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Abstract

Reflective teaching is a conscious, systematic ageldberate process of framing and re-
framing classroom practices, recognizing that #echer’s intents, visions and actions
are connected to the outcome of the teaching-legravent. An essential step to good
teaching is an attempt to meet the learning needsstyle of every child so that his/her
heart and mind are reached for learning. Refled@aehing is a multifaceted process of
understanding classroom events, pupils’ preferredrning styles and teacher’s
perception of pupils’ learning. In the light ofcent findings from studies about multiple
intelligences, effect of matching teachers’ andilsuparning styles and experiences that
involve active learning, teachers in IT and mathgsan a Singapore neighbourhood
school attempt to pool experiences in teachindebe motivated in a secondary normal
technical class. The teachers analysed their oachieg and the students’ learning as
recorded in the reflective journals. The studewiggéd in their feelings about their
learning at the end of every unit of lessons duthmg same period. Based on teachers'
reflection journals and pupils' feedback, intensemwith pupils over a period of 8 weeks,
teachers' teaching was evaluated to provide evedehcgood teaching that reaches the
hearts and minds of the students. The results shdhet the teachers became more
conscious of their teaching and applied differegtes to meet pupils' needs. Pupils'
feedback showed that they were more focused itegson and became more interested

in their learning.
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Introduction

The underpinning goal of every teacher should bbrilmg about learning. Learning is

not merely absorption of information mindlessly aadurgitating it during assessment. It
is a process whereby behaviour changes as a rebudixperience. (Merriam and

Caffarella, 1991) The central person who woulcthgprabout these changes through
providing the opportunity in experience is the terc Thus a teacher is the catalyst that
inculcate in young minds the insatiable curiodhtgttdrives one to absorb everything that
he can see, hear or read so as to improve theeeffic and speed of the process of
learning. In meeting this role, the teacher ndéedake account of the learning processes
and learners’ characteristics. As learners’ chiaratics changes, the way lesson is
delivered changes. This change is only possilileeiteacher is aware of the needs of his
learners. Since there is no single method in iegctihe teacher needs to constantly
check on his learners’ progress as well as theadseand changes. Ultimately, the

teacher needs to customize his lesson to suitdbdsof the learners.

What is reflective teaching?

The concept of reflective practice was evidenthe tvritings of Dewey (1910) and
continuing with the works of Schon (1983). Thoufbls concept is widely accepted by

educators, the definition is often debated upothey differ in the purpose and outcome.



Pennington (1992) defines reflective teaching as fhocess of analyzing one’s own
teaching practice and its underlying basis, and thensider alternative means for
achieving their ends. Farrell (1995). in his digiom of reflective teaching, brought it
beyond just looking for alternative ways to teaghitde defined it as a response to a past
experience which involves in conscious recall ardn@nation of the experience as a

basis for evaluation and decision making and asiece for planning and action.

Osterman (1990) saw a different purpose of reflecteaching. He defines it as a
challenging, focused and critical assessment ofsamen behaviour as a means towards
developing one’s own craftsmanship. Through réiflecteaching, the teacher is able to
develop and sharpen one’s skills in teaching thriegimg about improvement in

classroom instruction, pupils’ learning and edwrain general. Richards and Lockhart
(1994) did not confine reflective teaching to onlye’s behaviour but broke down one’s
action and behaviour to one’s attitudes, beliefd assumptions, thus making reflective

teaching more soul searching.

Reflective teaching is further broken down into rfaspects, each with a different
purpose. Technical rationally examines teachingab®urs and skills after an event,
such as a class. The focus of reflection is oecéiffe application of skills and technical
knowledge in the classroom (VanMannen, 1977) asd ah the cognitive aspects of
teaching (Schulman, 1987). Reflection-in-actionaans with thinking about what we
are doing in the classroom while we are doing iteshape what we are doing. (Schon,

1983). However, reflection-on-action deals whimking back on what we have done to



discover how our knowing-in-action may have conttdadl to an unexpected action.
(Hatton and Smith, 1995). And encompassing altlinee aspects is reflection-for-action
where it takes into account the desired outcoméath previous types of reflection,
reflection-in-action and reflection-on-action; hoxge reflection is undertaken, not so
much to revisit the past or to become aware of rifeta cognitive process one is

experiencing but to guide future action. (Killordafhodnew, 1991).

Through all the definitions, it is clear that refiee teaching the purpose of reflective
teaching is to make teaching effective through ioegkinto classroom management,
instructional behaviour, classroom organization asacher's expectation which also
includes the teacher’s disposition and decisioningato improve the process of teaching

as well as develop and sharpen teaching skillsv@ionelli, 2003).

Why is reflective teaching effective in pupil learing?

How teachers teach is very much related to how they teaching. Freeman (1996)
advocated 3 concepts in teaching. Behavioural ¥amuses on what teachers actually do
and attempts to connect their actions to pupil liegr. While cognitive view sees
teaching as a combination of thinking and doingnd Anterpretivist view sees teaching as

knowing what to do.

Most teachers teach the way they learn (Stitt-Geh#@01) or the way they were taught
(Bailey, et al., 1996). They preferred more conteriented, favouring less pupil

involvement and more structured class activitieay@$ and Llinson, 1997, Pithers,



2001). Teaching behaviours reflect the beliefd aalues that teachers hold about the

learner’s role (Heimlich and Norland, 2002).

In order to fully engage the pupils and make teagl@ffective, one has to look at three
aspects in the learning environment, namely, thelter, the pupils and the classroom.
Teachers' awareness of their behaviour in clageedfirst step towards being able to
change their teaching practice (Larsen-Freeman3)198/hen teachers who are new to
teaching, experience is insufficient as a basisiéMelopment, thus there is a tendency to

rely on their experience as a learner to teachépaet al., 1996).

Reflective teaching provided the opportunity foe tteacher to understand his own
actions and decision making to carefully selecatstries in engaging the pupils in
learning. This reflection is essential in ensurih@t the lesson is more focused in
meeting the learning needs of the pupils. Howetler,effective reflective practitioner
also need to take into consideration the pupil whiearning style and needs may not

remain constant.

Learning theories dated as far back as Piaget ggdtgky showed learning is very much
affected by the stimuli present in the environmeamd the interaction the learner has with
the person they come in communication with, mathly teacher (Seng, et al., 2003).
Gardner (1993) suggests that there are a numlabstofct forms of intelligence that each

individual possesses in varying degrees. The woapbn of his theory is that

learning/teaching should focus on the particulaelilgences of each person. Gardner
points out that the different intelligences represet only different content domains but

also learning modalities. Teachers' knowledgeaghechild's inclination would be vital



to planning an effective and engaging lesson. sTlie understanding of the pupils’
learning preference in becomes a part of reflecpvactice that the teacher cannot

overlook.

Classrooms are not passive environments in whimthiag and learning happens to take
place — they should be designed to promote andneehiaarning. (Clegg and Billington,
1994). Physical context, structures and routirespurce management, behaviour,
communication are vital elements in a classroorhrthast be considered in managing the
classroom. (Moyles, 1995). Pupils must be combdetan the learning environment to
effectively learning and engaged in their learningearning to live in a classroom
involves, among other things, learning to live iorawd (Jackson, 1968). Pupils need to
work with others to learn better yet there are vitlial differences where pupils must
learn how to socialize with one another. A clasardhat is cold and uninviting does not
put pupils at ease and be ready for learning. HAeac must be mindful of the
environment that surrounds the classroom. A geeddn intending to meet the learning
needs of pupils will be ineffective if the enviroan around the classroom and outside

the classroom have been excluded in the plannitigedesson.

How is reflective teaching effective in changing mil learning and engaging them?

Reflective teaching advocates the teacher as aregmrticipant in the teaching process
capable of making effective instructional decisiamsl designing curriculum to meet the
needs of their pupils (Richardson, 1994). Througterstanding the needs of the pupils,

the teacher is able to customise the lesson to theeteeds of the pupils. When pupils'



learning preferences match their instructor's teachstyle, pupil motivation and

achievement usually improve (Stitt-Gohdes, 2003levi2001).

Reflective process gives teachers the opportunitgxamine their relations with pupils,
their values, abilities, and their successes athatés in a realistic context (Lange, 1990).
In this manner, a teacher’s intent in teachindasaly tied in with the pupils’ disposition
in the classroom and teaching has gone beyond dedneery of content but engaging
pupils in the learning process with their needsnind. Pupils through the lesson may
observe that their learning needs are met, shifisifa passive learner to one that is

participative and more active.

Statement of Problem

The purpose of this study is to look at the effiateflective teaching in enhancing pupils
learning in the area of Mathematics and Computeplidations. This research primarily
focus on the Normal Technical stream pupils whoehaften been looked upon as

challenging and less academically inclined.

The rationale of the research is to use reflegtivenals to understand the intent of the
teacher in teaching and using feedback from pupilsnderstand the needs of the pupils

as well as a source to reflect on each lessonlémnpg future lessons.



Findings from research on reflective teaching pagtuthat teachers tend to be more
aware of their teaching style and pupils’ learngtge and try to change their teaching

style to match pupil’s learning style to engageilsup learning.

This research is part of an on-going process ofhea’ effort building a culture of
providing good teaching and engaged learning instti®ol. It is not intended to be

conclusive nor provide generalization in reflectigaching.

Methodology

This study is comparative in nature. Data is @ddd on three occasions in each of the
subjects taken by the Normal Technical pupils avgeriod of 8 weeks. Teachers were
briefed on the purpose of the study and taught tmwomplete the reflection forms.

Pupils are given a feedback form to complete attieeof each topic taught.

Analysis of the data is based on the percentaghefpupils showed an increase or
decrease in their feedback on their liking for fleesons, their observation of the
teachers’ awareness of the problems they faced edfuits made by teachers in
addressing their problems as perceived by thermachers’ reflection forms are used to
surface the intent of the teachers in trying ta@msse their lesson according to the needs
of the pupils. Two interviews were conducted opuils, 3 for each level of academic
ability in each of the two subjects, during andeafthe period of observation. The

purpose of the interview is to gather feedback lairtof understanding of the lessons



conducted, their perception of teacher’s intentha lesson and teachers’ intent as a

motivator to attain better results.

Results

The results of the feedback gathered from the p@v# reflected in Tables 1 and 2.

CPA

Like Lesson
Dislike lesson
PTODTENT MOT
noticed
No problems
VVOora oT
encouragement
VWOTra oT
discouragement
No response

Problem noticed

1st feedback 89.3% | 53.6% | 5

w

6% | 21.4% | 17.9% | 53.6% | 17.9% | 10.7%

2nd feedback | 84.4% | 53.1% | 46.9% | 28.1% | 15.6% | 56.3% | 18.8% | 9.4%

3rd feedback 96.7% | 23.3% | 50.0% | 10.0% | 36.7% | 30.0% | 10.0% | 6.7%

Table 1: Feedback from pupils regarding the lessonsonducted by the Computer
Applications teacher

c ® = =
S |3 | ¢ B e L 2L g|¢
7 0 o E 3| o c T P O s
Math 3 < c cE 3 o s O p 2D o
. o = ) = o = (E — E %)
@ ~ & 5 © s e 5 8 5 o
X = e © c o > o P o o
3 2 o K > Q ® | 2
o s c D
o & o
1st feedback 61.3% | 54.8% | 32.3% | 45.2% | 12.9% | 35.5% | 6.5% 9.7%

2nd feedback | 48.0% | 80.0% | 24.0% | 44.0% | 20.0% | 32.0% | 16.0% | 12.0%

3rd feedback 74.1% | 59.3% | 25.9% | 33.3% | 40.7% | 22.2% | 0.0% | 3.7%

Table 1: Feedback from pupils regarding the lessonsonducted by the Mathematics
teacher
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Pupils’ perception of what they like about the ssshowed an increase for both
subjects. However, while their perception of wheyt dislike about the lesson declined
for Computer Applications their perception for Mahatics has increased. Both pupils’
perception of their problems during lesson beingced and not noticed has declined.
However, their perception of the presence of probie their learning has decreased for
both subjects. Similarly, their perception of temdh use of words to encourage or

discourage learning has decreased for both subjects

Teachers’ feedback gathered from their reflectiorm showed that lessons originally
intended to teach content has shifted to one ofvaitntg pupils. Both teachers also
showed that they tried to adapt their teachingestylmatch pupils’ learning style through
building in more activities that would encourageivec and experiential learning. The
Computer Applications teacher also designed orfeenfesson to provide an opportunity

for transformative learning.

Interviews with pupils showed that all 3 levels afademic abilities could recall and
retain lessons that were authentic and they hado@portunity to demonstrate or
participate in the lessons. They were motivatealctieve realistic target after they had a
better understanding of their individual learnireficiency. 6 of the pupils were able to
meet their target in the first semester examinatvbile the others were achieving close

to their targets.
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Discussion

Reflective teaching is one of the many methods tdbpy the teachers in providing

good teaching and engaged learning. It is morect¥fe to design curriculum so that

there is some way learners of every learning dtylengage with the topic, so that every
type of learner has an initial way to connect with material, and then begin to stretch
his or her learning capability in other learningdas (Delahoussaye, 2002). Reflective
teaching has provided an avenue for teachers tgrdéiseir lessons to meet learners’
style and to bridge the gap between pupils’ leagyriom the materials that needed to be

learnt.

The findings seemed to indicate that as teacheym lbe anticipate pupils’ problems, the
percentage of problems noticed as well as not eatiarts to decline and the pupils begin
to find reasons for liking the lessons. The uswoifds of encouragement also decreases

as teachers focused on solving pupils’ problems.

In the feedback given by pupils, most of the pupit® indicated that they like the lesson
gave noise and disruption as the main reason. i$regpected as learning takes place
with activities that were adopted by the teachdvkich as the teachers tried to meet the
learning needs of the pupils, it is difficult toteato each individual pupil as each has

different learning style.

How educators select their strategies and implenegtiniques is a function of their
beliefs and values regarding the methods and camdméfied to fit within the unique

belief system of the educator. The manner in wliol method, whether lecture or

12



game, discover-based learning or discussion is wahih a learning event is the choice
of the educator and should be a reflection of hisher philosophy. (Heimlich and
Norland, 2002). Teachers in their reflection fonmdicated they build their lesson based

on what they perceive pupils need and learn best.

Performance is generally improved when goals ateasd prioritized, and strategies
planned and developed, for goal achievement. Resesvidence suggests that setting
specific, challenging (but achievable) goals is endikely to lead to improved
performance than general or 'do your best' go@dlecke and Latham, 1990). During the
interviews, pupils were made to set specific gdatstheir first semester assessment.
Most of them were realistic in setting goals angpsurted their decision with their

current achievement as well as their ability to smtw a higher target.

From the research findings, it appears that teatlment of ensuring engaged learning
is reflected in their perception of pupils’ needsl aneeting their needs. Good teaching is
not merely using positive strategies like praisinig. cases where teachers focused on
addressing pupils’ problems, planning their lessweitl anticipation of pupils’ problems
takes centre stage. Praising pupils, using wofasocouragement became secondary in
ensuring engaged learning. Teachers changed shge and tried to work towards
meeting the needs of their pupils became more olvamd intense as teachers reflect on
their teaching and using pupils’ feedback to plagirtlessons. This calls for teachers to
be more flexible in the way they teach and may iregthem to be different each time

they enter the same class. However, before temclaarattempt to develop more flexible
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teaching style, they must be receptive to the mfeehange, beginning with a change in

their beliefs about the students’ role in the l@agrenvironment (Brown, 2003).

The challenges in this research come mainly from $aurces, namely, the teachers and
pupils. Teachers could not accept the feedbachk fropils as they took them as criticism
from pupils. At the same time, the feedback fosnseen as a chore and is monotonous
as the same form is given at the end of each tdpas. a learning culture to be prevalent
in the school, teachers' mindsets need to be cdangeedback from pupils should be
made used of as data for personal developmentrréftiae a threat to one's career

development.

For this research, the same form was used for fetback. As a result, pupils were
less forthcoming in providing feedback. Teachezsdhto look for different means of
collecting data, like pupils' journal entries, iviews, etc. Varying the mode of feedback
can help in gathering more realistic data. In miog feedback, pupils also learn to

assess themselves thereby reflecting on their eamming.

Conclusion

To build a culture of good teaching, it requireacteers need to examine their belief
structure regarding education and engage in aninggwocess of diagnosis, with self
and with learners, including observation, questignobtaining evaluative feedback, and

critical reflection (Nuckles, 2000). Reflectiveatding forms part of this effort in
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ensuring good teaching. Through good teaching,|piygicome engaged in their learning,

thus building a learning culture.

This research is part of the action learning projpe school has undertaken and is
intended to be ongoing. This study is exploratmg the findings cannot be generalized
due to the small sample used and the short durafidhe research. Further research
needs to be carried out to confirm it conclusiohisTresearch could also be carried out
on pupils of different academic abilities in otlv@wurses to see if similar results could be

obtained.
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