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Abstract

This study explores how EFL teachers employ reflective practice to sustain and
enhance student-centered learning (SCL) in higher education. Using a qualitative
case study, data were collected from five teachers through semi-structured
interviews, reflective journals, and supplementary documents. The findings reveal
that reflective practice operates across three interconnected modes: reflection-in-
action, enabling real-time adaptive teaching, reflection-on-action, supporting
post-lesson evaluation and professional growth, and reflection-for-action,
facilitating  anticipatory planning for diverse learner needs. Teachers
demonstrated the ability to adjust instructional strategies responsively,
consolidate insights through journals and peer discussions, and design lessons
that balance structure with flexibility. Despite these benefits, institutional
constraints such as heavy workloads, rigid curricula, and administrative demands
limited systematic reflection, prompting teachers to rely on informal or
collaborative practices to sustain engagement. The study highlights that reflective
practice serves as a critical mechanism for adaptive pedagogy, professional
identity development, and the promotion of SCL, while its transformative potential
depends on both individual agency and institutional support. These findings offer
theoretical and practical implications for teacher education programs seeking to
embed reflective practices within student-centered frameworks.

Keywords: EFL teachers, reflective practice, student-centered learning, student-
centered context

INTRODUCTION

Teachers are becoming more and more acknowledged as essential players in educational
change, especially because of their reflective practices, which enable them to evaluate their
own teaching experiences (Cirocki & Widodo, 2019). According to Farrell (2022) and
Suphasri & Chinokul (2021), reflective practice is the process by which educators examine
their teaching strategies, choices, and interactions in order to continuously enhance their
efficacy as educators. By reflecting on their experiences, teachers gain insights into action,
allowing them to adapt their approaches to support the students (Ho & Chen, 2026). While
teachers have always engaged in some form of reflection, it is only in recent decades that
the concept has become a widely recognized theoretical framework within the field of
English Language Teaching (ELT) (Cirocki & Widodo, 2019; Sari et al., 2021; Suphasri
& Chinokul, 2021). However, reflective practice has become the focus of empirical
research, leading to a deeper understanding of how English language teachers engage in
reflection and encouraging them to adopt this practice more systematically (Ong et al.,
2021). Despite this growing recognition, teachers’ reflection does not necessarily result in
systematic learning from their teaching experiences. Teachers may, in particular, reflect on
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classroom events without thoroughly analyzing how their experiences influence their
comprehension of instructional strategies or guide future pedagogical choices
(Liyanagamage & Gallage, 2026). This condition emphasizes the importance of examining
how teachers use reflection to make sense of their teaching experiences and how this
process advances their professional learning.

Additionally, two important aspects of teachers' professional lives are transformed
by reflective practice (Cirocki & Widodo, 2019). They are teacher quality and identity
(Cirocki & Widodo, 2019; Suphasri & Chinokul, 2021). According to Ong et al. (2021),
these dimensions cover both the personal and professional aspects of teaching,
necessitating that educators have a better understanding of who they are and how they fit
into the larger educational framework. Reflective practice is a cyclical process that includes
reflection-in-action, reflection-on-action, and reflection-for-action, according to Schon
(1983). Teachers can adapt in real time to the circumstances in the classroom by engaging
in reflection-in-action while they are teaching (Hamdani et al., 2024). The term "reflection-
on-action" describes the post-lesson assessment in which educators examine achievements
and difficulties in order to guide future instruction. In contrast, reflection-for-action places
a strong emphasis on planning and preparation prior to instruction, enabling educators to
anticipate possible challenges and devise more successful strategies.

Building on the previously mentioned framework, Suphasri and Chinokul (2021)
show how reflective practice gradually emerges in teacher education, impacting both
instructional quality and professional identity. According to their research, teachers can
transition from teacher-centered methods to more student-centered settings where students
actively participate by participating in reflective cycles. In this way, reflective practice
promotes long-term teacher development and flexibility in a variety of educational settings
in addition to improving instructional strategies. The emphasis on SCL has grown as
education continues to change, necessitating educators to go beyond conventional
approaches and concentrate on developing stimulating, flexible, and responsive learning
environments (Woods & Copur-Gencturk, 2024). Students actively participate in their
education in a student-centered classroom, where teaching strategies are customized to
each student's needs, interests, and learning styles (Al-Balushi et al., 2020; Choi et al.,
2019; Dunbar & Yadav, 2022; Farrow et al., 2024). The process of continuously evaluating
and refining these techniques is crucial for educators.

In contemporary educational settings, the shift towards SCL has prompted
educators to reconsider traditional pedagogical approaches (Woods & Copur-Gencturk,
2024). Teachers are increasingly recognized as main contributors to educational reform,
particularly through their reflective practices, which allow them to critically analyze their
teaching experiences (Dunbar & Yadav, 2022; Farrow et al., 2024; Kuru Goénen, 2019; Sim
& Kim, 2024). However, despite the growing emphasis on reflective practice, there remains
a significant gap in understanding how teachers learn from and make sense of their teaching
experiences and subsequently translate these experiences into actionable strategies within
student-centered frameworks.

Previous studies have explored various aspects of reflective teaching, often
focusing on the individual benefits for teachers (Cirocki & Widodo, 2019; Sari et al., 2021,
Seydi Shahivand & Moradkhani, 2020). For example, Cirocki and Widodo (2019) highlight
the role of reflective practice in teacher development, while Sari et al. (2021) examine
reflective practices in relation to teachers’ professional development. Seydi Shahivand and
Moradkhani (2020), meanwhile, focus on teachers’ reflective practices and their
implications for teaching effectiveness. Although these studies establish the importance of
reflection for teachers’ professional development and teaching practice, they provide less
insight into how teachers interpret specific teaching experiences and what they learn from
those experiences. While these studies have provided valuable insights, they frequently
overlook the process through which teachers’ experiences are reflected upon, interpreted,
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and transformed into pedagogical strategies within the broader context of SCL
environments, thereby limiting their applicability in practice (Cirocki & Widodo, 2019;
Sari et al., 2021). Moreover, the existing literature tends to focus primarily on quantitative
analyses of teaching effectiveness or student outcomes, leaving less attention to the
qualitative dimensions of teachers' lived experiences, particularly how teachers construct
meaning from their experiences through reflective practice (Seydi Shahivand &
Moradkhani, 2020). Thus, the gap is not simply the lack of research on reflective practice,
but the limited understanding of the meaning-making process through which teachers
connect their teaching experiences with subsequent pedagogical decisions in SCL contexts.
Addressing this gap requires an in-depth exploration of teachers’ experiences, reflections,
and the ways in which these experiences inform their instructional adaptations.

Therefore, this study explores teachers’ reflective practices by examining how they
reflect on and make sense of their teaching experiences and how these experiences inform
their instructional adaptations in SCL environments. Specifically, the study addresses the
following research questions:

RQI. How do teachers reflect on their teaching experiences in SCL environments?

RQ2. What do teachers learn from their teaching experiences through reflective practice?
RQ3. How do teachers’ reflections on their teaching experiences inform their instructional
adaptations in SCL environments?

Teachers’ Reflective Practice

Reflective practice has been widely recognized as a cornerstone of teacher professional
development and pedagogical improvement. Schon’s (1983) seminal framework identifies
three interrelated modes: reflection-in-action, which involves responding to classroom
events in real time; reflection-on-action, which refers to retrospective analysis of teaching
episodes; and reflection-for-action, which emphasizes anticipation and planning for future
practice. Farrell (2018, 2022) extends these concepts by positioning reflective practice as
a cyclical and dynamic process, whereby teachers integrate immediate pedagogical
decisions with longer-term professional growth. In this study, Schon’s framework is critical
because it provides a theoretical lens for examining how teachers reflect on their teaching
experiences and how these reflections inform their subsequent instructional decisions. The
three modes of reflection therefore function as an analytical framework for identifying how
teachers respond to classroom situations, interpret their experiences after teaching, and use
these experiences to anticipate and adapt future instructional practices. This framework
underscores the role of reflection not only in refining instructional strategies but also in
cultivating adaptive expertise.

Several studies reinforce the transformative role of reflective practice across
educational contexts. Howell (2021) demonstrates that when combined with active learning
strategies, reflective practice fosters deeper student engagement in sustainability education.
Yadav & Bhatia (2024) further show how reflective approaches in higher education
enhance learning outcomes by linking theory with real-life application. Within teacher
education, McGarr (2021) highlights the value of virtual simulations in supporting pre-
service teachers’ reflective processes, particularly for developing classroom management
skills. Similarly, Marshall et al. (2022) synthesize enabling factors for effective reflection,
emphasizing the importance of structured facilitation and supportive contexts. Collectively,
these perspectives affirm reflective practice as more than an individual exercise. For the
present study, the framework is particularly useful for understanding the process through
which teachers move from experiencing classroom events to reflecting on those
experiences and adapting their instructional practices within student-centered learning
environments. It is a pedagogical tool that empowers teachers to navigate uncertainty, adapt
instruction, and continually strengthen their professional identity, forming a solid
foundation for student-centered and responsive teaching.
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Reflective Practice in SCL
Reflective practice is increasingly recognized as an essential dimension of SCL because it
enables teachers to evaluate and refine their instructional decisions in response to learners’
diverse needs. In contrast to teacher-centered approaches, SCL positions learners as active
participants, requiring educators to adopt flexible pedagogical strategies that foster
autonomy and engagement. Reflection thus serves as the mechanism through which
teachers interrogate their own practices, respond to classroom dynamics, and align
instruction with broader educational goals. Mohamed et al. (2022) emphasize that reflective
practice in education is multifaceted, demanding attention not only to pedagogical choices
but also to the affective and contextual dimensions that shape the learning process. In the
context of this study, this perspective is important because teachers’ reflective practices
provide a basis for understanding how they respond to the demands of SCL and how their
teaching experiences inform their instructional decisions. Thus, reflective practice
functions as a lens for examining how teachers interpret classroom experiences and adapt
their practices to support learner-centered instruction.

Several evidence further illustrates how reflection sustains the enactment of SCL.
Dao et al. (2021) demonstrated that reflective practices encourage adolescent EFL learners
to attend more closely to linguistic form, showing that teacher reflection can influence
learner behaviours and outcomes. Similarly, Seydi Shahivand & Moradkhani (2020) found
a significant association between teachers’ emotional intelligence and their reflective
engagement, suggesting that the capacity to reflect effectively depends on both cognitive
awareness and emotional regulation. More recently, Arefian et al. (2024) highlighted the
value of collaborative reflection among EFL teachers, noting that dialogic processes of
reflection strengthened professional awareness and enhanced the alignment of pedagogy
with learner-centered principles. These studies affirm that reflective practice is not a
supplementary activity but a critical process for sustaining student-centered education. For
the present study, these perspectives help frame the analysis of how teachers reflect on their
classroom experiences, respond to learners’ needs, and adapt their instructional practices
within SCL environments. Through systematic reflection, teachers are able to interrogate
their practice, accommodate learners’ voices, and design more responsive forms of
instruction that promote autonomy, inclusion, and active participation.

Learning from Teaching Experience through Reflective Practice

Teaching experience constitutes a critical foundation upon which reflective practice is
enacted, allowing educators to transform classroom encounters into opportunities for
professional growth. Through systematic reflection, teachers not only identify effective
strategies but also recognize areas for improvement, thereby fostering adaptive expertise.
Suphasri & Chinokul (2021) argue that reflective practice in teacher education enables
practitioners to reframe their instructional roles, transitioning from rigidly structured
approaches toward more flexible and student-centered pedagogies. n this study, reflective
practice is important for understanding how teachers learn from their teaching experiences.
Through reflection, teachers can identify challenges, evaluate their teaching decisions, and
consider what they can improve in their future teaching. This process highlights the
importance of cultivating reflective dispositions that can translate practical experience into
meaningful pedagogical insight.

Research in diverse EFL contexts demonstrates the value of linking reflective
practice directly to teachers’ lived experiences. For example, Seydi Shahivand &
Moradkhani (2020) found that teachers with higher emotional intelligence engaged more
deeply in reflective activities, suggesting that affective awareness mediates the
effectiveness of learning from practice. Sim & Kim (2024) revealed how reflection fostered
critical analysis of online teaching, enabling novice teachers to integrate experiential
insights with pedagogical refinement. This highlights reflective practice as a key
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mechanism through which teachers connect their teaching experiences with professional
growth. Similarly, Sari et al. (2021) documented that reflective engagement enhanced
teachers’ competence, underscoring how reflection can bridge practical classroom
challenges with the development of technological and pedagogical expertise. Building on
this, Ong et al. (2021) introduced a structured five-step corpus-based reflective model that
guided teachers to evaluate instructional choices and apply reflective practice. This
approach reflects Schon (1983) reflection-on-action, emphasizing the value of structured
reflection for transforming classroom experiences into pedagogical insights. These studies
are relevant to the present study because they show how teachers’ experiences can become
a source of learning when teachers reflect on what happened in their teaching. These studies
affirm that reflective practice serves as the interpretive lens through which teaching
experience is transformed into professional knowledge. By critically engaging with their
own practice, teachers develop the capacity to adapt to diverse instructional contexts,
strengthen their pedagogical identity, and sustain student-centered approaches in evolving
educational environments.

METHOD

Design

This study examined how teachers' reflective practices influenced and improved SCL
settings using a qualitative case study methodology. Because it enables the researcher to
thoroughly examine teachers' reflective practices within their particular teaching setting,
concentrating on their experiences, viewpoints, and instructional choices, a case study was
selected (Creswell, 2013). Because reflective practice is directly related to the setting in
which teachers encounter and react to classroom circumstances, this method is especially
appropriate for the current study. The study investigated how teachers considered their
teaching experiences, recognized obstacles, and modified their pedagogical choices to
facilitate SCL using interviews and reflective journals. The case study approach offers a
thorough understanding of the relationship between teachers' reflection and their
instructional practices and the creation of SCL environments by looking at these
experiences inside their real teaching setting.

Participants

Since the goal of this study was to get detailed viewpoints on how reflective practices
influence instructional strategies in SCL situations, participant selection was an essential
stage. Purposive sampling was used to choose five EFL instructors from English Language
Education programs in Indonesia in order to accomplish this. Because it enabled the
researcher to concentrate on educators who had shown a commitment to reflective
practices, purposeful sampling was considered suitable, guaranteeing that the data would
be comprehensive and pertinent (Patton, 2015). Because each participant had taught EFL
for at least three years, they were able to draw on both professional knowledge and
introspective views. Their experiences ranged from formal diaries and recorded lessons to
peer talks and cooperative mentorship, as well as years of service, institutional settings, and
styles of reflection. This variance gave the study a variety of viewpoints, enabling a more
thorough understanding of how reflective practices are implemented in various educational
situations and how they support SCL environments.

Table 1. Participant Profiles: Years of Experience, Teaching Context, and Reflective Practice

Lecturer Years of Experience Teaching Context Reflective Practice Tool

L1 12 Public University Reflective journals

L2 8 Private University Peer discussions

L3 3 Public University Peer discussions & mentoring

L4 15 Private University Reflective journals & recorded lessons
L5 5 Public University Workshop-based reflection
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Instruments

Semi-structured interviews, reflective journals, and supplementary documents were the
tools used in this investigation. The main method utilized to gather information on teachers'
reflective practices and their implementation in SCL situations was semi-structured
interviews. This format was used because it allows participants to elaborate on topics that
are most pertinent to their experiences while yet allowing the researcher to stay focused on
important themes (Cohen et al., 2018). The interviews focused on teachers’ perceptions of
reflection, the strategies they employed, and how reflective practices informed their
instructional decisions.

Additionally, reflective journals were used in accordance with Schon's (1983)
frameworks of reflection-in-action, reflection-on-action, and reflection-for-action to record
participants' continuing reflections prior to, during, and following instruction sessions.
These journals offered a useful written record of how instructors evaluated occurrences in
the classroom, noted their advantages and disadvantages, and devised plans for
development (Farrell, 2018). Additional supplemental documents, including lesson plans
and instructional materials, were also reviewed to enhance these tools. These artifacts
provided contextual proof of how reflective practices were incorporated into practical
teaching methods. The methodological triangulation that was secured by the mix of
documents, journals, and interviews increased the conclusions' credibility and depth.

Data Collection

Semi-structured interviews, reflective journals, and supplementary documents were used
to gather data for this study. The main data source was semi-structured interviews, which
were intended to investigate how instructors view and implement reflective practices in
SCL settings. This approach preserved uniformity among participants while allowing for
an open-ended investigation of their experiences. Key topics covered in the interviews
included instructors' comprehension of reflective practice, strategies used in classroom
settings, challenges encountered while implementing reflection, and how reflective
processes influenced their instructional modifications. With the participants' permission,
each interview was audio recorded, verbatim transcribed, and anonymised to maintain
ethical integrity and confidentiality.

Using Schon's (1983) framework of reflection-in-action, reflection-on-action, and
reflection-for-action, data interviews and reflective notebooks were used to record
participants' reflections prior to, during, and following instruction. These journals provide
in-depth descriptions of how instructors evaluated classroom activities critically,
pinpointed areas of strength and growth, and planned modifications for next classes. In
order to offer contextual evidence of how reflective practices were incorporated into
classroom strategies, supplementary documents, such as lesson plans and teaching
materials, were also examined. The data collection technique was conducted with full
adherence to ethical standards. Every participant was made aware of the study's objectives,
their right to transparency and anonymity, and their freedom to leave at any time without
facing repercussions. All participants provided written informed consent, and the
university's research ethics committee approved the study.

Data Analysis

Clarke and Braun's (2006) six-phase framework, which was chosen for its adaptability and
capacity to capture the complexity of reflective practice in educational contexts, was
followed in the thematic analysis of the data. This method was especially appropriate for
the current study because it allowed the researcher to find trends in the ways that teachers'
instructional modifications in SCL contexts were influenced by reflective practices. The
procedure comprised the following steps: (1) familiarization with the data; (2) first coding;
(3) topic development; (4) theme review; (5) theme definition; and (6) final reporting.
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Reflective journals, interview transcripts, and additional documents were all hand coded.
In order to create themes that matched the research topics, emergent codes were categorized
into more general groups and recurrent patterns were iteratively improved.

Table 2. Phases of Thematic Analysis

Phase Analytical Focus

Familiarization Reading transcripts, journals, and documents; making initial notes to immerse in the
data.

Initial coding Highlighting data segments relevant to reflective practice and SCL strategies.

Theme Grouping codes into categories and identifying potential themes across participants.

development

Theme review Comparing themes to ensure consistency, coherence, and representativeness.

Theme definition Finalising and naming core themes related to reflective practice and instructional
adaptation.

Reporting Constructing a linking theme to research questions and existing literature.

The trustworthiness of this study was established through strategies that addressed
credibility, transferability, dependability, and confirmability. Credibility was strengthened
by inviting participants to review their interview transcripts and preliminary findings,
ensuring that the interpretations reflected their intended meaning. Transferability was
supported by providing detailed descriptions of the research context, participant profiles,
and data collection procedures, allowing readers to assess the applicability of the findings
to similar settings. Dependability was maintained through systematic documentation of the
research design and analytic processes, which provided transparency and a clear audit trail.
Confirmability was achieved through ongoing reflexivity, with the researcher carefully
monitoring personal assumptions and grounding all interpretations in the data. These
measures enhanced the rigor and reliability of the study’s results.

RESULTS

Reflection-in-action as adaptive classroom decision-making

The results demonstrate that teachers implemented reflection-in-action by making quick
modifications to their teaching methods in response to the reactions of their students.
Teachers reported using scaffolding, grouping arrangements, questioning strategies, and
activity modifications when students struggled or participated poorly. These modifications
were made during instruction rather than after, demonstrating that teachers were constantly
monitoring student responses and modifying their lesson plans as necessary. Teachers
specifically stated that they changed the way activities were presented or introduced
alternative kinds of interaction in order to address uncertainty, restricted replies, and
disengagement.

These accounts were consistently supported by the interview data, where teachers
emphasized the importance of “reading the classroom” and reacting in the moment. Such
adaptive practices align with Schon’s (1983) concept of reflection-in-action, which
highlights the teacher’s ability to critically evaluate situations as they unfold and to act
based on professional judgment rather than predetermined plans. Here is the demonstration:

Excerpt 1

“When I noticed students were confused during the reading task, I stopped
and gave them guiding questions instead of continuing with the material.
That small change helped them engage more actively.” (Participant 2)

Similarly, Participant 4 explained that changes in questioning were used when students
were reluctant to participate:

145



Learning from Teachers’ Teaching Experience: An Exploration of Reflective Practice to Apply in
a Student-Centered Learning (SCL) Environment

Excerpt 2

“Sometimes when students are too quiet, I switch from explaining to
asking short questions so they feel encouraged to respond. It makes the
class less passive.” (Participant 4)

Participant 5 also described changing the classroom arrangement when students did not
respond to the initial instruction:

Excerpt 3

“I always adjust on the spot. For example, if students don’t respond to my
initial instruction, 1 immediately try group work to make them more
comfortable sharing.” (Participant 5)

When considered collectively, these reports suggest that teachers engaged in
reflection-in-action by utilizing students' immediate reactions as indicators to adjust their
lesson plans. The modifications, which included the use of guiding questions, shorter
questions, and group work, varied depending on the classroom setting. Teachers modified
their ongoing instruction in response to changing learner requirements rather than viewing
the original lesson plan as set in stone. The results thus demonstrate reflection-in-action as
an adaptive technique that teachers used to respond to classroom situations during
instruction, especially with regard to students' engagement and participation.

Reflection-on-action and post-lesson learning for SCL

The results show that teachers engaged in reflection-on-action after teaching to review their
instructional practices and examine students’ responses during the lesson. Across the
participants’ accounts, post-lesson reflection involved reviewing which instructional
strategies facilitated participation, identifying difficulties encountered during classroom
activities, and considering students’ patterns of engagement. Teachers reported using
several forms of reflection, including reflective journals, peer discussions, and self-review
of lesson outcomes. Through these activities, experiences from one lesson became a basis
for considering adjustments to subsequent teaching.

The participants particularly emphasized the value of reviewing students’
responses after the lesson. Such reflection enabled them to identify recurring patterns,
including students’ difficulties in collaborative activities and limited participation during
discussions. Rather than considering these classroom events as isolated occurrences,
teachers used them to reconsider how subsequent activities could be organized and
supported. For example, Participant 1 described reviewing the effectiveness of different
parts of the lesson before preparing activities for the following week:

Excerpt 4

“After each lesson, I usually take time to reflect on which parts of the
lesson encouraged participation and which did not. This helps me prepare
more effective activities for the following week.” (Participant 1)

Similarly, Participant 3 explained that documenting reflections helped identify patterns in
students’ learning and informed subsequent instructional decisions:

Excerpt 5

“I find it important to write down my reflections at the end of each
class. Reviewing them later helps me see patterns in students’ learning
and adjust my strategies accordingly.” (Participant 3)
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These accounts indicate that reflection-on-action extended beyond simply
recalling what occurred during a lesson. Teachers used retrospective examination to
identify aspects of instruction that required continuation, modification, or further support
in subsequent lessons. The process therefore connected past classroom experiences with
subsequent instructional decisions. In this case, reflection-on-action functioned as a post-
lesson process through which teachers reviewed student participation and learning
responses and used these observations to inform adjustments to their subsequent teaching.

Reflection-for-action and anticipatory planning
The results show that teachers engaged in reflection-for-action by anticipating potential
challenges before teaching and preparing alternative ways to respond to them. Across the
participants’ accounts, this anticipatory process involved considering students’ readiness,
possible difficulties with learning materials, different levels of participation, and contextual
limitations. Rather than preparing a single fixed instructional plan, teachers described
developing alternative explanations, activities, materials, or strategies that could be used if
the initial plan did not adequately support students’ participation. This suggests that
preparation was closely connected to teachers’ expectations of variation in how students
might respond during instruction.

Participant 2, for example, described anticipating students’ difficulties with new
materials and preparing alternative explanations in advance:

Excerpt 6

“Before every lesson, I always try to predict where students might get
confused, especially when working with new materials. 1 prepare
alternative examples or simplified explanations, so when problems
appear, I can respond quickly.” (Participant 2)

Similarly, Participant 5 focused on anticipating differences in students’ participation and
incorporating alternative strategies into lesson planning:

Excerpt 7

“For me, planning is not only about designing activities but also about
anticipating students’ different levels of participation. I always create
backup strategies to make sure all students remain engaged throughout
the session.” (Participant 5)

The anticipatory process also extended beyond learner-related considerations to contextual
conditions. Participant 3 described preparing additional materials and alternative
approaches in response to limited resources:

Excerpt 8

“In my context, limited resources often affect how lessons unfold. That’s
why [ try to prepare extra materials and think of different approaches
beforehand, so I won’t be stuck if the main plan doesn’t work”
(Participant 3)

When combined, these accounts show that reflection-for-action entailed both learner and
contextual preparation for uncertainty. Teachers planned with alternatives in mind,
anticipating potential challenges with comprehension, participation, and resource
availability. Because teachers prepared several potential replies rather than depending
solely on one educational strategy, the resulting plans were structured but not fixed. In this
way, reflection-for-action gave instructors a foundation for going into the classroom more
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prepared while yet having the flexibility to address any circumstances that might arise
during instruction.

Challenges in enacting reflective practice within institutional constraints
The results show that institutional and contextual factors limited instructors' participation
in reflective practice. Heavy teaching workloads, administrative duties, time limits, and
institutional expectations for goals, evaluations, and reporting were the primary limitations
reported by all of the participants. Teachers' ability to reflect after teaching was impacted
by these circumstances. Sometimes reflection was done in an informal, shortened, or
delayed manner rather than in a methodical manner.

Participant 1 specifically described the difficulty of allocating time for structured
reflection because of administrative responsibilities following teaching:

Excerpt 9

“Reflection is important, but sometimes [ cannot give it enough time. After
teaching, there are still reports and administrative tasks that need to be
done, so structured reflection often gets postponed.” (Participant 1)

The institutional expectations surrounding teaching were also identified as a constraint.
Participant 3 explained that institutional targets and assessment requirements did not
always correspond with the time needed for meaningful reflection:

Excerpt 10

“We are encouraged to be reflective, but the institution has its own targets
and assessments. Sometimes these expectations do not align with the time
we need for meaningful reflection.” (Participant 3)

In addition to time-related constraints, the participants indicated that formal institutional
spaces for reflection were limited. Participant 5 described continuing to reflect
independently through personal notes and discussions with colleagues despite the absence
of formal institutional support:

Excerpt 11

“Even though the institution does not provide a formal space for
reflection, I try to do it personally, like writing notes after teaching or
discussing with colleagues. It helps, but it feels more like my own effort
rather than institutional support.” (Participant 5)

These accounts demonstrate how formal opportunities for reflection as well as the amount
of time available for it were impacted by institutional limitations. Nonetheless, teachers
persisted in using informal and individual techniques to engage in reflective activities. As
a result, reflective practice was upheld in spite of the lack of institutional backing, but
teachers' personal initiatives and the chances presented by their work environments played
a major role in its implementation.

Collaborative Dimensions of Reflection

The results reveal that teachers engaged in reflection through contacts with colleagues as
well as through their own activities. Peer discussions, mentoring, and collegial exchanges
were identified by participants as ways to talk about their teaching experiences and
challenges in the classroom. Teachers were able to get different viewpoints and useful
advice from peers through these exchanges. Participants specifically mentioned talking
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about difficulties in the classroom with other educators and thinking about strategies they
were not previously aware of.

Participant 2 described how discussions with colleagues provided alternative
perspectives on classroom challenges:

Excerpt 12

“lusually discuss with colleagues after class. When I share my challenges,
they sometimes suggest techniques I never thought of. It really helps me
see things differently.” (Participant 2)

Similarly, Participant 4 emphasized the practical support gained from peer discussions
when encountering difficulties in implementing student-centered learning:

Excerpt 13

“Peer discussions are important for me. They give me motivation and
practical advice, especially when [ face difficulties in applying SCL.”
(Participant 4)

The participants also described collegial discussion as an informal space for reflection
when formal institutional support was limited. Participant 5 explained that discussing
teaching experiences with other teachers provided a way to reflect collectively:

Excerpt 14

“Even though formal support for reflection is limited, talking with other
teachers becomes our way to reflect together. It feels like collaborative
learning, not just individual effort.” (Participant 5)

According to the participants' testimonies, collaborative reflection entailed discussing
classroom difficulties, getting different viewpoints, and sharing effective strategies with
colleagues. In situations where formal opportunities for reflective practice were few, the
testimonies also demonstrate that such reflection might take place informally through
regular interactions among educators. As a result, reflective practice was implemented in
the case through both solo endeavours and group discussions with colleagues.

DISCUSSION

The findings indicate that teachers’ reflective practices operated as an interconnected
process that supported the enactment of SCL in Indonesian higher education. Rather than
functioning as separate forms of reflection, reflection-in-action, reflection-on-action, and
reflection-for-action were evident at different points in teachers’ instructional decision-
making: teachers responded to students’ immediate needs during teaching, reviewed
classroom experiences after lessons, and anticipated possible challenges before subsequent
instruction (O’Toole et al., 2026). These modes of reflection therefore formed a continuous
process through which teachers responded to classroom situations, evaluated their
experiences, and prepared for subsequent instruction (Farrow et al., 2024). This pattern
extends Schon’s (1983) conceptualization of reflective practice by illustrating how the
three modes can operate in relation to the ongoing demands of SCL rather than as isolated
reflective activities.

A crucial method for making adaptive decisions in the classroom is reflection-in-
action. When students showed signs of confusion, quietness, or disengagement, teachers
showed that they could adapt their questioning techniques, tasks, scaffolding, or
collaborative activities in real-time (Nurjanah et al., 2026). These spontaneous
modifications are consistent with earlier research that highlights the value of adaptability
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and responsiveness in student-centered pedagogy (Farrell, 2018; Woods & Copur-
Gencturk, 2024). However, the present findings suggest that such responsiveness involved
more than spontaneous changes in teaching. Teachers first attended to students’ responses
and then exercised professional judgment to determine which instructional adjustment was
appropriate. This has an important advantage for SCL because it allows instruction to
remain responsive to learners rather than being governed entirely by predetermined plans.
At the same time, reliance on moment-to-moment professional judgment may make the
quality of adaptation dependent on teachers’ ability to accurately interpret classroom cues
and select appropriate responses. Thus, while previous studies emphasize flexibility as an
important feature of reflective and student-centered teaching, the present study highlights
how reflection-in-action was enacted through teachers’ ongoing interpretation of learner
responses. By “reading the classroom” and reacting immediately, teachers were able to
maintain student participation when their initial instructional approach did not sufficiently
support engagement.

In addition, reflection-on-action gave teachers a methodical way to assess their
instruction after class. They discovered trends in student participation through journals,
peer discussions, and lesson result analysis, and they improved their teaching methods for
later sessions. This repetitive process is consistent with research by Suphasri and Chinokul
(2021), who contend that by transforming instructional experiences into developmental
cycles, reflection promotes ongoing professional learning. The present findings similarly
indicate that teachers did not simply recall what had happened during a lesson; they
examined students’ participation and learning responses to determine what might need to
be maintained or modified in subsequent teaching. This retrospective process therefore
connected past classroom experiences with future instructional decisions. Its advantage lies
in providing teachers with an opportunity to examine classroom events with greater
distance than is possible during immediate instruction, potentially allowing recurring
patterns to become more visible (Erbay-Cetinkaya, 2025). However, reflection-on-action
also depends on teachers having sufficient time and opportunities to revisit classroom
experiences systematically. When such opportunities are limited, post-lesson reflection
may remain brief or informal rather than developing into sustained professional inquiry. In
this study, teachers used such evaluations to identify recurring patterns in students’
participation and learning and to inform subsequent instructional adjustments,
underscoring the value of reflection-on-action in linking classroom experience with
ongoing pedagogical decision-making.

Equally significant was reflection-for-action, which highlighted the anticipatory
dimension of reflective practice. By predicting potential difficulties, preparing alternative
examples, and embedding flexibility into lesson design, teachers sought to prepare for
possible differences in students’ comprehension, participation, and contextual conditions
before instruction began (Rifai et al., 2026). Such foresight reflects the proactive
orientation of reflective practitioners who view planning not as a fixed script but as a
flexible roadmap (Farrell, 2022). This finding extends that perspective by showing that
anticipatory reflection involved preparing multiple possible responses rather than simply
developing a predetermined lesson sequence. The advantage of this approach is that
teachers could enter the classroom with alternative explanations, materials, or strategies
already available, thereby combining preparation with flexibility (Liu & Koehler, 2026).
Nevertheless, anticipatory planning has an inherent limitation: teachers cannot fully predict
how students will respond once instruction begins. Consequently, planning alone cannot
guarantee successful SCL and still needs to be complemented by reflection-in-action during
classroom interaction. In this sense, reflection-for-action and reflection-in-action appear to
serve complementary functions: the former prepares teachers for possible uncertainty,
while the latter enables them to respond when that uncertainty actually emerges. This
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relationship helps explain how the three reflective modes operated as an interconnected
process rather than as independent practices.

However, despite the potential contribution of reflective practice, the findings also
reveal substantial institutional and contextual constraints. Heavy workloads, administrative
demands, and rigid curricular structures limited the time and formal space available for
systematic reflection. These challenges parallel earlier studies that highlight the tension
between teachers’ aspirations for professional growth and structural realities of higher
education (Cirocki & Widodo, 2019; Seydi Shahivand & Moradkhani, 2020). The present
findings reinforce this tension while also showing that the problem was not a lack of
teachers’ willingness to reflect. Rather, teachers valued reflection but often had to
accommodate it around competing institutional demands, resulting in reflection that was
postponed, shortened, or conducted informally. This creates a significant tension for
reflective practice: informal reflection allows teachers to remain reflective despite
institutional constraints, but its dependence on individual initiative may limit its
consistency and sustainability. In this context, reflection often became an informal or
individual endeavour rather than an institutionalized practice, suggesting that teachers’
reflective agency may persist even when organizational conditions do not fully support it.

Notably, the collaborative dimensions of reflection emerged as a response to these
constraints rather than merely as an additional form of reflection. Teachers engaged in
collegial dialogues, peer feedback, and informal mentoring to sustain reflection when
institutional scaffolding was absent (Hamdani et al., 2024). These interactions provided
alternative perspectives and practical strategies for addressing classroom challenges,
consistent with the view that reflective practice is not only an individual cognitive process
but also a socially mediated activity that thrives in professional communities (Kim & Sim,
2024; Ong et al., 2021). The collaborative dimension has an important advantage because
colleagues can provide perspectives and solutions that may not emerge through solitary
reflection (Emma Rahmawati et al., 2025). In the present case, peer interaction therefore
offered teachers an accessible space to reconsider classroom experiences and obtain
practical advice, particularly when formal institutional opportunities were limited.
However, informal collaboration also has a limitation: although it can sustain reflective
activity, it cannot fully substitute for structured institutional support. Without dedicated
time, formal spaces, or organizational recognition, collaborative reflection may remain
dependent on teachers’ personal initiative and the availability of supportive colleagues.
Thus, the findings suggest a productive but incomplete response to institutional constraints:
teachers were able to sustain reflection through collegial interaction, but such informal
practices did not remove the structural conditions that constrained reflection in the first
place.

These results imply that three temporal orientations and one social dimension
interacted to sustain reflective practice in this instance. Teachers were able to respond to
changing learner requirements through reflection-in-action, prepare for potential classroom
obstacles through reflection-for-action, and analyze those experiences and apply them to
future instruction through reflection-on-action. This process was further aided by
collaborative reflection, which offered teachers interpersonal spaces to share ideas and
strategies, especially in situations where institutional support was limited (Made et al.,
2026). By focusing on how social interaction within institutional settings connects and
sustains individual reflective modes, this view contributes to earlier debates of reflective
practice. By demonstrating how reflection-in-action, reflection-on-action, and reflection-
for-action can serve as interrelated forms of pedagogical decision-making in a SCL context
and emphasizing the role of collegial interaction in maintaining reflective practice under
institutional constraints, the study theoretically expands upon Schon's (1983) framework.

In practical terms, the results imply that encouraging teachers to develop reflective
personalities is not enough to foster reflective practice. In order to facilitate systematic
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reflection, institutions must provide time, formal spaces, and supportive structures.
However, in situations when formal structures are limited, peer collaboration might offer a
readily available way to maintain thoughtful discourse. This study advances knowledge of
reflective practice as an adaptable and socially located activity rather than just an individual
act of post-lesson review by situating reflection within both individual and collective
domains. This viewpoint is especially pertinent to SCL, where educators must strike a
balance between planned instruction and adaptability to the requirements of a wide range
of students and evolving classroom environments.

CONCLUSION

This study argues that reflective practice in EFL teaching is not simply an individual
activity but an interconnected and adaptive process that supports the enactment of SCL. Its
effectiveness, however, depends not only on teachers’ reflective agency but also on the
institutional conditions that enable reflection. While teachers can sustain reflection through
individual and collaborative practices, limited time, workload, and institutional demands
may constrain its consistency. Therefore, higher education institutions should provide
dedicated time, opportunities for collegial dialogue, and supportive structures to make
reflective practice a sustainable part of teachers’ professional practice. Future research may
further examine how institutional support shapes the sustained enactment of reflective
practice and SCL across different higher education contexts.
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