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of the creative commons attributes 4.0 License. education reframes teaching and learning as a cyclical,
inquiry-driven process that integrates evidence, theory,
and context to improve instructional decisions and
student outcomes. This article consolidates the
theoretical bases of reflection—from Dewey’s logic of
inquiry and Schon’s reflective practitioner to Kolb’s
experiential learning cycle and recent work on
assessment for learning—into a coherent pedagogical
construct suited to contemporary schools. Using a
narrative integrative review and analytic
exemplification, the study interrogates how reflection
functions epistemically, ethically, and organizationally,
and explains the mechanisms through which reflective
routines enhance learning quality, equity, and teacher
professionalism. The analysis shows that reflection
becomes educationally powerful when it is anchored in
trustworthy evidence, articulated learning intentions,
and dialogic feedback; when it is conducted within
enabling organizational conditions; and when it is
grounded in teachers’ professional judgment rather
than procedural compliance. Practical implications
include designing task-embedded assessments,
cultivating feedback literacy among students and staff,
aligning professional development with short-cycle
inquiry, and building school cultures that treat error as
information for improvement. The article concludes
that the reflective approach is not an optional add-on
but a foundational architecture for curriculum
enactment, instructional design, and whole-school
improvement in general secondary education.
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instructional design; evidence-informed teaching;
professional learning; feedback literacy; school
improvement.

Introduction: Across many systems of general
secondary education, rising expectations for
measurable outcomes intersect with increasingly

diverse classrooms and complex curricular standards.
Teachers work amid uncertainty: they must interpret
heterogeneous student responses, connect curriculum
aims to lived experiences, and adjust instruction in real
time while preserving coherence across lessons and
terms. The reflective approach emerged historically as
a response to such uncertainty. Dewey conceptualized
reflection as disciplined inquiry proceeding from a felt
difficulty toward warranted conclusions through cycles
of hypothesis and test. Schon re-situated reflection in
the indeterminate zones of professional practice,
distinguishing reflection-in-action from reflection-on-
action and thereby legitimizing the contingent,

improvisational reasoning of practitioners. Kolb
provided a process model in which concrete
experience, reflective observation, abstract

conceptualization, and active experimentation iterate
to produce learning. Subsequent scholarship joined
these foundations to classroom assessment and
pedagogy: Shulman articulated pedagogical content
knowledge as the bridge between subject matter and
teaching acts; Sadler and later Black and Wiliam
located formative assessment and feedback at the
heart of instructional improvement; Hattie synthesized
meta-analytic findings that render learning visible
through explicit intentions, success criteria, and timely
feedback.

In contemporary schools, the reflective approach is
frequently invoked yet unevenly enacted. Sometimes
it is reduced to post-lesson diaries or bureaucratic
templates detached from students’ actual thinking; at
other times it is conflated with datafication that
privileges what is easy to count over what is
educationally significant. This article therefore seeks to
revisit the theoretical foundations of reflection and to
specify how, in general secondary education, reflection
becomes a practical technology of learning rather than
a rhetorical slogan. The central contention is that
reflection operates as a knowledge-producing, design-
oriented, and ethically framed practice when it is
anchored in three interdependent pillars: epistemic
adequacy, dialogic interaction, and organizational
support. Under these conditions, reflection aligns
curriculum aims, assessment practices, and
pedagogical design into a self-correcting system that
improves both attainment and learner agency.
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The aim of this study is to (1) elaborate the theoretical
foundations that justify the reflective approach in
general secondary education; (2) analyze the
mechanisms by which reflective routines enhance
teaching and learning; and (3) articulate practical
implications for curriculum enactment, assessment, and
professional learning that institutionalize reflection as
an ordinary feature of high-quality schooling.

The article employs a narrative integrative review of
seminal and contemporary literature on reflection,
teacher knowledge, formative assessment, feedback,
and school improvement. Sources encompass classic
monographs and programmatic journal articles across
philosophy of education, learning sciences, and
professional practice. Rather than a systematic review
with exhaustive retrieval, the integrative method was
chosen to allow conceptual synthesis across traditions
that use different vocabularies to describe similar
processes. The analysis is supplemented by analytic
exemplification:  carefully  constructed, realistic
vignettes and process descriptions that translate
theoretical constructs into classroom and school-level
routines. This method emphasizes internal coherence
and  practical transferability = over  statistical
generalization. Throughout, propositions are aligned
with established frameworks—Dewey’s inquiry, Schon’s
practitioner cognition, Kolb’s learning cycle, Shulman’s
knowledge for teaching, and the assessment-for-
learning corpus—to ensure conceptual fidelity and to
clarify the contribution of the reflective approach to
current school priorities.

At the core of the reflective approach lies a theory of
knowledge and action. Dewey’s account defines
reflection as a disciplined movement from unsettled
situations to warranted assertions through iterative
hypothesis formation and testing. In school contexts,
the “unsettled situation” is often an instructional
problem: students persist in a misconception;
engagement declines; written work shows fragile
reasoning. Reflection converts such situations into
inquiries by articulating problem frames, positing
candidate explanations, and designing responsive
actions whose consequences feed back into
understanding. Schon extends this logic by recognizing
that much of teaching unfolds under time pressure with
incomplete data. Reflection-in-action captures the
micro-decisions teachers make while teaching—
rephrasing a question, regrouping students, adjusting
wait-time—whereas reflection-on-action consolidates
learning after the event through analysis of artifacts and
outcomes. Kolb formalizes the iterative structure of
learning and renders visible the transitions between
experience, observation, conceptualization, and
experimentation that characterize both student and
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teacher learning.

These foundations imply that reflection is not a private
introspection but a public, evidence-oriented practice.
Its epistemic quality depends on the adequacy of the
concepts and the trustworthiness of the data used to
interpret classroom events. Shulman’s insight is
crucial: pedagogical content knowledge equips
teachers to discern which student errors are
productive approximations and which signal deep
misconceptions relative to disciplinary structures.
Without such knowledge, reflection risks misdiagnosis
and ineffective responses. The assessment-for-
learning tradition supplies the methodological
counterpart by showing how learning intentions,
success criteria, and task-embedded evidence make
thinking visible and improvable. In this view, the
reflective approach is a technology of educational
inquiry in which teachers and students use evidence to
adjust actions toward valued goals.

The reflective approach influences outcomes through
interlocking mechanisms that operate at the level of
tasks, interactions, and organizational routines. At the
task level, explicit learning intentions aligned with
success criteria focus attention on the constructs that
matter, reducing noise from proxy activities. When
tasks are designed to elicit reasoning rather than short
answers, they generate evidence that is diagnostic
rather than merely classificatory. Feedback becomes
consequential when it specifies the gap between
current and desired performance, indicates strategies
for closing the gap, and preserves learners’ self-
efficacy by attributing progress to controllable factors.
Students develop feedback literacy as they learn to
interpret comments, monitor their own progress, and
plan next steps, thereby sharing responsibility for
improvement. At the interactional level, dialogic
questioning surfaces students’ tacit assumptions and
creates opportunities for contingent scaffolding.
Classroom discourse patterns—wait-time,
participation structures, uptake of student ideas—
mediate whether reflection translates into learning
gains.

Professionalism is advanced when teachers externalize
reasoning about their design choices, analyze student
work collaboratively, and treat each lesson as a
researchable event. Collegial inquiry routines,
including lesson study and post-observation analysis of
artifacts, transform reflection from a solitary activity
into a communal practice that socializes standards of
evidence and quality. Over time, this shared inquiry
builds collective efficacy and refines local curriculum
through iterative improvement of tasks, rubrics, and
exemplars.  Organizationally, when leadership
schedules protected time for collaborative analysis,

European International Journal of Pedagogics

aligns evaluation criteria with evidence-informed
pedagogy, and uses data for learning rather than
surveillance, the reflective approach becomes
sustainable.  Conversely, when documentation
substitutes for inquiry or when metrics are weaponized,
reflection deteriorates into compliance.

A defining feature of schooling is its moral purpose. The
reflective approach has practical significance only if
enacted ethically. Evidence gathering must be
proportionate and respectful of students’ dignity;
analyses should avoid deficit framings that pathologize
individuals rather than interrogating task design and
instructional opportunities. Attention to equity requires
teachers to examine whose voices dominate classroom
talk, which forms of knowledge are legitimated, and
how feedback differentially affects students’ identity
and motivation. Reflection thus includes meta-
reflection on the values guiding instructional choices. It
commits teachers to transparency with students about
goals, criteria, and the uses of evidence. Ethical
reflection also pertains to technology: learning analytics
may amplify noticing, yet judgment about meaning and
next steps remains pedagogical. The reflective approach
recognizes the promise of digital tools while resisting
the reduction of learning to dashboards.

To claim practical significance, the reflective approach
must be translatable into routines that teachers can
integrate into everyday work without unsustainable
burden. One translation is short-cycle inquiry
embedded within units. Teachers begin with precise
statements of what students should understand and be
able to do, model quality through annotated exemplars,
and design tasks that surface likely misconceptions.
During instruction, they collect low-inference evidence
through hinge questions, exit prompts, and quick
analysis of student work. Immediately thereafter, they
interpret patterns against agreed criteria and enact the
smallest viable adjustment—targeted re-teaching,
regrouping, or modifying representations. The next
lesson closes the feedback loop by explaining changes
and inviting students to plan their own next steps.
Another translation is the use of common formative
assessments that departments design collaboratively,
not as instruments of ranking but as probes into the
quality of reasoning. When teachers analyze
anonymized scripts together and connect observed
strengths and weaknesses to specific features of task
design, they create a virtuous cycle in which curriculum,
assessment, and pedagogy co-evolve.

Teacher education and professional development attain
practical relevance when they cultivate the habits and
tools of such inquiry. Clinical preparation that requires
candidates to justify lesson designs with reference to
learning theory, to collect and interpret evidence from
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their own teaching, and to revise instruction
accordingly, breeds early fluency in reflective routines.
Mentoring gains potency when novices and experts co-
plan, co-teach, and co-analyze, using artifacts as focal
points. Micro-credential pathways that recognize
demonstrated competence in reflective design and
assessment, rather than mere attendance at
workshops, align incentives with practice. Schools that
embed these structures signal that reflection is the
work, not an after-hours add-on.

The reflective approach is susceptible to distortion. It
can be ritualized into forms that mimic inquiry while
omitting its substance, as when checklists replace
analysis or when evidence collection escalates without
purpose. It can be captured by managerialism that
treats teachers as technicians implementing scripts
rather than intellectuals exercising judgment. It can be
hampered by time poverty and fragmented initiatives.
The remedy is not to abandon reflection but to specify
boundaries and conditions. Evidence must be fit-for-
purpose, connected to genuine decisions, and limited
to what is needed to justify action. Documentation
should serve learning rather than external display.
Leadership must curate initiative load and integrate
reflective routines with existing priorities. Finally,
teachers require professional trust: without the
autonomy to pursue warranted hypotheses and to
admit uncertainty, reflection cannot flourish.

The results of the integrative review and
exemplification can be summarized as follows. The
reflective approach has robust theoretical warrant and
demonstrable practical traction when enacted as
inquiry grounded in pedagogical content knowledge
and formative assessment; it improves student
learning by aligning intentions, tasks, evidence, and
feedback; it enhances teacher professionalism by
turning classrooms into sites of disciplined
investigation;, and it strengthens schools by
establishing organizational routines that sustain
collaborative analysis and iterative improvement. Its
practical significance resides not in novelty but in its
capacity to organize everyday work toward cumulative
gains.

The reflective approach in general secondary
education stands on a coherent theoretical platform
that integrates Dewey’s logic of inquiry, Schon’s

practitioner cognition, Kolb’s experiential cycle,
Shulman’s knowledge for teaching, and the
assessment-for-learning  tradition. Its  practical

significance derives from mechanisms that bring
learning into view and render instructional decisions
corrigible by evidence and reason. When teachers
articulate intentions and criteria, design tasks that
elicit thinking, collect proportionate evidence, and
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engage students and colleagues in feedback dialogues,
reflection becomes a routine technology of
improvement. When leaders align time, evaluation, and
professional learning with these routines, schools
develop the cultural and structural capacity to learn
from their own practice. The reflective approach thus
functions as an infrastructural principle for curriculum
enactment, classroom pedagogy, and organizational
learning. It does not promise quick fixes; rather, it offers
a disciplined way of working that accumulates small
improvements into durable gains in attainment, equity,
and professional agency.
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