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Abstract

Teaching practice within Iragi Colleges of Education has been critiqued for its
insufficient emphasis on structured reflection and systematic self-evaluation, factors that
are vital for fostering student-teachers’ professional development and enhancing
instructional effectiveness. Accordingly, the study aimed to examine whether using a
structured reflective model could enhance student-teachers’ ability to evaluate their
teaching and improve their teaching performance during the practicum. This study
investigates the effect of implementing Rolfe’s reflective model on Iraqi EFL student-
teachers’ teaching performance. The sample consisted of forty fourth-year EFL student-
teachers at the College of Education for Women, University of Baghdad, divided
equally into an experimental group and a control group. A mixed-methods quasi-
experimental design was adopted. Quantitative data were collected through an adopted
teaching performance observation checklist while qualitative data were obtained from
field notes and semi-structured interviews. The experimental group was trained to use
Rolfe’s reflective model throughout the practicum, whereas the control group followed
the conventional practicum procedures. Quantitative data were analysed using
appropriate statistical tests, and qualitative data were analysed thematically. The
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findings indicated statistically significant differences favouring teaching performance of
the experimental group. The study concludes that structured reflective models enhanced
student-teachers’ self-evaluation skills and teaching performance, and it recommends
that reflective practice be more explicitly integrated into EFL teacher education
programmes.

1. Introduction

Teaching is a demanding profession because it requires scientific, methodological,
psychological, and sociological knowledge and competence, as teachers influence their
pupils' lives. It is an intellectual activity that demands continuous decision-making
before, during, and after classroom instruction (Pultorak, 1996). It is undeniable that
teaching, especially teaching a foreign language, is not an effortless task since it
“involves a complex cycle of planning, acting, observing, and reflecting” (Loucks-
Horsley et al., 2010, p. 64).

Within the Iragi educational landscape, English language instructors occupy a
pivotal role (Sadig, 2020a). Given that English is positioned as a foreign language, the
educator frequently serves as the primary conduit for linguistic exposure (Sadiq,
2020b). Consequently, the preparation of pre-service teachers has emerged as a vital and
prominent focus in contemporary discourse (Aziz, 2021), driven by the understanding
that cultivating skilled educators is foundational to enhancing student outcomes (Mahdi,
2009; Alsaadi & Saalh, 2013). Despite structured training, research indicates a
persistent challenge: college supervisors in Iragq observe that student-teachers often fail
to effectively translate theoretical knowledge of Teaching English as a Foreign
Language (TEFL) into practical classroom application, resulting in diminished
instructional efficacy (Chiyad & Abbas, 2016).

The decisions student-teachers make must be evaluated for their effectiveness in
developing teaching practices that result in an improvement in pupils' academic
achievement. Teacher training equips student-teachers with essential theoretical
knowledge and structured opportunities to engage in microteaching, thereby preparing
them for the professional practice of teaching. However, traditional teacher training
alone cannot prepare student-teachers for the dynamic, unpredictable nature of teaching
(Tauskova, 2014). This limitation highlights the necessity for practical experiences that
enhance formal coursework, thereby, emphasising the significance of the practicum.

According to Price (1989), the main purpose of the practicum is to link theory to
practice. This is achieved by supervising student-teachers as they apply and assess the
different knowledge and skills acquired at university within a real school environment
(Loucks-Horsley et al., 2010).

| BTN Chiin = s BIED il - (1) il i sl (721




Teaching Performance Development Through Reflective Practice

Microteaching in teacher training along the subsequent practicum period is
indispensable because no amount of theoretical instruction can substitute for
experiential learning. However, possessing the experience is insufficient, as the gap
between the theoretical knowledge and the practical experience remains unbridged. It is
therefore essential to gain experience and assess, evaluate, and receive feedback on it.

Rolfe et al. (2001) proposed a reflective model that is characterized by its clarity
and accessibility. It is structured around three guiding questions, What?, So what?, and
Now what?. These questions encourage practitioners to first describe the situation, then
interpret its meaning and significance, and finally consider future actions or changes.
The strength of this model lies in its straightforward structure, which is useful for both
novice student-teachers and experienced teachers.

Reflection is by itself a standalone skill that is considered a pivotal approach for
integrating theoretical knowledge with practical experience in teacher training.
Reflective skills are essential, enabling student-teachers to examine what, why, and how
they teach critically. Moon (2004) argues that reflection plays a vital role in developing
professional practice skills. Korthagen (2001) emphasizes that reflection helps student-
teachers connect theory to practice. Reflective practice has been identified as crucial for
honing pedagogical skills. Kili¢ (2022) found that student-teachers who engage in
reflection improve their teaching by systematically analysing their experiences and
outcomes.

Teachers reflect on their teaching analyse and evaluate their practices regularly so
that they can focus on those that work (Robichaux & Guarino, 2012). In this way,
teachers can make further improvements in their pedagogy, which will in turn benefit
pupil learning. Kadhim (2012) and Saalh (2014) stated that the lack of well-designed
programs that do not adopt newer techniques for English as a foreign language (EFL)
student-teachers’ practicum in the Iraqi Colleges of Education has led to have an
insufficient quality of preparing future adequate teachers. They usually follow an old,
inadequate and insufficient way of teaching practice. Their methods are said to be weak
and show a passive practice without deep understanding. That is why, all Iragi Student-
teachers complain from many obstacles that face them in their educational practice.
Student-teachers are not aware of many teaching strategies and techniques that are of
great help during their practicum period and their learning teaching process.

A study by Al-Sadi and Al-Timimy (2015) about the difficulties Iragi teachers
face with professional development activities has highlighted concerns about limited
structural opportunities for reflection and observation to help teachers evaluate and
refine their professional development needs, low engagement in reflective practice in
which teachers rarely committed to reflecting on their teaching due to lack of support
despite its importance, and teachers concentrate on improving subject knowledge and
neglecting pedagogical knowledge. These issues among the main eight issues drawn
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from the study, ranked as third, fourth and fifth, which indicates the seriousness of what
Iraqgi teachers struggle with. Although the sample were Iraqi teachers, the findings are
critical to teacher training and practicum practices as these issues must be avoided with
student-teachers.

Another recent study by Ghasem Tahimash et al. (2024) that aimed to assess how
Iragi ELT teachers evaluate the quality of TPD (Teacher Professional Development)
programs in Irag emphasized the importance of enhancing certain skills and practices,
among them was reflection and self-evaluation practices for student-teachers as it was
observed that little attention was drawn to them.

Reflective self-evaluation serves as a crucial mechanism for pre-service teachers
to cultivate impactful pedagogical dispositions. Among these, fostering a positive
classroom demeanour is paramount, Alsalihi (2023) identifies this trait as the single
most influential characteristic for an educator of English. Therefore, developing
reflective self-evaluation skills among Iragi student-teachers is of critical importance yet
current practice lacks a clear-cut framework to address the gaps of knowledge displayed
in their practice during the practicum. This study aims at examining the impact of
Rolfe’s reflective model as a reflective elf-evaluation tool on student-teachers teaching
performance.

2. Problem of the Study

Due to the lack of a structured reflection model that could be used by Iragi student-
teachers during the practicum, this study aims at providing fourth-year student-teachers
at the College of Education for Women, University of Baghdad Rolfe’s (2001)
reflective model to be used during their practicum and investigating its impact on their
teaching-performance.

3. Questions of the Study

1- What is the impact of implementing Rolfe’s reflective model on the teaching
performance of Iragi fourth-year student-teachers?

2- How do qualitative findings from field observations and interviews help explain
the quantitative results of student-teachers’ teaching performance?

4. The objectives of the study

1- To investigate the impact of implementing Rolfe’s reflective model on the
teaching performance of Iraqgi fourth-year student-teachers.

2- To elucidate and complement the quantitative findings through the inclusion of
field observation and reflective notes.

5. Literature Review

5.1 Teaching Performance definition
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Pennington & Young (1989) define teacher performance as what the teacher does
on the job in terms of behaviour and under a specified set of conditions. How well a
teacher performs depends in part on how competent the teacher is said to be.

Humphrey & Hyland (2002), define performance in the educational field, it
is related to the professionalism of the teacher education and on the knowledge and the
problems surrounding the synthesis of theory and practice which underpins teacher
performance. Performance is the response to the practice and mechanistic outcome
based on educational effectiveness in contemporary educational debate.

5.2 Reflective Teaching

Teachers are encouraged to engage in more profound forms of
transformative learning through reflection and its connection to teaching
competency. This, in turn, promotes a feeling of professional autonomy and
equips teachers to make well-informed decisions regarding their pupils'
education. One way in which reflective practice can help educators better
comprehend and accommodate diverse pupil cultures is by promoting the use of
appropriate pedagogies (Lawrence-Wilkes & Ashmore, 2014).

According to Richards (2008), the utilisation of reflective practice in
English as a foreign language has increased. In an effort to empower teachers
through self-governed activities, there has been a growing emphasis on teacher
development, which in turn has led to a heightened emphasis on reflection and
related practices. In doing so, they will be analysing their own strengths and
areas for improvement while also taking responsibility of their own learning.

Reflective practice can be defined as the ability to reflect on experience
and actions, facilitating engagement in practice-based professional learning
contexts for teacher development (Arechaga, 2014).

Schon (1983, 1987) describes reflective practice as a dynamic and iterative
process that involves multiple stages, starting with reflection-for-practice,
advancing to reflection-in-practice, and concluding with reflection-on-practice.
This cyclical approach supports ongoing professional growth and development.

Effective reflective teaching demands enthusiasm for the subject matter,
high expectations for all pupils, and an awareness of the diverse needs and
backgrounds of learners. Teachers should recognize pupils as active participants
in their own learning, acknowledging and fostering their intellectual abilities,
emotional and moral development, self-esteem, and self-worth (Tauskova,
2014).

Lee (2008) suggests that reflection is quite meaningful for student-teachers
as “it is only when they reflect upon their knowledge critically that they can
transfer what they have learned in initial teacher preparation programs as
students to the real classroom situations as teachers” (p. 117). Thus, placing
reflection at the centre of teacher education is insightful since it brings about
justifications for teachers’ utilizing certain strategies and how they facilitate
learning (Lee, 2005).
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Reflective practice empowers teachers to engage in lifelong learning,
continuously learning from experience and bridging the gap between theory and
practice (Kolb, 1984). It is the application of learned concepts to the profession
that drives educational decision-making, enabling teachers to effectively address
the evolving social and academic needs of diverse pupils (Carrington & Selva,
2010).

Reflection requires active social and cognitive engagement with the
context from student-teachers rather than directly applying theory into the
practice without considering the contextual elements (Richards, 2008). In this
way, student-teachers’ past experiences and personal practical knowledge assist
them in making in-situations decisions and being empowered practitioners
(Yesilbursa, 2011). In other words, reflective practices driven teacher education
is “learning-in-practice’’ (Lisle, 2006, p. 118).

Farrell (1998) highlights that even experienced teachers may be unaware
of their teaching routines and underlying beliefs. As a result, there can be a
disconnect between what teachers believe they are doing in the classroom and
their actual practices. This is why reflection becomes essential, by critically
examining their actions and assumptions, teachers can bridge this gap and align
their beliefs with their teaching practices, leading to more effective and
purposeful instruction. Likewise, reflection upon teaching practice can make
teachers understand the pragmatics of classroom practice, and this will improve
teachers’ self-reflective awareness of their assumptions about language
instruction and willingness to examine how their implicit theories are put into
effect in the classrooms (Wallace, 1991).

The studies by Genc¢ and Tinmaz (2010) and Korucu-Kis and Kartal
(2019) also indicate that teachers become aware of their routines or ineffective
activities during reflection and actively seek alternatives to improve their
teaching techniques.

Even experienced teachers may encounter challenges in their careers,
leading to burnout and diminished performance for both themselves and their
pupils. As a result, researchers have demonstrated that reflection is vital for
teachers, as it enables them to recognize their experiences, adopt a critical
attitude toward their practice, increase their awareness of teaching, deepen their
understanding, and foster positive changes (Maksimovi¢ & Osmanovi¢, 2019).

Mphahlele and Rampa (2015) emphasize that reflective teaching enhances
teacher development. Reflective teaching is indeed broader than simply meeting
classroom objectives. It emphasizes continuous improvement, where teachers
strive to get better results with each attempt, building on their previous
experiences. This process helps educators grow professionally, refine their
teaching methods, and ultimately achieve better outcomes for their pupils.
Reflective practice fosters an ongoing cycle of learning, self-evaluation, and
adjustment, allowing teachers to adapt and improve their teaching strategies in
response to the dynamic nature of the classroom.
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Aligned with this, teacher development is most effective in cluster
meetings when teachers are actively engaged, utilizing reflective practice as a
key tool (Mphahlele & Rampa, 2014).

Schon (1991) introduces the concept of knowing in action to describe the
unconscious behaviours and skills that we use to navigate daily tasks, often
without consciously thinking about them. This "knowing in action” typically
helps us get through routine activities and interactions smoothly. However, there
are instances when unexpected situations arise that challenge us, prompting us to
stop and reflect on our actions.

Schon further states that it is precisely in these moments of surprise or
challenge that the individual must engage in reflective practice. By reflecting on
their knowing in action, they can enhance awareness and improve their skills. He
asserts that this reflective process is essential for professional growth because
professional teachers are frequently confronted with new or unfamiliar situations
that require them to make informed decisions or "think like a lawyer" in their
specific context. In other words, reflecting on one’s actions and understanding
the reasoning behind them enables a continuous refinement of expertise and
adaptability, which is crucial in the professional field of teaching.

Reflective practice is particularly important in combating burnout, as
teachers who feel overwhelmed or disconnected may begin to see teaching as a
repetitive task, devoid of meaning or growth. Through reflection, teachers can
re-engage with their profession, find new ways to invigorate their teaching, and
prevent burnout by making their work more intentional and fulfilling (Agnihotri
etal., 2024).

6. Methodology

6.1 Research Design

The current study adopts a Convergent Mixed-Methods Design with an
Explanatory Integration Purpose to investigate the impact of Rolfe’s Reflective Model
on student-teachers’ reflective self-evaluation and teaching performance during their
practicum. The rationale for using mixed methods stems from the need to obtain both
measurable outcomes (quantitative) and in-depth insights (qualitative) which act as
evidence to provide a comprehensive understanding of the research problem and to
strengthen the interpretations drawn from both types of data.

Both quantitative and qualitative data were collected during the same period, with
quantitative findings serving as the primary results and qualitative findings providing
deeper explanations and contextual insights. According to Creswell (2023), a mixed-
methods research involves collecting both quantitative and qualitative data, analysing
them separately, and then integrating the findings to develop a more complete
understanding. This approach enables the researcher to triangulate results from multiple
sources and enhance the validity of the research.

The design also incorporates a quasi-experimental component, where two intact
groups (experimental and control) were selected. The experimental group received
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instruction using Rolfe’s Reflective Model, while the control group followed the
conventional reflective instruction.

Mixed methods research integrates quantitative and qualitative approaches within
a single study to provide a comprehensive understanding of complex problems,
leveraging the strengths of both methodologies while mitigating their individual
limitations (Almeida, 2018). By combining statistical analysis of pre-test/post-test
measures with thematic exploration of participants’ reflective experiences, this design
addresses not only whether the intervention is effective but also how and why it
influences outcomes, a dual focus aligned with recommendations for rigorous
educational research (Tobi & Kampen, 2018).

The quasi-experimental component (non-randomized control group) allows for
causal inference in real-world settings where randomization is often impractical (Cook
et al., 2002). Quantitative data are analysed to test hypotheses about the intervention’s
efficacy, while qualitative data provide depth and context to statistical findings, a
strategy advocated for capturing the nuances of reflective practice (Bryman, 2016).
This embedded design prioritizes quantitative results as the primary driver of
conclusions but uses qualitative data to elucidate mechanisms of change, an approach
validated in educational intervention studies (Creswell, 2015).

6.2 Instruments

5.2.1 Rolfe’s Reflective Model

The study utilizes Rolfe’s (2011) Reflective Model as the core framework for guiding
student-teachers through their reflective practice. This model emphasizes the stages of
description, analysis, and planning for action. It encourages a structured reflection on
teaching experiences, with the aim of enhancing self-evaluation and teaching
performance.

6.2.2 Teaching Performance Observation Checklist
The study uses an observation form adapted from Saalh (2020), the instrument is an
established educational supervisor checklist provided by the University of Baghdad,
College of Education for Women. This checklist was used for assessing the teaching
performance of student-teachers during the practicum.

6.3 Qualitative tools

To support quantitative findings, two qualitative data sources were used to gain deeper
insight into how the Rolfe et al. (2001) model of reflection influenced student-teachers’
teaching performance. First, field notes from teaching observations provided a real-
time, contextual record of pedagogical behaviours and classroom interactions. Second,
follow-up semi-structured interviews allowed for a detailed exploration of participants’
personal interpretations of the model’s utility and its perceived impact on their teaching
decisions. These methods were selected for their capacity to generate rich, descriptive
data, enabling a triangulated analysis that aligns with a qualitative research design
aiming to understand participants’ lived experiences in depth (Creswell, 2023). Table
(4.1) shows the study’s experimental design.
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Table 6.1
The experimental design of the study
Groups Treatment Post-test
Prescribed - Teaching Performance: Evaluated using an observation
Control
Method form

Experimental Framework form

6.4 Procedure

During the academic year 2024-2025, student-teachers took teaching methodology
courses and were instructed in various topics during the first term, including classroom
management, lesson planning, teaching strategies. Alongside these topics, they were
trained using Rolfe’s reflective model, particularly during lectures that required them to
review practicum teaching videos of student-teachers from previous years. In the second
term, student-teachers were required to write their self-evaluation of their practicum
teaching after each lesson using Rolfe’s model. Throughout the practicum period, the
researcher visited the student-teachers to evaluate their teaching using the teaching
performance checklist. At the end of the practicum, the student-teachers’ reflective
entries were collected and analysed qualitatively.

7. Results of the Quantitive and Qualitative Analysis

7.1 Quantitative Results

To achieve the first objective of the study, which stipulates (To investigate the impact
of implementing Rolfe’s reflective model on the teaching performance of Iragi fourth-
year student-teachers), the researcher formulated the first hypothesis (The effect of
implementing the 'What? So what? Now what?' reflective model on Iraqgi fourth-year
student-teachers’ teaching performance).

To ensure that there are statistically significant differences in the two research
groups (experimental and control) in the teaching performance post-test, total score the
mean rank of the student-teachers in the control group was (16.55) with a sum of ranks
(331), while the mean rank of the teaching performance post-test of the student-teachers
in the experimental group was (24.45) with a sum of ranks (489).

Then the Mann-Whitney test equation was applied for two independent samples, as the
calculated value reached (121), which is smaller than the critical Value (127) at a
significance level of (P < 0.05). This indicates that there are statistically significant
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differences between the two research groups in the teaching performance total score of
the two groups in this variable, see (table 5.1 and figure 5.1).

Table (7.1)

R Ly e 2la

Mann-Whitney test results for the two research groups (experimental and

control) on achievement in Teaching Performance post-test total score variable

Mann-Whitney. test Level of
Group N Mean Rank | Sum of Ranks
Computed | Tabulated | Significance
Control 20 16.55 331
121 127 Significance
Experimental | 20 24.45 489

* The tabulated Mann-Whitney value at a significance level of (P < 0.05) =
(127.000).

Teaching Performance

- 46
- 45
- 44
- 43
- 42
-4
40

M Teaching Performance

Experimental Control

Figure (7.1) Columns showing the mean scores of the experimental group and the

control group on the post-test Teaching Performance total score

To calculate the effect size of the independent variable on the dependent variable,
the researcher used the ETA equation to determine the effect size, and when it was
calculated to determine the size of the reflective model with the dependent variable
achievement in Teaching Performance post-test total score, the calculated ETA value
reached (0.997), and when compared to the ranges for the ETA coefficient, it turns out
that the effect size is big.

Then the researcher investigated the differences between the control group and the
experimental group for each skill in the Teaching Performance test.
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The Mann-Whitney test for two independent samples has been used to identify the
differences for each of the teaching performance skills, as the table (5.2) that.

Table (7.2)

Mann-Whitney test results for the two research groups (experimental and
control) on achievement in Teaching Performance skills post-test total score

variable
Mann-Whitney. test Level of
Skills Group Mean Rank Sum of Ranks
Computed | Tabulated | Significance
Control 16.50 330 —-—
nificance
APPEARANCE 120 127 stgni
Experimental 24.50 490
Control 15.65 313 —-—
nifican
VOICE 103 107 significance
Experimental 25.35 507
Control 18.45 369 Non
QUESTION 159 127 significance
Experimental 22.55 451
Control 17.70 354 Non
RAPPORT 144 127 significance
Experimental 23.30 466
LESSON Control 18.45 369 Non
PLAN 159 127 significance
Experimental 22.55 451
Control 18.35 367 Non
OBJECTIVES 157 127 significance
Experimental 22.65 453
Control 22.15 443 Non
WARMUP 167 127 significance
Experimental 18.85 377
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Control 19.40 388 Non
MIDDLE PART 178 127 significance
Experimental 21.60 432
Control 16.55 331 i
FAMILIARITY 121 197 signiticance
Experimental 24.45 489
198 127 significance
AIDS Experimental 20.60 412
Control 18.02 360.50 Non
BOARD 150.50 127 significance
Experimental 22.98 459.50
TIME Control 20.80 416 Non
194 127 significance
Experimental 20.20 404
167 127 significance
OBJECTIVES Experimental 22.15 443

* The tabulated Mann-Whitney value at a significance level of (P < 0.05) = (127.000).

Table (4.2) shows that most of the teaching performance skills were not significant, as
no statistically significant difference appeared between the control group and the
experimental group, except the APPEARANCE, VOICE, and FAMILIARITY skills
which were statistically significant because the calculated Man-Whitney value was
smaller than the critical Value and in favor of the experimental group.

7.2 Qualitative Findings:

7.2.1 Qualitative Findings from Field Observation Notes

The qualitative field notes collected during school visits provide contextual and
behavioural evidence that complements the quantitative findings. The observations
reveal how student-teachers enacted teaching practices in real classrooms, how they
responded to challenges, and how reflective awareness manifested in situ. Several
recurring patterns emerged across participants, which are organized into key thematic
findings. These findings are as follows:
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Theme 1: Classroom Management and Student-Teacher Presence as a Function
of Personality and Early Establishment of Authority

Across multiple observations, effective classroom management was strongly
associated with student-teacher personality, early firmness, and consistent behavioural
expectations. Student-teachers demonstrated that establishing clear rules from the first
day contributed to orderly classrooms and smoother lesson flow. Their calm demeanour,
respectful interaction with pupils, and controlled voice use were repeatedly noted as
factors that facilitated effective teaching.

Conversely, instances where student-teachers relied on yelling to control the class
were accompanied by self-awareness and later regret, as reflected in post-observation
comments acknowledging that such behaviour did not align with their personal teaching
identity.

Theme 2: Teaching Performance is Highly Sensitive to Contextual Constraints
Field notes consistently highlighted contextual constraints affecting teaching
performance, including:

1. Large class sizes

2. Limited instructional time

3. Low pupils’ proficiency levels
4. Multi-shift school systems

5. Strong influence of mentor or regular teachers’ instructional styles

Several student-teachers adjusted their methods to align with mentor expectations,
even when those methods were perceived as less effective for language learning. In
some cases, student-teachers reported difficulty maintaining pupils’ attention when the
mentor teacher was present or when teaching during the final lesson of the day.

Theme 3: Lesson Planning as a Cognitive Anchor rather than a Procedural
Document

Observations revealed mixed adherence to formal lesson planning. Several
student-teachers acknowledged forgetting lesson procedures or struggling with lesson
flow when lesson plans were incomplete or unchecked. In contrast, student-teachers
who exerted significant effort in lesson planning reported smoother instruction and
greater confidence.

Interestingly, some participants explicitly stated that self-evaluation felt more
useful than lesson planning, particularly when lesson plans were treated as drafts that
were refined after teaching rather than rigid scripts.

Theme 4: Selective Development of Teaching Skills through Reflection

The observations indicate uneven development across teaching skills. Skills such
as voice clarity, board organization, rapport, and encouragement of participation
showed noticeable improvement or awareness. For example, student-teachers corrected
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language errors appropriately, modelled pronunciation, encouraged shy pupils, and used
visual aids and gamification strategies to increase engagement.

However, other skills, particularly pupil-centred interaction, analytical
questioning, and deep linguistic scaffolding, were less consistently observed. In several
cases, lessons remained teacher-centred despite awareness of the importance of pupils’
participation.

Theme 5: Emergence of Descriptive and Affective Reflection over Analytical
Reflection
Field notes frequently documented student-teachers’ ability to:

1.describe classroom events in detail,
2.recognize emotional responses (e.g., frustration, uncertainty, confidence),
3.and identify moments of success or discomfort.

In contrast, fewer notes reflected deep analytical reasoning about why certain
strategies worked or how future lessons could be systematically improved. Time
constraints, workload, and large class sizes were cited as barriers to writing detailed
self-evaluations.

Theme 6: Reflective Practice as a Buffer Against Conflicting Pedagogical Advice

Several student-teachers reported receiving contradictory guidance from
supervisors and regular teachers, particularly regarding classroom movement, pupil
control, and instructional pacing. Reflection enabled some student-teachers to negotiate
these contradictions by adopting balanced or adaptive approaches rather than rigid
compliance.

7.2.2 Qualitative Findings from Student-Teacher Interviews

The interview data provide in-depth insight into how student-teachers perceived,
enacted, and evaluated reflective practice during the practicum. The interviews reveal
not only what student-teachers did, but how reflection shaped their thinking, decision-
making, professional identity, and emotional regulation. Several interrelated themes
emerged. They are as follows:

Theme 1. Reflective Writing as a Cognitive Tool for Remembering, Regulating,
and Acting

A dominant theme across interviews was the perception of reflective writing as a
memory-anchoring and problem-solving mechanism. Student-teachers repeatedly
emphasized that writing about classroom incidents enabled them to recall situations
clearly and respond more effectively when similar events reoccurred.

One student-teacher (ST9) explained that writing reflections “sticks it in my mind”
allowing her to act without referring back to the written text. Reflection was internalized
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through the act of writing, transforming experience into accessible professional
knowledge.

Theme 2: Structured Reflection versus Free Diary Writing

Student-teachers clearly differentiated between structured reflective models and
free diary writing. Diary-style reflection was viewed as suitable for emotional release or
recounting routine experiences. On the other hand, the structured Rolfe reflective model
was consistently described as more effective when dealing with concrete classroom
problems.

One student-teacher explicitly stated that the model helped her organize problems
and arrive at actionable solutions, whereas free writing was used when no tangible
problem was perceived.

Theme 3: Reflection as a Catalyst for Immediate Behavioural Change

Several interview excerpts illustrated direct links between reflection and
instructional change. For example, a student-teacher described recognizing that yelling
to control the class contradicted her personal teaching identity. Through reflection, she
consciously replaced yelling with body language and calmer management strategies.

Similarly, reflection led student-teachers to recognize the indispensability of
lesson planning, even when they felt confident in content knowledge. Forgetting lesson
steps or losing instructional flow was cited as evidence that preparation remained
essential regardless of familiarity with subject matter.

Theme 4: Emotional Awareness as an Entry Point to Reflection

The interviews showed strong evidence of emotional reflection, particularly in
relation to anxiety, confidence, frustration, and fulfilment. Student-teachers articulated
emotional responses to classroom challenges, such as loss of voice due to noise, fear of
evaluation, or discomfort when pupils failed to understand English explanations.

In contrast, teaching in real classrooms compared to microteaching was described
as less anxiety-provoking, partly because student-teachers perceived less immediate
judgment and evaluation.

Theme 5: Contextual Constraints Shaping Reflective Decisions
Student-teachers frequently referenced contextual realities that shaped both
teaching and reflection, including:

1. extremely large class sizes (up to 85 pupils),
2. short lesson durations (30-35 minutes),

3. multi-shift school schedules,

4. weak pupils’ proficiency levels, and

3)

lack of instructional resources and institutional support.
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These constraints led to pedagogical compromises, such as increased use of
Arabic, teacher-centred instruction, limited use of instructional aids, and simplified
assessment practices.

Theme 6: Reflection and the Formation of Professional Identity

One of the most powerful themes to emerge was reflection as a means of
professional identity formation. A student-teacher described discovering her purpose
and identity as a teacher through reflective practice, expressing a sense of vocational
clarity and commitment.

Similarly, another student-teacher who initially disliked teaching reported that
positive pupil interaction transformed her practicum experience, highlighting the
reciprocal relationship between pupil engagement and student-teacher motivation.

Theme 7: Self-Evaluation as Development-Oriented rather than Judgmental

Interview data revealed that student-teachers viewed self-evaluation scores not as
fixed judgments but as indicators of growth potential. Assigning oneself a score below
the maximum was interpreted as a sign of openness to improvement rather than
deficiency.

This perception contrasts with traditional evaluative cultures that equate high
scores with competence and low scores with failure.

8.Discussion of Results

The present study investigated the impact of implementing Rolfe’s reflective
model on the teaching performance of Iraqi fourth-year EFL student-teachers during the
practicum. In addition, it sought to elucidate and complement the guantitative findings
through qualitative evidence drawn from field observations and student-teacher
interviews. The discussion integrates both data strands to explain not only whether
teaching performance improved, but also how and why reflective practice contributed to
observed changes.

The quantitative results revealed statistically significant differences in overall
teaching performance between the experimental and control groups, favouring the
experimental group. This finding indicates that structured reflective practice, when
systematically embedded into the practicum, can positively influence student-teachers’
instructional performance. The very large effect size further suggests that the impact of
the reflective model was not marginal but substantial, reinforcing the pedagogical value
of structured reflection in teacher education.

However, the skill-level analysis showed that improvements were not evenly
distributed across all teaching performance components. Significant gains were
observed in appearance, voice, and familiarity, while other skills such as questioning
techniques, lesson planning, pupil-centred interaction, and time management did not
reach statistical significance. This uneven development highlights an important
characteristic of reflective practice: reflection appears to influence observable,
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immediate teaching behaviours more rapidly than complex pedagogical skills that
require prolonged experience and deeper instructional restructuring.

The qualitative findings from field observation notes help explain this pattern.
Improved voice control, classroom presence, and teacher familiarity were consistently
associated with increased self-awareness and confidence, which reflective practice
helped cultivate. Student-teachers became more conscious of how their tone, body
language, and classroom demeanour affected pupil engagement and discipline. These
aspects of teaching performance are often closely linked to personality, emotional
regulation, and early classroom authority, making them particularly responsive to
reflection.

In contrast, more cognitively demanding skills—such as analytical questioning,
differentiated instruction, and lesson pacing—were constrained by contextual realities.
Large class sizes, limited lesson durations, low pupil proficiency, and institutional
expectations shaped what student-teachers could realistically implement. Even when
reflective awareness existed, structural limitations restricted the translation of reflection
into practice. This finding underscores that reflective practice does not operate in
isolation but is mediated by the teaching context.

Qualitative interview data further illuminate how reflective practice functioned as
a cognitive and affective tool rather than a purely technical one. Student-teachers
described reflective writing as a mechanism for remembering classroom incidents,
regulating emotions, and preparing for future encounters. Reflection enabled them to
internalize lessons learned from experience, transforming episodic classroom events
into professional knowledge. This process supports the view that reflection contributes
to teaching performance indirectly by enhancing awareness, confidence, and
professional judgment.

An important distinction also emerged between structured reflective models and
unstructured diary writing. Student-teachers consistently reported that Rolfe’s model
helped them organise their thinking, identify problems, and generate actionable
solutions. In contrast, free writing was mainly used for emotional expression. This
finding explains why the experimental group demonstrated clearer improvements in
specific performance areas: the structured prompts directed attention toward practice-
relevant issues rather than general emotional responses.

Another significant qualitative finding concerns the role of reflection in managing
conflicting pedagogical advice. Student-teachers often received contradictory guidance
from supervisors and mentor teachers. Reflection enabled them to negotiate these
tensions by adapting strategies rather than blindly conforming, thus supporting
instructional decision-making and professional agency. This capacity to mediate
external expectations is a crucial dimension of teaching performance that may not be
immediately visible in observation scores but is vital for long-term professional
development.
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Overall, the integration of quantitative and qualitative findings demonstrates that
reflective practice enhanced teaching performance by increasing self-awareness,
emotional regulation, and instructional intentionality. While not all teaching skills
showed immediate measurable gains, the findings suggest that structured reflection lays
the groundwork for sustained pedagogical development, particularly in challenging
practicum contexts.

9.Conclusion

This study examined the impact of implementing Rolfe’s reflective model on the
teaching performance of Iraqi fourth-year EFL student-teachers during the practicum,
using a mixed-methods approach. The findings demonstrated that structured reflective
practice significantly improved overall teaching performance, with the experimental
group outperforming the control group in the post-test observation results.

Quantitative evidence showed statistically significant gains in teaching
performance, particularly in observable skills related to classroom presence, voice use,
and teacher familiarity. Qualitative findings complemented these results by revealing
how reflective practice enhanced self-awareness, confidence, emotional regulation, and
instructional responsiveness. Together, these findings indicate that reflective practice
contributes to teaching performance not only by improving technical skills, but also by
supporting the cognitive and affective dimensions of teaching.

The study further highlights that the impact of reflection is not uniform across all
teaching competencies. While certain skills respond quickly to reflective engagement,
others are constrained by contextual factors such as large class sizes, limited
instructional time, and institutional practices. These findings underscore the importance
of situating reflective practice within realistic teaching conditions and providing
sustained opportunities for reflection over time.

Pedagogically, the study supports the integration of structured reflective models
into EFL teacher education programmes, particularly during the practicum. Reflective
frameworks such as Rolfe’s model offer student-teachers a practical tool for linking
experience with professional learning, fostering instructional agency, and navigating the
complexities of real classroom contexts.

Despite its contributions, the study is limited by its sample size and institutional
scope. Future research may extend this work through longitudinal studies, skill-specific
interventions, or comparative designs across different teacher education contexts. Such
research would further clarify how reflective practice contributes to the gradual and
sustained development of teaching performance.
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