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Preface 

Doing Refective Practice: 120 Refection Activities for English Language 
Teachers is a practical, activity-focused book that shows learner language 
teachers, early career language teachers and experienced language teach-
ers how to engage with refective practice. The book is not a theoretically 
focused book about refective practice nor is it a research focused book 
about refective practice. Rather, this book engages language teachers in 
the process of doing refection as they examine all facets of their prac-
tice through the 120 refection activities placed throughout the book. 
Refective practice generally means that language teachers at all levels 
explore their philosophy, principles, theory, practice and critical refec-
tion beyond practice so that they can grow professionally throughout 
their careers. 

Doing Refective Practice: 120 Refection Activities for English Language 
Teachers is written deliberately in a relatively informal style, which follows 
the stated aim of making it more accessible—and less intimidating—for 
learner language teachers as well as novice, early career language teach-
ers who might be daunted by the prospect of a more overtly theoretical 
approach to refective practice. This also makes it easier for more experi-
enced language teachers and/or teacher educators/trainers to dip in and 
out of the refection activities depending on their levels of interest in a 
particular topic. In addition, I deliberately do not include many references 
in each chapter except, when necessary, as interested readers can consult 
the other books (see later) if they want to engage in theoretical or research 
related discussions about refective practice. Thus, this book is practicable 
and assessable to all language teachers and, as a result, purposefully dif-
ferent to other more conceptual-focused books, but at the same time is 
complementary to these books. In fact, not many publications on language 
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Preface 

teacher refections exist that offer practical guidance for language teachers 
wishing to do refective practice. 

The book consists of thirteen chapters. Each chapter presents an impor-
tant dimension of refective practice related to language teaching and 
begins by listing activities that are covered, followed by a brief introduc-
tion and different refection activities that form the basis for refection. 
Each chapter ends with a conclusion. The refection activities in each 
chapter follow a logical progress within the chapter and address specifc 
issues related to the chapter heading and as explained in the brief intro-
duction. 

Chapter 1, Invitation, outlines how refective practice in this book 
encompasses a holistic approach that not only focuses on the intellec-
tual, cognitive and meta-cognitive aspects of practice to which many other 
approaches are limited, but also the spiritual, moral and emotional non-
cognitive aspects of refection that acknowledges the inner life of teach-
ers. The chapter also outlines a case study of a language teacher ‘doing’ 
refection to showcase the power of the process for language teachers. The 
chapter includes one refection activity. 

Chapter 2, Why Refect? outlines and discusses the importance of refec-
tion and offers eight refection activities for language teachers to refect 
on: Taking Stock, Life History, Personal Critical Incidents, Feelings About 
Teaching, Teacher Burnout, Ten Questions, Refective Dispositions and 
Recognizing a Refective Teacher. 

Chapter 3, What is Refective Practice? provides specifc details about 
what refective practice is along with some cautions. This chapter provides 
nineteen different refection activities for language teachers to consider 
that include Routines, Bandwagons, Refection as Process, Refection as 
Action, Refection as Product, Refection as Community, Refection as 
Moral Agency, Refectivity, Dimensions of Refection, Levels of Refection, 
Spirals of Refection, Typologies of Refection, Refecting on Philosophy, 
Refecting on Principles, Refecting on Theory, Refecting on Practice, 
Refecting on Beyond Practice, Tailoring Refection and Some Cautions. 

Chapter 4, Written Refections, provides details about how language 
teachers can engage in written refections and includes nine refec-
tion activities such as Writing, Why Write a Teaching Journal?, Starting a 
Teaching Journal, Types of Teaching Journals, Audience, Using Teaching 
Journals Effectively, Teacher Narrative Writing, Teacher Research Writing 
and Technology and Writing. 
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Chapter 5, Refecting in Groups, provides details about how language 
teachers can engage in dialogic refection and includes twelve refection 
activities such as Dialogue, Group Refections, Type of Group, Setting up 
Group, Roles and Responsibilities, Modes of Refection, Communicating 
and Interacting in Groups, Trust, Time, Sustaining the Group, Evaluating the 
Group and Resisting Plateauing with Groups. 

Chapter 6, Classroom Observations, outlines and discusses how lan-
guage teachers can engage in classroom observations to facilitate their 
refections and includes twelve refection activities such as Delight or 
Despair?, Purpose, Qualitative Observations, Self-Observation, Critical 
Friends, Recording, Category Instruments, Focus, Teacher Action Zone, 
Bumpy Moments, Classroom Critical Incidents and Etiquette. 

Chapter 7, Lesson Planning, outlines and discusses lesson planning for 
language teachers and includes six refection activities such as Why Plan?, 
Approaches, Creating A Plan, Planning and Textbooks, Implementing the 
Plan and Evaluating the Plan. 

Chapter 8, Teaching and Assessing the Skills, outlines and discusses how 
language teachers can refect on their teaching and assessment of fve main 
skill areas related to language learning and has ten refection activities 
such as Refecting on Teaching Writing, Refecting on Assessing Writing, 
Refecting on Teaching Speaking, Refecting on Assessing Speaking, 
Refecting on Teaching Reading, Refecting on Assessing Reading, Refecting 
on Teaching Listening, Refecting on Assessing Listening, Refecting on 
Teaching Grammar and Refecting on Assessing Grammar. 

Chapter 9, Classroom Management, outlines and discusses different fac-
ets of classroom management for language teachers and includes twelve 
refection activities such as Manager or Conductor?, Organizing the Class, 
Space and Time, Diversity, Mixed Abilities, Learning Styles, Classroom 
Climate, Maintaining Order, Back-Row Distracter, Nonparticipant, 
Overexuberant Student and Expect the Unexpected. 

Chapter 10, Classroom Communication, outlines and discusses how 
language teachers can refect on different aspects of their classroom 
communications and interactions and includes eight refection activi-
ties such as Classroom Communication, Classroom Interaction, Teacher 
Questions, Feedback, Grouping, Non-Verbal Communication, Classroom 
Communicative and Interactional Competence and Collecting Data. 

Chapter 11, Teaching Portfolios, outlines and discusses how language 
teachers can refect with the use of teaching portfolios and includes seven 
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Preface 

refection activities such as Refection and Direction; Types; Contents; 
Subject-Matter Knowledge; Planning, Delivery, Assessing Instruction; 
Professionalism and Refection. 

Chapter 12, Practice Teaching, outlines and discusses how language 
teachers can refect during their initial teaching practice and includes 
seven refection activities such as Microteaching, Field Placement, Context, 
Cooperating Teachers, Identity Development, Discourse Development and 
Evaluation. 

The fnal chapter, Chapter 13, First Years, outlines and discusses how 
language teachers can refect as they transition from their teacher educa-
tion programs to their frst years of teaching. It includes nine refection 
activities such as Transition, Your Classroom, Your Colleagues, The ‘Shock’, 
Overcoming the Imposter Syndrome, Developmental Stages, Getting 
Support, Professional Roles and Refection as Way of Life. 

The book is written in a clear and accessible style and assumes no 
previous background in language teacher education or refection. Thus, 
introductory courses as well as graduate courses will be able to use the 
book with ease. Native-speaker language teachers and non-native-speaker 
language teachers alike will be able to interact with the contents of the 
book because of its accessible writing style and comprehensible vocab-
ulary. The frst six chapters that introduce various important activities 
directly related to the topic of refection and how it can be implemented. 
The remaining chapters can be considered self-contained discussions of 
important aspects related to language teaching, learning and assessment 
and can be used in different ways depending on the focus of the particular 
course learner language teachers and/or early career language teachers’ 
levels of interest. 

Each chapter has practical refection activities in appropriate places 
where readers can pause to refect themselves on what the research has 
revealed and where they stand on the particular issue. These practical activ-
ities syntheses the research on refective practice generated in the previous 
books so that language teachers (I use the term ‘language teachers’ through-
out the book to refer to all kinds of second and foreign language teachers of 
English) can explore their practice at whatever level they choose. Thus, the 
primary audience for this book consists of those taking courses in Applied 
Linguistics/TESOL who are going to become or becoming language teach-
ers. Certifcate in Teaching English to Speakers of Other Languages (CELTA), 
Diploma in Teaching English to Speakers of Other Languages (DELTA), 
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Master Degree in Teaching English to Speakers of Other Languages (MA 
TESOL) students who study the contents of this book will be better pre-
pared for the realities of what they will face in real classrooms and real 
schools. I see this book as being a component to all language teacher 
education programs, be they introductory cert courses or other graduate 
and post-graduate courses and, especially (and as noted previously), as a 
companion book to my previous Routledge books: Research on Refective 
Practice in TESOL1 and Promoting Teacher Refection in Second Language 
Education: A Framework for TESOL Professionals,2 as well as a compan-
ion to Mann and Walsh’s (2017) book with Routledge, Refective Practice 
in English Language Teaching Research-Based Principles and Practices. 
Program administrators, cooperative teachers and supervisors who are 
responsible for training and educating teachers will fnd this book very 
useful when it comes to encouraging teachers to refect, as the research 
results are overwhelmingly positive, and each chapter provides a guide 
how teachers (novice and experienced) can implement such refections. In 
addition, experienced language teachers can use this book as a refresher 
for their professional development as they look at the various problems of 
practice that are presented and compare them to their own contexts. 

Thomas S. C. Farrell 

1 Farrell, T. S. C. (2018). Research on refective practice in TESOL. New York: Routledge. 
2 Farrell, T. S. C. (2015). Promoting teacher refection in second language education: A 

framework for TESOL professionals. New York: Routledge. 
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1 Invitation 

Introduction 

The capacity of being able to refect is now seen as an important part of a 
language teacher’s education and training. Indeed, in one extensive review 
of the literature on second language teacher education Wright (2010: 267) 
points out that the goal is to produce “refective teachers, in a process which 
involves socio-cognitive demands to introspect and collaborate with others, 
and which acknowledges previous learning and life experience as a starting 
point for new learning.” A furry of different typologies and approaches of 
encouraging teachers to refect on their practice developed in the feld of 
general education and many have been embraced by the feld of TESOL. 
However, I believe that most of these existing approaches are very narrow, 
and a more holistic approach to refection should be adopted in teacher 
education courses and by novice teachers in their early career years. This can 
be achieved through the implementation of the refection activities in Doing 
Refective Practice:120 Refection Activities for English Language Teachers. 

Implementing Refective Practice in 
Language Education 

Refection is now widely acknowledged as an essential component of many 
second language teacher education programs worldwide because, as Free-
man (2016: 208) maintains, refection offers a way into the less “accessible 
aspects of teacher’s work.” Over the years, many different approaches and 
methods have been proposed as to how teachers can refect, yet most of these 
see restrict refection to a retrospective role focusing on what works or does 
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Invitation 

not work in the classroom while all the time overlooking the inner lives of 
teachers. Although these approaches may offer a structured way into refec-
tion especially for some novice teachers, I believe there is a danger that we are 
confning refection in a bubble to a ‘fx-it’ approach or a repairing of some 
perceived defcit in teaching that separates the teacher from the act of teach-
ing. As Freeman (2016: 217) recently pointed out, SLTE needs to move away 
from such an emphasis on ‘post-mortem refect’ and ‘refection-as-repair’ that 
confnes refection to problem solving and only the technical competencies 
of teaching that ignores the inner lives of teachers. If we continue to ignore 
the inner life of teachers as we always have in the feld of TESOL with the 
push to follow mandated curriculum and the like, we will not be able to 
counteract teacher burnout, which is why refective practice was originally 
developed and reinstated in the 1980s. Pre-service (and in-service) teach-
ers need to be encouraged to think about themselves and their teaching in a 
way that includes activation of their feelings, emotions or the affective side of 
refection, so that they can develop the inner resources to meet future chal-
lenges in the profession. Implementing a holistic approach to teacher refec-
tion produces more integrated second-language teachers with self-awareness 
and understanding to be able to interpret, shape and reshape their practice. 

Doing Refective Practice: 120 Refection Activities for English Language 
Teachers encompasses a holistic approach to refection that not only 
focuses on the intellectual, cognitive and meta-cognitive aspects of prac-
tice that many other approaches are limited to, but also the spiritual, moral 
and emotional non-cognitive aspects of refection that acknowledges the 
inner life of teachers (Farrell, 2015; 2018). Teacher educators can encour-
age preservice (and in-service) teachers to take such a holistic approach 
to refective practice so they can view their professional (and even per-
sonal) worlds and what has shaped their professional lives as they become 
more aware of their philosophy, principles, theories, practices and how 
these impact issues inside and beyond practice as teachers in training and 
throughout their early career years and beyond. 

Doing Refective Practice: A Case Study 

The following outlines the refections of one novice English as a second lan-
guage (ESL) teacher in his frst year of teaching as he attempted to incorpo-
rate strategy training when teaching English reading classes to ESL students 
in a high school (from Farrell, 2015). The teacher attempted to teach reading 
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Invitation 

strategy training in his classes from the start of the semester because he said 
they were “taught this idea in my teacher preparation program.” He was 
especially interested in teaching his students the learning strategies of ques-
tioning, clarifying and predicting as well as vocabulary recognition tech-
niques to less-profcient ESL students, many of whom were struggling with 
their reading comprehension and as a result did not like to read in English. 

We started with a discussion of his philosophy of practice, and the nov-
ice teacher stated: “I have a defnite philosophy of teaching: I think that all 
students always come frst. If a particular program of course of action will 
beneft them, I will try to carry it out. If it’s not going to beneft the students, 
I will try to scrap it or play it down.” He said that much of his approach to 
practice will have this philosophy as an underlying infuence although he 
also realized that he had no real teaching experience and his practicum 
experience was only him observing others teach, so he said that he did not 
really get any ideas from that experience. 

He was especially interested in teaching reading to struggling ESL stu-
dents because he said that he felt this was his ‘calling,’ or vocation as 
a teacher. He said that he was not really interested in teaching students 
who were excellent, as he said that they would probably not beneft much 
from his knowledge, and that was not why he got into teaching. So, he 
asked me to observe his teaching of reading rather than any other language 
skill. He said that his beliefs about learning and teaching reading centered 
around learner strategy training that he studied about in his teacher edu-
cation program, and he believed that if you teach ESL struggling readers 
how to use strategies such as prediction, questioning and clarifying, they 
would become better readers. I observed fve of his reading classes: two at 
the start of the second semester, two in the middle of the semester and one 
near the end of the semester. Each observation covered two double periods 
of forty minutes for each period except for the fnal observation, which 
was one forty-minute class. Excerpts from each of the lessons are provided. 
These excerpts (in the form of episodes) show how the teacher attempted 
to incorporate strategy training into his teaching of English reading. The 
teacher authenticated the episodes and the interpretations that follow. 

Observed Lessons: Start of Semester 

These lessons were conducted at the start of the second week of the semes-
ter. The frst lesson started with the teacher stating that he was going to 
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Invitation 

review reading comprehension methods. In this lesson, the teacher tried to 
get his students to think and refect about how they usually read and how 
they answer reading comprehension questions after reading a text. First, 
the teacher took the students through what he called ‘the traditional steps 
for answering ten reading comprehension questions’ because he noted his 
students were used to this and how the students seemed to not be able to 
answer most of the questions. Then he attempted to introduce the learning 
strategy of prediction (that he learned in his teacher education program) 
while they were reading. 

The following dialogue, as outlined in Episode 1, shows how the 
teacher tried to introduce the strategy of prediction and how the class 
responded. The teacher makes a reference to ‘this usual way on compre-
hension’ in the frst line, indicating that, in traditional English reading 
classes in his context, the students are asked to read a passage, underline 
and words they do not understand and then answer the comprehension 
questions that follow the passage. The teacher then checks the answers 
and informs the students whether they are correct or not. He was trying 
to break this cycle. 

Episode 1 

T: Which students don’t follow this usual way of comprehension? 
[Most hands go up] 

T: Today another method . . . try and guess what is going to happen in a 
story. 
[The teacher writes the title of the story ‘The Last Dance’ on board] 

T: What is the frst thing that comes to mind? [No answers] 
T: What will the story be about? [No answers] 
T: Read the frst paragraph. 
T: Now what do you think the story is or will be about? 

[Teacher asks more questions about the frst paragraph; no student 
able to answer] 
[The teacher then asks the students about their metacognitive skills] 

T: What happens in your mind? Thinking, predicting. 
[No reaction from any student] 

T: What is the next paragraph going to be about? Read like this. 
[Students read] 

Key: T=teacher 
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This short exchange in Episode 1 shows how the teacher was trying to get 
his students to think about their reading strategies and to consider using 
the strategy of prediction that he had learned during his teacher education 
program. However, the reality of the classroom and students he was teach-
ing quickly made him realize that it was not going to be easy to introduce 
this strategy. Indeed, after this class, he told me that he felt frustrated that 
his students were not responding to the idea of predicting while reading in 
the way he had hoped and that this was different to what he expected from 
his theory classes while he was training. 

Nonetheless, he said that he saw some hope, as the students had 
told him that they had never been asked about how they read (their 
reading strategies) before. They said they were usually told to read the 
passage silently (or aloud) and answer the comprehension questions. 
Thus, the teacher said that at least he got some response and that 
some of the students were becoming curious about what the teacher 
was trying to do. Consequently, he said that he would continue with 
strategy training, as the students needed a new approach because they 
had failed to comprehend passages so often before in classes he had 
observed while he was on teaching practice and during his first year 
of teaching. 

Observed Lessons: Mid-Semester 

These lessons took place in the middle of the second semester. The 
teacher told me before this class that he had continued with strategy 
training since my last visit, especially the strategy of prediction for read-
ing lessons. However, he said that he did not incorporate it into every 
reading lesson, since the frst set of lessons because he noticed the stu-
dents were no responding. The class started with the teacher asking the 
students to read a passage silently. After ten minutes of silent reading, he 
asked the students to refect on their learning as outlined in the following 
dialogue in Episode 2. 

Episode 2 

T: How many used predicting? [Three students raise their hands] 
T: The rest of you . . . how many read each word? [All students raise 

their hands] 
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T: I advise you to try the new methods. I can’t force you but you will fnd 
it easier to answer comprehension questions. I know it works. Try it 
and you have a choice. 

Key: T=teacher 

Again, this short example in Episode 2 shows how diffcult it was for the 
teacher, as he said, ‘to break the old habits of traditional reading approaches,’ 
especially for less profcient ESL readers. After class, the teacher said he was 
disappointed again that the students had not used the ‘new’ technique, but he 
would keep trying. He said that he noticed a degree of resistance and he said, 
‘Old habits die hard.’ He continued: ‘It may be that weak readers tend to lock 
themselves into a pattern or cycle of self-doubt about their inability to read and 
that they cannot easily break from this.’ The teacher noticed that the students 
were using their fngers to guide their eyes across the page, and he interpreted 
this physical act as further evidence that they were reading word for word. He 
also said that the students gave up easily if they encountered vocabulary they 
did not understand, if they did not understand the frst sentence of a passage 
or paragraph or if they could not answer the frst comprehension question. In 
fact, they equated failure (and mental pain) with the act of reading. The teacher 
remarked that the students in his class had always ‘groaned loudly’ when he 
had told them that they were about to do a reading in English class. 

So, at the mid-semester point, the teacher began to question the validity 
of his beliefs about strategy training for struggling ESL readers, as he said he 
wondered now whether these strategies would in fact be useful or not for 
his students. He also worried that his classes may now have become boring 
for his students because he was trying to teach these new strategies. Up to 
this mid-semester point, he said that he had attempted strategy training in 
questioning, clarifying (however, he did not give me any examples of how 
he taught these two strategies, and I do not know how much time he spent 
on this strategy training) and predicting strategies with little success. He 
said that from this mid-semester on he would slow down and try to rein-
force strategies already introduced. By this, he said he would try to develop 
activities and exercises that would reinforce the strategies. 

Observed Lesson: End of Semester 

I then observed a class near the end of the semester. Before the class, the 
teacher said he was a bit frustrated with the slow uptake of any of the 
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reading strategies he had tried to teach the class because he said that the 
students had resisted many of them, even though they could still not answer 
any of the ten or so comprehension questions that he sometimes asked in 
the usual ‘traditional way.’ However, he pointed out that he was beginning 
to get them to predict ‘a bit when reading’ but that it very slow and hard 
work for him to keep pushing then to try to predict while they were read-
ing. Episode 3 that follows outlines part of transcript of his attempts to get 
his students to predict once at the beginning of his lesson and again in the 
middle of the lesson. 

Episode 3 

T: Today we will try to predict again . . . Not reading. Here is the title. 
What do you think the story will be about? [Nearly all students raise 
hands. Teacher then chooses some students to answer, and they give 
opinion] 
[Fifteen minutes later, students read frst paragraph of story] 

T: Don’t worry about what kinds of words you don’t know yet . . . only 
what type of passage it is. How many bothered about diffcult words? 
[Four hands raise; class of forty] 

T: Are all the details important? 
Ss: [Most shout] No! 
T: What is important then? 
Ss: [Most shout] Guess what story is about. 
T: Yes, to predict. 
Key: T=teacher; Ss=students 

Episode 3 shows how the teacher had to continually remind his students 
to try to predict what a reading would be about as they read and how this 
was always trying to remind them how important it was to have some strat-
egy when reading. The teacher realized that it would take time to get his 
students to implement any reading strategies, so at the end of the semester 
he noted that he would have to spend time the following semester ‘pushing 
reading strategies but that it would not be easy.’ 

This ‘theory-driven’ approach to refecting on practice, in which phi-
losophy and theory have an initial infuence on instructional practice, 
is probably a natural sequence of development for pre-service and nov-
ice teachers in their early career years because they do not have much 
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teaching experience. When their early practices are observed, it is most 
likely that theory can be detected in their practice; however, over time, 
and with refection, it is possible that their everyday practice will begin to 
inform and even change their philosophy and theory and they may come 
up with new principles of practice. Thus, continued refection can nourish 
both practice and theory of practice. 

Are You a Refective Teacher? 

At this very early stage, I begin the reflection activities with a set of 
pointed questions related to your current perceptions about reflection 
and if you think you are already a reflective teacher. It will be interest-
ing to compare your answers to these questions again when you come 
to the end of Chapter 13 to see if there are any differences to your 
findings. 

Refection 1 

• This refection asks you to consider if you are a refective teacher at this 
moment in time. 
{{Are you a refective teacher? How would you know if you are or are 

not? 
{{If you consider yourself to be a refective teacher, how do you refect? 
{{Can you outline any recent examples of your refections on your 

teaching? 
{{What topics were important for you during your refections? 
{{If you do not consider yourself to be a refective teacher at this 

moment in time, what future plans do you have (if any) to become a 
more refective teacher? 

{{Do you think refecting on your teaching is worth doing? Why or 
why not? 

{{What benefts do you think you might gain as a result of refecting 
on your work? 

{{What would be diffcult about refecting on your work? 
{{As you moved to online teaching because of the COVID-19 pan-

demic, how do you refect on your practice? 
{{Do you fnd it easier or more diffcult to engage in refective practice 

while teaching on online platforms? 
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