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ABSTRACT 

As an important part of teacher professional development, a reflective practice started to flourish 

in the 1980s. Along with it, many scholars have researched reflective practice in various fields, 

one of which is English Language Teaching. The present study explores reflective practice by 

teacher educators in a doctoral program, focusing on how they reflect on the journey of planning 

their lessons ranging from their earliest teaching years up to their future hope. Narrative inquiry 

with a multiple case study design is employed in this study. The data in this study, which included 

both narrative and non-narrative data, are collected by using narrative frames and interviews. The 

data are then coded and analyzed using thematic analysis. The results of the study show how 

learning from experience in lesson planning helps teacher educators improve their teaching 

performance.  
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INTRODUCTION 

Reflective practice (RP) has commonly been 

acknowledged as an important part of teacher 

professional development. It is a fundamental feature 

of learning from experience (Russell, 2017). While 

RP is part of what is currently expected from 

teachers, there has been a concern for teachers to take 

responsibility for their professional learning and 

development (Zwozdiak-Myers, 2012). Reflecting 

requires directed interpretation, which makes the 

ability to reflect on pedagogical aspects of teaching a 

reflective practice (Patrick, 2017).  

Teacher educators are critical to educational 

systems as they have a significant impact on the 

quality of teaching and learning in schools 

(Vanassche & Kelchtermans, 2016). In this study, 

teacher educators are those who teach students at the 

doctoral level of universities focusing on English 

Language Education. The role of teacher educators is 

vital for preparing and developing future English 

teachers through their teaching, practicum 

supervision, and the collaborative research teacher 

educators and teachers engage in (Golombek 2015; 

Yuan 2017).  

The literature has shown that research on RP 

can be classified into three categories based on the 

participants of the research. They are RP research 

among pre-service teachers (student teachers or 

prospective teachers), RP research among in-service 

teachers, and RP research among teacher educators. 

In the European context, Toom et al. (2015) 

researched student teachers' basic structure of their 

reflective thinking. The results show that the student 

teachers can reflect beyond practical issues on 

https://ejournal.upi.edu/index.php/IJAL/article/view/25025
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teaching. Another study was conducted by Buschor 

and Kamm (2015), demonstrating how student 

teachers can be supported in developing a reflective 

attitude and research-oriented stance. 

In the Asian context, research on RP for pre-

service teachers is related to the level of reflections 

of EFL pre-service teachers through their teaching 

journal (Nurfaidah et al., 2017), the role of RP in 

helping student teachers develop their classroom 

management skills (Ragawanti, 2015),  reflection 

concerning student teachers' identity and professional 

development (Kuswandono, 2014b), and descriptions 

of student teachers' reflective practice (Liou, 2001). 

In addition to these, Abou Baker El-Dib (2007) 

conducted research that examines prospective 

teachers' reflective thinking as it is exhibited in their 

action research during the teaching practice 

experience, and Kabilan (2007) reports the practice 

of reflecting on reflections by future English 

language teachers in the Malaysian context. 

The second research category deals with 

reflection among in-service teachers. Moghaddam 

(2019) conducted a study dealing with teachers' 

perceptions of reflection. This study shows how an 

RP instrument was used in language teaching. 

Another study was conducted by Moradkhani et al. 

(2017), focusing on the relationship between EFL 

teachers' reflective practices and self-efficacy and 

teachers' teaching quality. The result of their study 

shows that reflection contributes to teachers' self-

efficacy to improve their teaching. In other words, 

reflection or RP supports the improvement of 

teachers' teaching activity.   

The next one is RP research among teacher 

educators.  Lane et al. (2014) conducted a study that 

described the process followed by a group of primary 

and secondary teacher educators in Australia to 

develop a collective understanding of the nature and 

value of RP. The result of the study shows that the 

process of developing a framework highlights the 

value of collaborative coding and collegial discussion 

as methods for establishing a shared understanding 

and shared practice of reflective writing in teacher 

education. Another study was conducted by 

Kuswandono (2014a) in the Indonesian context.  He 

involved teacher educators as university mentors of 

pre-service teachers in order to investigate their 

experiences in guiding pre-service teachers' RP, 

which is integrated in microteaching practice. This 

study revealed that RP could not be effectively 

implemented unless the embedded values of a 

collectivist culture are revisited and integrated with 

the values of RP.  

Despite many studies on RP, the research on RP 

involving teacher educators, especially teacher 

educators at the doctoral level, has not focused on the 

individual process in their teaching activities 

throughout their professional journey. Teacher 

educators in this study are those who teach their 

subjects or courses to students at the doctoral level 

focusing on English Language Teaching (ELT). In 

the Indonesian context, these doctoral students are 

generally teacher educators at the undergraduate 

level in various universities across the country; their 

students are prospective English teachers or pre-

service English teachers. Therefore, conducting a 

study on teacher educators at a doctoral level is 

believed to provide multilayer benefits for the teacher 

education system in this country. It means that when 

teacher educators reveal RP on lesson planning, their 

practices will influence and benefit their students at 

the doctoral level, and when these doctoral students 

graduate they are responsible for educating the next 

generation of prospective teachers in their institutions 

(Richards et al., 2019). In doing so, they can pass the 

same influence and benefits onto their students, i.e., 

prospective English teachers. In this way, the 

teaching education system is built with a strong 

foundation. Thus, this study is aimed at exploring 

teacher educators' experiences in RP in their teaching 

activities, more specifically in their lesson planning, 

covering experience (reflection on action/RoA), 

present time experience (reflection in action/RiA), 

and future plan (reflection for action/RifA). 

As an important stage in the teaching process, 

planning to teach includes, at the very least, 

knowledge of students and their needs, overall aim or 

aims for learning and a set of instructional objectives, 

and teachers' understanding and perceptions of the 

nature of language and learning (Nunan & Lamb, 

1996, cited in Liyanage & Bartlett, 2010). It is stated 

that for teachers to plan their lessons is necessary, and 

lesson planning is an important part of teaching 

activities. This, in line with Fareh's (2018) notion, 

which emphasizes on a teacher to plan his or her 

lesson to help his/her students accomplished the 

anticipated learning outcomes. Planning in RoA in 

this study denotes the idea of experiencing reflecting 

on the lesson plans in their past, i.e., the early years 

of teaching at the doctoral level.  

Furthermore, we tried to investigate RP among 

teacher educators in lesson planning of the present 

time of their teaching experience or RiA. In this 

study, the present time or RiA referred to the time 

when the study was conducted. Thus, in RiA, teacher 

educators designed their lesson plan in order to 

decide how to act upon the surprising, puzzling, 

unique, and unexpected responses they get from 

students (O'Mara, 2006). Therefore, the concept of 

'present time' in  RiA referred to two actions: actions 

based on the teaching evaluation in the same week of 

the course, and actions based on the stages which 

were planned beforehand a stages-based reflection. 

The next type of RP that we investigated was their 

lesson planning for the future plan (RifA). Therefore, 

the aims of this study are to investigate the teacher 

educators' experiences regarding RP in lesson 

planning within the period of teaching experience in 

the past, at present, and in the future. 
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METHOD 

The study employed a narrative inquiry with multiple 

case study design. Clandinin and Rosiek (2007) 

describe narrative inquiry as to the study of 

experience through the stories people share about 

their experiences. 

The research was conducted at two doctoral 

programs of ELT of two universities, which used to 

be the teacher training institutions. The contexts were 

chosen because they are prominent teacher education 

institutions in the country. The doctoral program in 

these universities has been regarded as well-known 

ELT program whose graduates are of high quality 

and distributed throughout the country. In addition, 

the two universities were chosen because out of 12 

teacher training institutes in Indonesia, and these two 

were the oldest ones.  

The participants in this study were three teacher 

educators identified as TE. TE1 and TE2 were from  

university A in East Java, and TE3 was from 

university B in West Java. They were selected based 

on their expertise in their field. TE1 is a prominent 

teacher educator in ELT education and has been 

involved in an association in an ELT for many years. 

He is also involved in the National Board of 

Educational Standard in the country. TE2 is a 

prominent teacher educator in Linguistics and has 

been involved in many activities related to his 

expertise such as writing various articles in 

Linguistics, writing book reviews on Linguistics as 

well as giving introductory remarks on Linguistics 

works. TE3 is a prominent teacher educator in 

Literature. She has been involved in an association in 

Literature in the country for many years as well as in 

various Literature conferences and published her 

writings on Literature. Nevertheless, all of them have 

been teaching at an ELT doctoral level. The three 

participants were considered as prominent teachers 

because they have the following criteria: (1) they 

have been teaching the same course in a doctoral 

program for five years or more; (2) they have 

published articles in their field; and/or (3) they have 

been involved in the making a national education 

policy as well as in the professional organization for 

multiple years.  

    

Research procedures 

Employing a narrative inquiry, the research followed 

procedures proposed by Creswell (2012). The 

standpoint of the present study was the assumption 

that the more teaching experience one has, the more 

routines of teaching activities one does, and thus one 

becomes less reflective. With this assumption as our 

starting point, we decided to reveal teacher educators' 

experiences on RP in lesson planning covering past 

experience (reflection on action/RoA), present time 

experience (reflection in action/RiA), and future plan 

(reflection for action/RifA).  

The participants were identified based on their 

teaching experience, knowledge on RP, and how they 

implemented the reflective practice in their 

professional journey (Zwozdiak-Myers, 2009). All 

participants agreed that their participation was 

entirely voluntary, and they gave their consent to the 

researchers to participate in the study as designed 

(Vanassche & Kelchtermans, 2014). 

In order to obtain preliminary data, a narrative 

frame (NF) was given to the three participants (TE1, 

TE2, and TE3). The narrative frame was adopted 

from Barkhuizen et al. (2014) to cover the 

information on the lesson planning in RiA, RoA, and 

RifA. The data from the narrative frame were used as 

a basis of restory or reconstructing the story. Later, 

the restorying process was also covered by 

information from the interviews. Following the data 

collection using narrative frames, interviews were 

conducted to confirm the information from the 

narrative frame as well as to obtain more information. 

Each interview lasted from 35 to 60 minutes. The 

interviews with TE1 and TE2 were conducted 

separately in person, while the interview with TE3 

was held by phone. The interview data were audio-

recorded and then transcribed.  

The next step was to reconstruct the information 

collected from the narrative frame and interview 

transcript. The results of the restory were shown to 

all TEs in order to confirm and reconfirm whether the 

reconstructed stories were appropriate and accurate. 

After that, the data from the restory were categorized 

and labeled based on themes. The themes were 

identified on the basis of the literature review. In 

addition to this step, the data were coded to compare, 

contrast, and classify them. This is in line with a 

statement proposed by Murray (2009, cited in 

Heigham & Crocker, 2009), which said that one 

advantage of having a code list was that it helps avoid 

having different codes for the same phenomenon.  

The effort to maintain the accuracy and 

credibility of the narrative data was made by keeping 

the collaboration with the participants of the study 

throughout the process from the time of collecting, 

restroying, and reporting (Barkhuizen et al., 2014). In 

doing so, we maintained communication with all 

participants in different ways. We communicated 

more frequently with TE2 compared to our 

communication with TE1 and TE3. With the former, 

communication was more frequent in a way that TE2 

had more information to share. With the latter, the 

communication was very strictly related to the 

primary data of the research, such as sending a 

consent form, narrative frame, and an interview 

protocol.  

To build the trustworthiness of this narrative 

inquiry, we referred to the work of Lincoln and Guba 

(1985) and a current systematic list provided by Loh 

(2013). A thick description of the subjects, research 

procedures and research instruments were provided. 

To meet dependability and confirmability, every 

finding was supported by data.  
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FINDINGS AND DISCUSSION 

Findings on planning are in the form of the 

participants' reflection on action (experiences of past 

lesson planning activities), their reflection in action 

(experiences of present-day lesson planning 

activities), and their reflection for action (future hope 

of lesson planning activities).  

 

Participants' reflection on the action: Experiences 

of past lesson planning activities 

The three participants, TE1, TE2, and TE3, had their 

own experiences when they started teaching in a 

doctoral program. Although all of them did not 

explicitly say they did a reflection before they 

planned their lesson, in the statement they wrote in 

the NF, it showed similar ideas.  
At the beginning of my teaching years, I did not really 
remember exactly what I did in planning my lesson, 

but it would be like these: (1) examining the course 

outlines of the previous semester done by the 

previous lecturer, (2) trying to check what could be 
improved, and (3) revising the course outline. 

(RoA/TE1-1) 

 

In addition to this, TE2 stated: 
In my experience as a graduate linguistics student of 

the doctorate degree program at the University of 
Hawaii (UH), I realized that linguistics is "dry 

subjects," particularly the so-called formal linguistics 

(e.g., linguistics in the Chomskyan school, where the 

language is treated in a mathematical way) 
(RoA/TE2-1). Knowing this, when I was assigned to 

teach Advanced Applied Linguistics for doctorate 

students, I shaped the course by giving personal 

touch. I make it appealing by providing vivid and 
jocular examples that keep the class 'awake.' 

(RoA/TE2-2) 

 

Further TE3 stated: 
The difference was when I started teaching the 

doctorate program, the materials of my teaching were 
mostly reading text materials while when I started 

teaching refugees years ago, I mostly used realias. 

But the stages were mostly the same (RoA/TE3-1)... 

because they were actually the only practical steps 
that I had learned, put into practice, and seen the 

benefit of doing and I think both my students (in 

doctorate degree) and me gained the benefit of doing 

this.(RoA/TE3-2) 

 

It was apparent that the participants' experience 

in designing the lesson plans is similar. They were 

learning from previous experiences, either from other 

people's experience in the case of TE1 or their own 

experiences (TE2 and TE3). TE1 used a course 

outline which was designed by another teaching staff 

from the previous semester, and when he brought it 

to the class at the first meeting, he checked what 

could be improved by discussing the course outline 

with the doctorate students and improved the course 

outline accordingly. Despite his claim that he was not 

a reflective person, he had the intention to learn from 

experience, that is, another person's experience.  

In the case of TE2 and TE3, they used their 

personal experience in planning their course outline 

in the following way. TE2 used his experience as a 

student of a doctoral program in Linguistics when 

planning his course outline. His personal experience 

made him aware that Linguistics, particularly the so-

called formal linguistics (e.g., linguistics in the 

Chomskyan school), is a 'dry subject,' that is, a 

subject that mathematically treats language. Having 

experienced this feeling, TE2 decided to shape the 

course he was assigned to at his early teaching years 

in a doctoral program by giving personal and more 

appealing touch for his doctoral students. He 

provided examples that could keep the students 

awake during the teaching activities. In this case, 

even though he claimed that he was not a reflective 

person when he decided to learn from his own 

experience from the improvement, he was a reflective 

teacher educator.  

In the planning stage, TE3 seemed to have the 

stages which are the same as those in the previous 

period (early teaching years at doctorate level), at 

present, and in the future. In her early teaching years, 

she designed practical steps based on her experience 

when she was still a novice teacher in her teaching 

career. She did the same planning stages when she 

was in her previous teaching years at a doctorate 

level. Thus, she had an internal factor influencing her 

in designing a lesson plan. She learned from her own 

experience. 

All of them designed their lesson plan 

accordingly. In the early years of their teaching career 

at the doctoral level, they had already had experience 

in teaching at other levels. Therefore, when designing 

their lesson plan, they used their experience, either 

their own experience (internal factor) or other 

people's experience (external factor). There were two 

TEs (TE2 and TE3) who considered an internal factor 

in designing the lesson plan. One is his own 

experience as a student when taking a doctoral 

program, and the other is her own experience as a 

novice teacher. This is in line with Valli (1997), who 

states that in RoA, teacher educators look back on all 

critical events that occurred in the classrooms and 

think carefully about these events. The latter, TE1, 

chose other people's experience or external factor, in 

this case, other lecturer's lesson plan in designing the 

lesson plan. 

 

Participants' reflection in action: Experiences of 

present-day lesson planning activities 

The three participants had a different experience 

when they were in this time dimension, 'the present 

day.' The following were their story.TE1 stated: 
In the current time, even though I do not really care 

whether what I did was a reflective practice, I think 

now I become more reflective (RiA/TE1-1). In 

planning a lesson I realize that the steps I conducted 
in the past (1-3), which I now called 'reflection,' are 

as follows (1) examining the course outlines of the 

previous semester done by the previous lecturer, (2) 
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trying to check what could be improved, and (3) 
revising the course outline (RiA/TE1-2). There are 

several reasons as follows, the first one I feel guilty 

if I skip class. It does not mean that I skipped classes 

in the past. However, my students' reflective notes 
about my teaching performance are the evidence that 

I am useful for them even though, according to them, 

I am a very straightforward lecturer. So, I feel guilty 

every time I skip classes. (RiA/TE1-3) 

 

TE2 stated: 
In the current time, I still do not know if I become 

more reflective, because, in my opinion, what I have 

been doing is not reflective teaching. Instead, it is 

simply a kind of teaching that is designed in the best 
possible way to make the students reflect upon their 

academic potential, to explore within themselves 

germs of originality, and to develop their intellectual 

capacity to the fullest(RiA/TE2-1). Thus, instead of 
being a reflective teaching practice, my teaching 

performance leads students to be academically 

reflective (RiA/TE2-2). So, I plan my teaching by 

following almost the same steps as I did in the past 
(RiA/TE2-3). At the beginning of the second 

semester of the 2018-19 academic year, I added 

something new. Three weeks before the semester 

began, I contacted the Captain of the Class to divide 
the class into four groups. Then I assigned each group 

to do a pre-course assignment (RiA/TE2-4). 

 

Meanwhile, TE3 stated: 
In the current time, I might have become more 

reflective, but I am afraid it might not show on my 
planning stages (RiA/TE3-1). When I saw my 

students' reactions, and they are not really 

enthusiastic in my class, it affected me (RiA/TE3-3). 

 

As the data above indicate, in the present time, 

TE1 decided to use the same steps of planning. Yet, 

this time, he clearly stated that what he did was a 

reflection. Although he designed the same steps of 

planning as what he did in his early years of teaching 

at the doctorate level, he could learn from what 

happened in the past teaching activity. He could 

improve things that needed to be improved, and he 

could revise the course outline when necessary based 

on what was happening in the class. He could change 

the activities in the class accordingly. What he did 

was in line with what O'Mara (2006) stated on how 

the teacher (educators)  implemented RiA, that is, 

teachers could change the activities based on what he 

experienced at the moment he was in the class. In fact 

he learned from his past experience to improve his 

teaching performance. He used to learn from other 

people's experiences (other teaching staff) in 

designing the plan. In the present time, he also 

learned from his own experience in teaching the same 

subject.  

In the 'present' time, TE2 stated that he followed 

the same steps as he did in his early teaching years in 

designing lesson plans. Even though he claimed that 

he was not yet aware whether he became more 

reflective, his awareness of designing the plan which 

was in the best possible way to make his students 

reflected upon their academic potential, to explore 

within themselves germs of originality, and to 

develop their intellectual capacity to the fullest, and 

to lead his students to be academically reflective was 

considered as characters of a reflective practitioner. 

This was in line with Farrel's statement when he was 

interviewed by Pang (2017, p. 3) which stated that," 

as reflective practitioners, teachers will be aware of 

their own need as teachers and their students; needs 

for learning and the impact of all this within their 

particular context." In this case, what TE2 did was a 

piece of evidence that he actually was a reflective 

practitioner. As for TE3 in her' present time', she 

claimed that she was more reflective even though she 

was worried that her being reflective was not shown 

in her planning stages. Because her students' 

reactions in her class affected her in performing her 

teaching, she felt that these reactions made her decide 

to adapt and improve the planning.   

In planning, all teacher educators decided to use 

the same design that they chose in the previous part 

of their teaching experience. They have their reasons. 

This is because what they had planned in the past was 

actually effective and worked, but they make 

improvements in the materials or in the classroom 

management according to the feedback from their 

students and their students' reactions towards their 

teaching. According to Schön (1983), as stated in 

Finlayson (2015), reflection-in-action is a process 

that enables an individual to re-shape his or her 

thinking whilst working. Further, Calandra et al. 

(2009) state that reflection in action refers to 'in the 

moment' events. In this study, the 'in the moment' 

events or the present time experience covers all the 

teaching activities, which are planning, 

implementing, and evaluating during the span of time 

when this research was conducted. The followings 

are the elaborations of participants' experiences in 

planning their lesson in the present time.  

TE1 claimed that he was not a reflective person 

in his early years of teaching at the doctoral level. He 

stated that in this 'present time' the teaching stages he 

did were what was called 'reflections' from what he 

had done earlier (in his early years of teaching at the 

doctoral level). It was because he learned from his 

past experience to improve his teaching performance. 

He used to learn from other people's experiences 

(other lecturers) in designing the plan. Now, he also 

learned from his own experience teaching the same 

subject. There was a shift from using only other 

people's experience to using both his own experience 

and other people's experience. To repeat, 

experiencing a shift and learning from experience 

(Russel, 2017) were both characters of reflective 

practitioners. Similar to TE1, TE2 stated explicitly 

that he did not do reflective teaching. He claimed that 

what he did was," designing the best possible way to 

make the students reflect upon their academic 

potential, to explore within themselves germs of 
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originality, and to develop their intellectual capacity 

to the fullest." It showed that TE2 was more student-

centered than teacher-centered, that he was going to 

provide his doctoral students the best course and 

experience possible when they were taking his 

course.  

 

Participants' reflection for action: Future hope of 

lesson planning activities 

The three participants, TE1, TE2, and TE3, have 

different hopes for their future action. Below are their 

hopes. 

TE1 hopes still to use the same course outline in 

the future. He stated: 
In order to improve my teaching performance, in the 
future I am going to plan my lesson by doing the same 

steps again: (1) examining the course outlines of the 

previous semester done by the previous lecturer, (2) 

trying to check what could be improved, and (3) 
revising the course outline (RifA/TE1-1). Because of 

those, I could always have good reasons to revise my 

course outline from time to time (RifA/TE1-2). These 

steps will improve my teaching performance because 
I feel more confident about myself in teaching the 

course (RifA/TE1-3) 

 

TE2 stated: 
I think in the future, I am going to plan my lesson by 

doing almost the same steps as I have always been 

doing (RifA/TE2-1). 

 

These will improve my teaching performance 

because I remember a brief saying by Muhammad 
Iqbal, a Pakistani poet, and philosopher: at the time 

you understand something you did not understand 

before, you cross out the border of your own 

ignorance. Seen from this perspective, learning 
seems to be developing your own potential step by 

step, responding to your own curiosity, until 

eventually, you have yourself developed to the fullest 

(RifA/TE2-2). 

 

TE3 stated: 
In order to improve my teaching performance, in the 

future, I actually do not really have the plan to change 

the way I teach because I believe that I am quite 

flexible in my teaching which means that there is 
always the possibility to change or adapt my teaching 

in the most immediate time, whenever I see fit 

(RifA/TE3-1). 

  

In the three of teacher educators' future hope, 

however, they would like to change their plans when 

necessary or whenever they saw the appropriate 

strategies. The reasons were because it gave them 

more confidence (TE1), it gave them chances to 

develop (TE2), and it was their flexibility to adapt to 

the situation when necessary (TE3). The formers' 

(TE1 and TE2) situation was in line with Schön's 

(1983) statement in his book about reflective 

practitioners, and the latter is in line with what 

Mutton et al. (2011) stated in their study. They 

proposed that experienced teacher educators allow 

flexibility in their planning. Furthermore, they stated 

that teacher educators might promote a particular 

planning format in order to ensure that a range of 

issues has been considered in the planning of the 

individual lesson. It also ensures that there was 

appropriate regard for legislative requirements or 

national priorities. 

 

 

CONCLUSIONS 

This study has reported teacher educators' reflective 

practices in lesson plannings. It has demonstrated that 

the assumption of 'the more teaching experience one 

has, the more routines of teaching activities one does, 

and thus one becomes less reflective' was not 

necessarily true. In lesson planning on Reflection on 

Action (past time), TEs conducted planning in their 

past experience by learning from other lecturers' plan 

and their own past experiences as students at 

doctorate level in order to adapt their experience, 

learn from them, and pass onto their students in better 

ways. In terms of Reflection in Action (present time), 

even though it was usually regarded as a spontaneous 

reflection, the concept of reflection in action referred 

to two actions: actions based on the teaching 

evaluation in the same week of the course, and 

actions based on the stages which were planned 

beforehand a stages-based reflection. In planning, 

either in the previous actions or in the latter ones,  

TEs chose to use the same stages of planning as they 

did in their past experience with modifications and 

adaptations according to what they were facing at the 

present time.  With regard to Reflection for Action 

(future hope), in planning, TEs in this study decided 

to use the same lesson planning steps. Despite the fact 

that they had almost the same steps, they 

continuously improved, adapted, and revised the 

plans according to the experiences they had 

throughout their career to make better changes for 

their teaching performance due to the following 

reasons: it gave the feeling of having more 

confidence in teaching performance, provided an 

opportunity to develop themselves to be better 

teacher educators in the process as well as providing 

them the freedom to be flexible.  
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