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Introduction 

Reflective practice is a process where teachers examine their values, beliefs, and approaches to teaching and learning 

within their own teaching contexts. By engaging in reflective practice teachers can become aware of problems and 

possibilities in their own teaching and thus be able to make informed decisions about their teaching. Although reflective 

practice has been around for a while, there still does not exist any unifying definition or approach to reflecting on practice 

but this is not necessarily a problem as it encourages teachers to define it for themselves. In this article, I will suggest that 

reflective practice is evidence-based rather than just contemplating about our teaching and that this evidence comes from 

concrete data that teachers have collected from their classrooms rather than their perceptions of what is happening in 

their classrooms. 

 

Evidence-based reflections  

Many times we leave a class feeling good or bad about what we think has happened. But can we be sure that what we 

perceived to have happened has actually occurred? For example, if a teacher sees a student yawning, does this mean that 

the student is bored and so the teacher should change his or her teaching activities? How can we be sure that the yawn is 

connected to the class or the contents of the lesson?  Perhaps the student is tired or may have had a bad class previous to 

this particular one. So it is important to collect evidence from different sources so that you can question your perceptions 

and be sure your ‘feelings’ are correct before you make decisions regarding teaching activities. 

 

I suggest that engaging in evidence-based reflective practice enables teachers to articulate to themselves (and others) 

what they do, how they do it, why they do it, and what the impact of one’s teaching is on student learning. The results of 

engaging in such reflective practice may mean an affirmation of current practices (i.e. no need to make any changes) or 

making changes, but these changes will no longer be based on perceptions or feelings; they will emerge as a result of 

analysis of concrete evidence. Evidence-based reflective practice is centered on three important questions teachers ask 

themselves about their practice. By systematically collecting data to answer these questions, they can engage in evidence-

based reflective practice (Farrell, 2007). The three questions in an evidence-based reflective cycle are: 

 What do I do? 

 Why do I do it? 

 What is the result? 

 

What do I do?  

The first question, What do I do? is an easy one to ask but not an easy one to answer. As mentioned above, what we think 

we see going on in our classes and what is actually going on may not be the same. Consequently, what we think we do in 

class and what we actually do may also not be the same. So in order to answer this first question we must collect evidence 



about what we actually do in the class. Teachers can gather evidence from many sources and use specific tools to help 

them reflect. Two important reflective tools that can help teachers in self-reflection include writing about our practice and 

recording our lessons. Writing is a good way to begin reflecting on our practice as we can now have an ongoing record of 

how we plan for a lesson and how we think the plan went at the end of the lesson as we write details of that lesson. The 

very act of writing means that the teacher must slow his or her thoughts and step back for a moment to think about his or 

her practice. When teachers write regularly in a teaching journal, they can accumulate information that on later review, 

interpretation, and reflection can assist them in gaining a deeper understanding of their work (Farrell, 2013).  

 

In addition to writing about our practice, we can also use evidence for recording (audio and/or video) our lessons. Even 

though we may write what we think happened during our classes, so much is happening that it might be difficult to get an 

accurate picture of everything that transpires during our classes. In fact, many teachers report that they are on autopilot 

while teaching and find it difficult to remember exactly what happened even minutes after the lesson. But when teachers 

record their lesson, they can play it back, listen, and see (if they video the lesson) how much teacher talk they have 

engaged in and compare this to their lesson objectives. If they notice that they talked more than their students, although 

the lesson objective was to get the students talking, then they have evidence to make a change for the following lesson or 

lessons.  

 

Teachers can also ask their colleagues about their practice. They can do this in several ways such as telling their colleagues 

about a particular teaching method they are about to try and then asking them to observe their class to get further 

feedback. When we have our peers observe our classes, we can gain more self-knowledge not only about what we do in 

class but also about the type of teaching strategies other teachers use in similar situations. We can also become more 

critical about our practice when we discuss our teaching with our peers because if we remain at the level of self-reflection, 

we may become too comfortable with our practice and fail to see, or not want to see, aspects of our practice that may be 

problematic or keep us from creating optimum conditions for our students to learn.  

 

Teachers can take this one step further if they consider forming a teacher reflection group where a small group of 

teachers meet regularly to discuss their practice. Thus a teacher reflection group working together can achieve outcomes 

that would not be possible for an individual teacher working alone. Because the group can generate more ideas about 

classroom issues than can any one individual, a teacher reflection group has the added advantage of providing an 

opportunity for language teachers to help other teachers face and overcome dilemmas related to their practice, while at 

the same time providing supportive social relationships for all of its members. 

 

In addition to reflective techniques such as writing and recording their lessons as well as asking their colleagues about 

lessons, teachers can also ask their students to comment on their practice. Teachers can use the more traditional end-of- 

term student evaluations, or they can make their own reflective student evaluations such as surveys, questionnaires, and 

interviews. In many schools today administrators have built-in end-of-semester student evaluations where the students 

are asked to respond to a teacher’s teaching and the lessons over the course of a semester or year. Students are usually 



given a checklist developed by the school on which they respond to a set of questions about the teacher, his or her 

teaching, and the lessons. Some forms also allow for open-ended responses from the students. Teachers can make up 

their own surveys that focus on one or more points during a class or semester so that their students can have a voice 

about the class. During the semester teachers can also ask their students in an interview format for feedback regarding 

particular lessons.  

 

So even though the question of What do I do? may seem easy to ask and even obvious to answer, this in fact is a difficult 

question to answer and is best accomplished with the help of a peer or peers so that we can get as many views as possible 

about our practice. When we discuss our teaching we ultimately come to the question: Why do we do what we do? 

Another easy question to ask, but difficult to answer. 

 

Why do I do it?  

Once we get a picture over what is happening in our classrooms from the evidence we have collected in our self-

reflections, from our colleagues, and from our students, we can then consider what it means to us and why we do what 

we do. The answer to this particular question will depend a lot on what teachers believe in regarding teaching and 

learning a second language, which of course means articulating (we can also write these in a teaching journal) our beliefs, 

assumptions, and values associated with teaching and learning a second language. Once we have articulated our beliefs, 

we then look at our classroom practices to see if these beliefs remain valid or if we want to change their practices in light 

of our articulated beliefs. The main point here is that there is no correct answer to this question as each teacher will have 

a unique view on how his or her lessons should go, which is good. Otherwise we would just be following other people’s 

prescriptions about what they think should be done.  

 

However, in order to be in a position to answer this question, teachers may need to read widely in the field to see what 

others are doing in other contexts, though not to blindly follow any of their approaches or methods. The reason for 

looking outside our own practices and context is to get as much information from as many sources as possible so that we 

can make informed decisions about our practice. By informed, I mean from as many different angles as possible so that we 

can provide as many opportunities as possible for our students to learn. After all, the main reason we teach is for our 

students to learn something. This brings me to the next important question: What is the result of our teaching? Are our 

students learning anything and how do we know? 

 

What is the result?  

We teach with the hope that our students learn something from us. So, after examining a specific issue related to our 

practices, we must evaluate how our lessons have gone. Did the lesson proceed according to our plan? If not, why not? 

We can also consider if our students responded in the ways we had anticipated as we planned the lesson. Of course, the 

answer to this question will be different for each teacher just as each lesson we teach is different. Nevertheless, it is 

important from a reflective practice perspective to ask this question because the answer will help us determine whether 



we need to re-teach any part of that lesson or consider suitable follow-up lessons. So we arrive full circle here by asking, 

“Will I change anything based on the answers to the three questions above?” 

 

Conclusion 

Engaging in evidence-based reflective practice may affirm rather than change our current practices, but we know we are 

different than when we started our reflections. Now we can articulate what we do, why we do it, and what the result is, 

and this knowledge can empower us as language teachers. We can now articulate the answers to these questions not only 

to ourselves but also to our colleagues and administrators.  And rather than feeling uneasy at the end of our classes about 

what we have or have not accomplished, we are now confident about what we are doing in our classroom. We are now 

reflective practitioners! 
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