, pre-service teachers have the possibility to examine their 

beliefs in formative activities, such as individual and collective 

reflection on their practicums, roundtable sessions or re-planning 

lessons. In this sense, research subjects declare that these tasks are 

helpful for them to cope with stress in their professional preparation. 

Moreover, Salomão (2011) expresses that implementing an 

intervention based on this model of reflection reinforces mentor 

teachers‟ scaffolding in practicum experiences. According to Salomão 

(2011, p. 154), the formative intervention reported in her study 

“provided scaffold for learning by means of resolving procedural, 

technical, pedagogical and organizational problems that arose from an 

authentic teaching situation, without being directive or having a pre-

established syllabus in mind” (Salomão, p. 154).  

Farell (2015) also presents a descriptive framework of five 

levels (which are articulated with each other) for the development of 

foreign language teachers‟ reflective practice. The first level 

corresponds to the „philosophy‟, which is associated with professional 

identity („who I am?‟, it is related to how to teach). The second level 

refers to „principles‟ and is articulated with the assumptions, beliefs, 
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and conceptions that the professional has about teaching and learning. 

The third level refers to the „theory‟ (theoretical and experiential 

knowledge) that a teacher can assume for future courses of action. The 

fourth level refers to „practice‟, which involves the performance and 

the reflection in action or on action. The fifth level, „beyond practice‟, 

refers to the process of understanding the moral, political and social 

effects of the practice. 

Implementing successful reflective models in teacher education 

programs may depend on the consideration of certain components. In 

this context, Korthagen (2010) suggests that is necessary to carry out 

specific formative actions, such as offering pre-service teachers 

possibilities to reflect on their own classroom performances and based 

on their own concerns; integrating irrational origins of behavior; 

considering a systematic and explicit structure; introducing the 

structure progressively; stimulating meta-reflection, and encouraging 

reflective learning among peers. 

The basis of EFL pre-service and in-service teachers‟ reflective 

practices should be the theoretical and practical antecedents related to 

communicative language teaching. In this sense, action research is also 

considered as way of reflecting on language teaching and learning 

(Edwards & Burns, 2016; Yuan & Lee, 2015). This type of study is 

conducted by professionals of education in order to improve their 

pedagogical actions or certain weaknesses they experience in their own 

classrooms (Burns, 2010). From this view, action research is carried 

out by following an iterative cycle consisting of planning, action, 
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observation, and reflection. In this sense, teacher researchers enhance 

their pedagogical actions considering evidences and the theory which 

informs their teaching practices (Latorre, 2005).  

Some studies conducted by teacher researchers in the area of 

EFL have helped them reflect on the development of receptive and 

productive language skills (see, for example, Arias, 2017; Briesmaster 

& Etchegaray, 2017). By doing this, these teachers have had the 

possibility to critically examine their language teaching practices. 

Consequently, the analysis of their findings has allowed these 

professionals to think of alternative ways to teach language skills in 

English from a functional and communicative perspective. 

There is evidence that university courses based on action 

research have been considered for the preparation of pre-service 

teachers of English (Marlina, Ramdani & Sri, 2016; Martin, 2016). 

From this view, the findings of a study state that pre-service EFL 

teachers declare that “research engagement in the practicum helped 

them to look at classroom events objectively, become more reflective 

and self-confident and realize that teaching is a continuous process of 

questioning and analyzing for the good of students and self-

improvement” (Akyel, 2015, p. 11). Having said this, action research 

could be included in those courses related to didactics of English 

language teaching and practicum. Within this framework, the focus of 

the pre-service EFL teachers‟ reflection should prioritize the way they 

teach receptive and productive language skills. Therefore, by means of 

action research, university professors and mentors should teach them 
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how to examine their weaknesses on language teaching and reflect, to 

solve those incidents, by considering higher levels of reflection, such 

as the conceptual and critical suggested by Farrell (2015).  

Regarding the situation of in-service teachers, the Law No. 

20,903 (2016), which is related to the Teacher Professional 

Development System, creates the orientation and mentoring system. Its 

purpose is to support those teachers who start their professional career 

in Chilean public and subsidized schools which are part of the Teacher 

Professional Development System. In order to make this program 

effective for language teachers, there should be mentors who facilitate 

the professionals‟ reflection on their practices regarding 

communicative language teaching (Smith & Lewis, 2015). This could 

also be done by means of action research including the iterative cycle 

of planning, action, observation, and reflection.  

 

6. CONCLUSIONS 

The answers provided by both pre-service and novice teachers 

of English participating in this study demonstrate that they just achieve 

a descriptive level of reflection. Consequently, they are unable to 

interpret classroom critical incidents from perspectives beyond their 

teaching practice. As the research subjects present a reflective 

performance at a low level, they may experience limitations when 
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making the most appropriate decisions associated with their lesson 

planning and classroom intervention actions.  

The findings of this research also show that the in-service EFL 

teachers reflect more on language learning than the pre-service 

teachers. Nevertheless, their reflective practices are focused on 

traditional beliefs on foreign language learning and teaching which 

may impede the implementation of communicative practices. For this 

reason, it is suggested that English language pedagogy programs 

empower pre-service teachers to question the effectiveness of their 

pedagogical performance based on the principles of communicative 

language teaching and learning. This should consider higher levels of 

reflection, such as those conceptual and comparative suggested in this 

paper.  

As mentioned earlier in this article, in order to encourage pre-

service EFL teachers to be reflective practitioners, opportunities of 

reflection should be included in the English language teacher 

education programs‟ curriculum in those courses related to didactics 

and practicum. In these, pre-service teachers should receive training 

and scaffolding in terms of effective reflection practices which 

enhance their professional development and communicative language 

teaching practices. This could be implemented by considering some 

models of reflection (for example, Farrell, 2015 or Korthagen and 

Vasalos, 2005) or action research.  
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Training pre-service teachers to become reflective practitioners 

will be beneficial for their lifelong career after they graduate from 

university. In this sense, by constantly helping them develop 

conceptual and critical reflection, they will get used to questioning the 

impact of their teaching practices by considering theoretical and 

practical perspectives beyond their performance. Within this 

framework, pre-service teachers‟ reflection should be focused on 

English language teaching and learning so that they can be able to look 

for ways to improve their performance when they experience 

limitations or critical incidents.  

REFERENCES 

 

ACOSTA, Morella. 2010. “El prácticum reflexivo en el aprendizaje de 

las ciencias experimentales: Un acercamiento a los 

planteamientos de Donald Schön”. Revista Ciencias de la 

Educación. Vol. 20, No. 36: 136-151. Universidad de 

Carabobo. Valencia (Venezuela). 

AKYEL, Ayşe. 2015. “Research engagement in the EFL pre-service 

practicum”. LIF - Language in Focus Journal. Vol. 1, No. 1: 

1-14. De Gruyter. Berlin (Germany).  

ALBERCA LA TORRE, Reynaldo; FRISANCHO, Susana. 2011. 

“Percepción de la reflexión docente en un grupo de maestros de 

una escuela pública de Ayacucho”. Revista Educación. Vol. 

20, No. 38: 25-44. Pontificia Universidad Católica del Perú. 

Lima (Peru).  

ARIAS, Gladis. 2017. “Students‟ language skills development through 

short stories”. Íkala, Revista de Lenguaje y Cultura. Vol. 22, 
No. 1: 103-118. Universidad de Antioquia. Antioquia 

(Colombia). 



1429                                   Tania Tagle Ochoa et al.                                     

Opción, Año 35, Regular No.90 (2019): 1402-1434 
 
 

 

 

ARMUTCU, Nurdan; YAMAN, Saziye. 2010. “ELT pre-service 

teachers‟ teacher reflection through practicum”. Procedia - 

Social and Behavioral Sciences. Vol. 3: 28-35. Elsevier. 

Amsterdam (Netherlands).  

BISQUERRA, Rafael. 2009. Metodología de la investigación 

educativa (2
nd

 ed.). Editorial La Muralla. Madrid (Spain).  

BRIESMASTER, Mark; ETCHEGARAY, Paulo. 2017. “Coherence 

and cohesion in EFL students‟ writing production: The impact 

of a metacognition-based intervention”. Íkala, Revista de 

Lenguaje y Cultura. Vol. 22, No. 2: 177-196. Universidad de 

Antioquia. Antioquia (Colombia). 

BURNS, Anne. 2010. Doing action research in English language 

teaching: A guide for practitioners. Routledge. New York, 

NY (United States).  

CONCHA, Soledad; HERNÁNDEZ, Carolina; DEL RÍO, Francisca; 

ROMO, Francisca; ANDRADE, Lorena. 2013. Reflexión 

pedagógica en base a casos y dominio de lenguaje académico en 

estudiantes de cuarto año de pedagogía en educación básica. 

Calidad en la Educación. No. 38: 81-113. Consejo Nacional de 

Educación. Santiago (Chile). 

COTE, Gabriel. 2012. “The role of reflection during the first teaching 

experience of foreign language pre-service teachers: An 

exploratory-case study”. Colombian Applied Linguistics 

Journal. Vol. 14, No. 2: 24-34. Universidad Distrital. Bogotá 

(Colombia). 

CPEIP. 2018. Resultados evaluación nacional diagnóstica de la 

formación inicial docente 2017. Retrieved on September 10, 

2018 from https://www.cpeip.cl/wp-

content/uploads/2018/07/Informe-nacional-Evaluaci%C3%B3n-

Nacional-Diagn%C3%B3stica-de-la-FID.pdf  

EDWARDS, Emily; BURNS, Anne. 2016. “Language teacher action 

research: Achieving sustainability”. ELT Journal. Vol. 70, No. 

1: 6-15. Oxford University Press. Oxford (England). 

ERTEN, İsmail Hakkı. 2015. “Listening to practising teachers: 

Implications for teacher training programs”. Procedia - Social 

https://www.cpeip.cl/wp-content/uploads/2018/07/Informe-nacional-Evaluaci%C3%B3n-Nacional-Diagn%C3%B3stica-de-la-FID.pdf
https://www.cpeip.cl/wp-content/uploads/2018/07/Informe-nacional-Evaluaci%C3%B3n-Nacional-Diagn%C3%B3stica-de-la-FID.pdf
https://www.cpeip.cl/wp-content/uploads/2018/07/Informe-nacional-Evaluaci%C3%B3n-Nacional-Diagn%C3%B3stica-de-la-FID.pdf


Pre-service and in-service EFL teachers’ levels of reflection                          1430                                                                       

 
 
                   

 

 
 

                                                                                                                  

 

and Behavioral Sciences. Vol. 199: 581-588. Elsevier. 

Amsterdam (Netherlands).  

FARRELL, Thomas S. C. 2004. Reflective practice in action. Corwin 

Press. Thousand Oaks, CA (United States). 

FARRELL, Thomas S. C. 2015. Promoting teacher reflection in 

second language education: A framework for TESOL 
professionals. Routledge. New York, NY (United States).   

FATEMI, Azar Hosseini; SHIRVAN, Majid Elahi; REZVANI, Yasser. 

2011. “The effect of teachers‟ self-reflection on EFL learners‟ 

writing achievement”. Cross-cultural Communication. Vol. 7, 

No. 3: 177-183. Canadian Academy of Oriental and Occidental 

Culture (CAOOC). Quebec (Canada).  

GENÇ, Zübeyde Sinem. 2016. “More practice for pre-service teachers 

and more theory for in-service teachers of English language”. 

Procedia - Social and Behavioral Sciences. Vol. 232: 677-

683. Elsevier. Amsterdam (Netherlands).  

GRANT, C. A; ZEICHNER, K. M. 1984. On becoming a reflective 

teacher. In Grant, C. A. (Ed.). Preparing for reflective teaching. 

1-18). Allyn and Bacon. Boston, MA (United States). 

GUERRA, Paula. 2009. “Revisión de experiencia de reflexión en la 

formación inicial de docentes”. Estudios Pedagógicos. Vol. 35, 

No. 2: 243-260. Universidad Austral de Chile. Valdivia (Chile). 

HO, Belinda. 2009. “Training teachers of English to reflect critically”. 

The Journal of Asia TEFL. Vol. 6, No. 4: 109-130. Asian 

Association of Teachers of English as a Foreign Language. 

South Korea.  

JAY, Joelle K; JOHNSON, Kerri L. 2002. “Capturing complexity: A 

typology of reflective practice for teacher education”. Teaching 

and Teacher Education. Vol. 18, No. 1: 73-85. Elsevier. 

Elsevier. Amsterdam (Netherlands).  

KHOSHSIMA, Hooshang; SHIRNEJAD, Aminollah; 

FAROKHIPOUR, Sajjad; REZAEI, Jaseb. 2016. “Investigating 
the role of experience in reflective practice of Iranian language 

teachers”. Journal of Language Teaching and Research. Vol. 

7, No. 6: 1224-1230. Academy Publication. London (England).  



1431                                   Tania Tagle Ochoa et al.                                     

Opción, Año 35, Regular No.90 (2019): 1402-1434 
 
 

 

 

KORTHAGEN, Fred. A. J. 2010. “La práctica, la teoría y la persona 

en la formación del profesorado”. Revista Interuniversitaria 

de Formación del Profesorado. Vol. 68, No. 24: 83-101. 

Universidad de Zaragoza. Zaragoza (Spain).  

 

KORTHAGEN, Fred; VASALOS, Angelo. 2005. “Levels in 

reflection: Core reflection as a means to enhance professional 

growth”. Teachers and Teaching: Theory and Practice. Vol. 

11, No. 1; 47-71. Taylor & Francis. Abingdon (England). 

LATORRE, Antonio. 2005. La investigación-acción: Conocer y 

cambiar la práctica educativa (3
rd

 ed.). Editorial Graó. 

Barcelona (Spain). 

Law No. 20,903. 2016. Crea el sistema de desarrollo profesional 

docente y modifica otras normas. Retrieved on September 10, 

2018 from https://www.leychile.cl/Navegar?idNorma=1087343  

MARLINA, Neni; RAMDANI, Junjun M; SRI, Melisa. 2016. “Action 

research: Theory and practice in English pre-service teachers”. 

EduLite Journal of English Education, Literature and 

Culture. Vol. 1, No. 2: 196-214. Universitas Islam Sultan 

Agung. Semarang (Indonesia).  

MARTIN, Annjeanette. 2016. “Second language teacher education in 

the expanding circle: The EFL methodology course in Chile”. 

Colombian Applied Linguistics Journal. Vol. 18, No. 1: 24-

42. Universidad Distrital Francisco José de Caldas. Bogotá 

(Colombia).  

MATTHEOUDAKIS, Marina. 2007. “Tracking changes in pre-service 

EFL teacher beliefs in Greece: A longitudinal study”. Teaching 

and Teacher Education. Vol. 23, No. 8: 1272-1288. Elsevier. 

Amsterdam (Netherlands). 

NOORMOHAMMADI, Samane. 2014. “Teacher reflection and its 

relation to teacher efficacy and autonomy”. Procedia - Social 

and Behavioral Sciences. Vol. 98: 1380-1389. Elsevier. 

Amsterdam (Netherlands). 

NURFAIDAH, Sitti; LENGKANAWATI, Nenden Sri; SUKYADI, 

Didi. 2017. “Levels of reflection in EFL pre-service teachers‟ 

https://www.leychile.cl/Navegar?idNorma=1087343


Pre-service and in-service EFL teachers’ levels of reflection                          1432                                                                       

 
 
                   

 

 
 

                                                                                                                  

 

teaching journal”. Indonesian Journal of Applied Linguistics. 

Vol. 7, No. 1: 80-92. Balai Bahasa Universitas Pendidikan 

Indonesia. Bandung (Indonesia).  

ÖZMEN, Kemal Sinan. 2012. “Exploring student teachers‟ beliefs 

about language learning and teaching: A longitudinal study”. 

Current Issues in Education. Vol. 15, No. 1: 1-16. Arizona 

State University. Tempe, Arizona (United States).  

RAHIMI, Ali; CHABOK, Somaye. 2013. “EFL teachers‟ levels of 

reflective teaching and their conceptions of teaching and 

learning”. Journal of Advanced Social Research. Vol. 3, No. 

1: 12-29. Design for Scientific Renaissance. Kuala Lumpur 

(Malasia).  

RICHARDS, Jack C; LOCKHART, Charles. 2007. Reflective teaching 

in second language classrooms. Cambridge University Press. 

New York, NY (United States).  

RODRÍGUEZ, Beatriz; MAHIAS, Patricia; MAIRA, María Paz; 

GONZÁLEZ, Mary Carla; CABEZAS, Héctor; PORTIGLIATI, 

Carlos. 2016. La mirada de los profesores: Debilidades que 

reconocen en su práctica y cómo proponen superarlas. 

Midevidencias. No. 5: 1-6. Centro UC Medición - MIDE. 

Santiago (Chile).  

ROUX, Ruth; MORA, Alberto; TAMEZ, Axel. 2012. “Reflective 

writing of Mexican EFL writers: Levels of reflection, 

difficulties and perceived usefulness”. English Language 

Teaching. Vol. 5, No. 8; 1-13. Canadian Center of Science and 

Education. Toronto (Canada).  

SCHÖN, Donald A. 1983. THE REFLECTIVE PRACTITIONER. 

Basic Book. New York, NY (United States). 

SALOMÃO, Ana Cristina Biondo. 2011. “Collaborative language 

learning in Teletandem: A resource for pre-service teacher 

education”. PROFILE: Issues in Teachers' Professional 

Development. Vol. 13, No. 1: 139-156. Universidad Nacional 

de Colombia. Bogotá (Colombia). 

SHOOSHTARI, Zohreh; RAZAVIPUR, Kioumars; TAKRIMI, 

Azimeh. 2017. “Pre-service language teachers‟ cognitions about 

language learning/teaching and cognition refinements through a 



1433                                   Tania Tagle Ochoa et al.                                     

Opción, Año 35, Regular No.90 (2019): 1402-1434 
 
 

 

 

reflection-oriented practicum”. Iranian Journal of Applied 

Linguistics (IJAL). Vol. 20, No. 1: 185-217. Kharazmi 

University. Karaj - Tehran (Iran). 

SMITH, Melissa K; LEWIS, Marilyn. 2015. “Toward facilitative 

mentoring and catalytic interventions”. ELT Journal. Vol. 69, 

No. 2: 140-150. Oxford University Press. Oxford (England). 

SÖÖT, Anu; VISKUS, Ele. 2015. “Reflection on teaching: A way to 

learn from practice”. Procedia - Social and Behavioral 

Sciences. Vol. 191. 1941-1946. Elsevier. Amsterdam 

(Netherlands). 

TAGLE, Tania; DÍAZ, Claudio; BRIESMASTER, Mark; ORTIZ, 

Mabel; UBILLA, Lucía; ETCHEGARAY, Paulo. 2017. “Pre-

service EFL teachers‟ beliefs about teaching writing: A case 

study in two Chilean universities”. Electronic Journal of 

Foreign Language Teaching.  Vol. 14, No. 2: 187-200. 

National University of Singapore. Singapore. 

WALLACE, Michael J. 2002. Training foreign language teachers: 

A reflective approach. Cambridge University Press. 

Cambridge (England).  

YANG, Shih-Hsien. 2009. “Using blogs to enhance critical reflection 

and community of practice”. Journal of Educational 

Technology & Society. Vol. 12, No. 2: 11-21. National Taiwan 

Normal University. Taipei (Taiwan). 

YUAN, Rui; LEE, Icy. 2015. Action research facilitated by university-

school collaboration. ELT Journal. Vol. 69. No. 1: 1-10. 

Oxford University Press. Oxford (England). 

ZEICHNER, Ken; WRAY, Susan. 2001. “The teaching portfolio in US 

teacher education programs: What we know and what we need 

to know”. Teaching and Teacher Education. Vol. 17, No. 5: 

613-621. Elsevier. Elsevier. Amsterdam (Netherlands). 

 

 

 

 



Pre-service and in-service EFL teachers’ levels of reflection                          1434                                                                       

 
 
                   

 

 
 

                                                                                                                  

 

APPENDIX 1 

 

Dear participant, 

This activity requires that you remember and report a problem 

related to the implementation of a lesson plan. We expect that you 

share this with us in a detailed and sincere way. To do this, please 

answer the following questions. 

Presentation of the case: 

What were the learning objectives and contents of the lesson 

plan? 

What were the lesson plan activities, ways of assessment, and 

resources?  

 

Problems: 

What difficulties did you experience when planning and 

implementing this lesson? How did you solve them? 

Could these difficulties have been resolved differently? How?  

 

Personal learning: 

What did you learn from this lesson plan and its classroom 

implementation? Why? 
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