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Abstract. This study is relevant due to the increasing demand
for reflective-oriented methodologies in ongoing teacher
professional development systems. Current educational
reforms stress the importance of not only updating teachers'
methodological knowledge but also enhancing their capacity
to consciously evaluate, regulate, and enhance their
professional practice. This study aims to theoretically validate
and organize the methodological prerequisites for enhancing
teachers' reflective competence within the framework of
continuous professional development. This study focuses on the
professional development of in-service English teachers,
particularly  through reflective-oriented learning. The
theoretical framework utilizes both classical and modern
theories of reflective thinking, experiential learning, adult
education, and social learning. An integrated model for
cultivating reflective competence is proposed through
theoretical analysis and modeling. The research delineates and
categorizes three interconnected clusters of methodological
conditions: organizational and pedagogical, psychological
and pedagogical, and didactic. These conditions are organized
into a phased model with three stages of professional
development: preparatory, core, and reflective-evaluative. The
model stresses that teachers should be facilitators, that the
learning environment should be safe for students, and that
reflection-oriented methods like collaborative dialogue,
reflective writing, microteaching, and video-based analysis
should be used regularly. The study's practical significance
resides in its relevance to the enhancement and evolution of
teacher professional development programs. Professional
development institutions, trainers, and education authorities
can use the proposed model as a methodological guide to help
English language teachers improve their reflective skills as
part of their ongoing professional development.
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Introduction. In the context of modernizing education systems
worldwide, increasing attention is being paid to the quality of continuous
professional development for teachers. Contemporary educational reforms
emphasize not only updating subject knowledge and teaching methods, but
also developing teachers' professional autonomy, critical thinking, and the
ability to consciously analyze and improve their own teaching practice.
Within this framework, reflective competence is increasingly viewed as a
key component of teacher professionalism and a prerequisite for sustainable
professional growth. Research in pedagogy and teacher education shows that
professional experience alone does not automatically lead to professional
development. Teaching experience becomes a source of learning only when
it is systematically reflected upon, analyzed, and reconsidered. Without
reflective processes, teachers tend to reproduce familiar practices, which
limits their ability to adapt to changing educational conditions, new
curricular requirements, and innovative approaches to teaching. Therefore,
reflection functions as a mechanism that transforms experience into
professional knowledge and supports the continuous improvement of
teaching practice.

The theoretical foundations of reflective learning were laid by John
Dewey, who viewed reflective thinking as an active, purposeful process
connected to experience and problem solving. Later, David Schon
introduced the concepts of "reflection in action" and "reflection on action,"
emphasizing that professional learning occurs through the analysis of one's
own decisions in situations of uncertainty. David Kolb's experiential learning
model further strengthened the central role of reflection, positioning
reflective observation as an essential stage in the transformation of
experience into knowledge. These ideas have had a significant influence on
contemporary approaches to adult education and teacher professional
development. Contemporary research in the fields of andragogy and
continuous professional development confirms that effective teacher
preparation for the workplace should be organized as a reflective and
dialogic process. This process allows teachers to critically evaluate their
teaching practice, identify professional challenges, and develop strategies for
self-improvement. In this regard, professional development programs
increasingly incorporate reflective methods, including case studies,
reflective journals, peer discussions, microteaching, and analysis of video-
recorded lessons. However, the effectiveness of these methods depends
largely on the context in which they are implemented. Despite the growing
body of research on reflective practice, insufficient attention has been paid
to systematizing the methodological conditions that support the consistent
and targeted development of reflective competence in in-service teacher
education systems. Existing research often focuses on individual reflection
tools or methods, while the organizational, psychological, pedagogical, and
didactic conditions that enable their effective integration into professional
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development programs remain fragmented and understudied. This gap is
particularly evident in the context of countries implementing systemic
reforms in teacher professional development, including Uzbekistan.

Literature Review. Reflection has long been viewed as a key
mechanism for transforming experience into learning. Early work defined
reflective thinking as active, purposeful inquiry, beginning with a problem
or doubt and continuing through systematic analysis and reasoning (Dewey,
1933/1998). This understanding was later expanded in professional
education by distinguishing between reflection-in-action (thinking while
doing) and reflection-on-action (retrospective analysis), emphasizing how
practitioners learn by questioning decisions made under conditions of
uncertainty (Schon, 1983). In experiential learning theory, reflection is
positioned as an essential phase that mediates between concrete experience
and conceptualization, allowing practice to be reconstructed into
professional knowledge (Kolb, 1984). Within teacher professional
development, these perspectives collectively support the view that reflective
activity is not an optional add-on, but a structural condition for sustainable
growth. In teaching English as a foreign language (TESOL/ELT), reflective
practice is often viewed as a multidimensional construct that includes (a)
systematic observation of classroom events, (b) interpretive reflection based
on professional knowledge, and (c¢) decision-making oriented toward future
pedagogical actions (Farrell, 2018). From this perspective, reflective
competence can be understood as a sustained capacity for purposeful
reflection over time (before, during, and after teaching) and at different
levels (independently, in the context of colleagues, and in the institutional
context). Importantly, reflection is increasingly viewed not only as an
individual cognitive process but also as a socially mediated practice shaped
by discourse, feedback, and shared reflection in communities of practice
(Wenger-Trayner & Wenger-Trayner, 2020). This shift from individual
introspection to social learning aligns with contemporary professional
development models that emphasize dialogue, coaching, and communities
of practice.

The literature on teaching English as a foreign language describes a
wide range of reflective tools-diaries, critical incident analysis, portfolios,
peer observation, and structured discussion protocols — used to enhance
teachers' awareness, depth of interpretation, and pedagogical decision-
making (Boud et al., 1985; Farrell, 2018). However, there is growing
recognition that reflective tools alone are insufficient for meaningful
reflection. Teachers may produce descriptive reports without analysis, avoid
emotionally challenging issues, or fail to translate acquired knowledge into
modified classroom practice unless facilitating conditions are created (Mann
& Walsh, 2017). Consequently, an "ecological" understanding of teacher
reflection has emerged: reflective competence develops most effectively
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when reflective tools are integrated into a holistic curriculum, facilitative
pedagogy, and ongoing professional support.

One increasingly influential approach is conceptualizing reflection as a
temporally distributed and future-oriented process, emphasizing not only
post-lesson assessment but also proactive reflection that influences planning
and pedagogical decisions. Recent empirical studies of reflection on the
actions of EFL teachers demonstrate how anticipatory reflection can be
undertaken individually and collectively, particularly when teachers engage
in sustained, collaborative inquiry that allows them to challenge institutional
routines and develop alternative strategies (Burhan-Horasanli & Ortagtepe
Hart, 2024).

A significant body of research in the field of teaching English as a
foreign language indicates that collaborative formats (teacher development
groups, peer dialogue, moderated online discussions) can deepen reflective
thinking by providing multiple perspectives, encouraging rationale for
decisions, and creating accountability for change (Farrell, 2018; Wenger-
Trayner & Wenger-Trayner, 2020). Recent empirical evidence on teaching
English as a foreign language supports this argument.

For example, in a long-term qualitative study with in-service teachers
of English as a foreign language in Turkey, Burhan-Khorasanli and
Ortaktepe Hart (2024) analyzed online discussions, narratives, and
interviews with teachers and demonstrated that reflective practice can
simultaneously become individual, collaborative, and collective when a
structured dialogic space is maintained over time. Their findings highlight
how collaborative reflection supports not only the evaluation of past actions
but also prospective pedagogical transformation.

Furthermore, research on structured reflection cycles among EFL
teachers suggests that a focused shift from exploratory observation to deeper
interpretive reflection and planning can enhance teacher engagement and the
quality of their reflective work (Aslan, 2022). Although the contexts vary,
these studies converge on a key finding for the design of professional
development programs: teacher reflection improves when dialogue is
supported, norms of trust are established, and reflective activity is continuous
rather than episodic.

Video reflection is widely discussed as a powerful mechanism for
helping teachers "see" classroom interactions, uncover hidden routines, and
rethink pedagogical decisions. Lorantz et al. (2021) examined how pre-
service teachers developed their reflective abilities through virtual
exchanges, using recorded synchronous sessions as stimuli for post-class
reflection and interviews.

Murphy Odo (2023) studied pre-service English teachers' perceptions
of video feedback on peer reactions and reported that participants used the
feedback to identify strengths and weaknesses, refine their professional
judgment, and expand their repertoire through observation of others.
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From an andragogical perspective, educators working with adults
should connect reflection to immediate professional needs, provide learning
opportunities that foster autonomy, and create conditions in which teachers
can take responsibility for their own learning trajectories (Mitina, 1998).
These principles are consistent with evidence that engagement in reflection
increases when teachers perceive reflection as a tool for solving real-world
problems in the classroom and improving outcomes.

Overall, the literature shows that reflective competence in English
language teaching develops through the interaction of (1) the conceptual
framework of reflection, (2) reflection tools (diaries, case studies,
microteaching, videos), and (3) facilitating conditions — organizational
support, psychological safety, facilitative pedagogy, and consistent didactic
design. Recent empirical research in English language teaching (Aslan,
2022; Burhan-Horasanli & Ortagtepe Hart, 2024; Loranc et al., 2021;
Murphy Odo, 2023) emphasizes that collaborative dialogue and video
materials can significantly enrich reflective learning when structured over
time. However, existing research often remains tool- or context-focused and
provides a limited systematization of the methodological conditions
necessary for integrating reflection-oriented methods into a sustainable
professional development model. This gap justifies the current theoretical
emphasis on identifying the organizational, pedagogical, psychological,
pedagogical, and didactic conditions that ensure the effective development
of reflective competence in teacher professional development.

Aim. This study aims to theoretically justify and organize the
methodological prerequisites for enhancing teachers' reflective ability in the
context of in-service teacher training.

To accomplish this goal, the study targets the subsequent intermediate
objectives: (a) to examine global theoretical and empirical studies on
reflective practice in teacher professional development; (b) to define
reflective competence as a comprehensive professional attribute of in-
service educators; (c) to identify and substantiate the organizational-
pedagogical, psychological-pedagogical, and didactic conditions that
facilitate the effective enhancement of reflective competence; (d) to organize
these conditions into a cohesive model suitable for in-service training
programs for English language instructors.

Methodology. This study adopts a theoretical research design based on
qualitative analytical methods commonly used in pedagogical and
educational research. Given the theoretical nature of the paper, the
methodology is grounded in conceptual analysis, comparative analysis, and
theoretical modeling, rather than empirical data collection. The theoretical
basis of the study is formed by classical and contemporary concepts of
reflection and professional learning, including theories of reflective thinking,
experiential learning, adult education (andragogy), and social learning. Key
theoretical frameworks include the concept of reflective thinking as a
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mechanism for learning from experience, models of professional reflection
in action and after action, experiential learning cycles, and socio-
constructivist approaches to professional development. These frameworks
provide the conceptual lens through which reflective competence is
interpreted as a dynamic, multi-component professional capacity. At the first
stage of the study, a systematic analysis of international and domestic
scholarly literature on teacher reflection and reflective competence was
conducted. Peer-reviewed journal articles, monographs, and doctoral studies
published primarily in English were examined to identify dominant
approaches, recurring methodological solutions, and existing limitations in
the organization of reflective professional development for teachers. Special
attention was paid to recent empirical studies in the field of English language
teaching that investigate collaborative reflection, video-supported reflection,
coaching, and mentoring practices. At the second stage, a comparative
analysis of existing models and practices of reflective professional
development was carried out. This analysis made it possible to identify
common structural elements and enabling factors that influence the
effectiveness of reflective methods in in-service teacher training. On this
basis, methodological conditions were grouped into three interrelated
categories: organizational-pedagogical, psychological-pedagogical, and
didactic. Each group was examined in terms of its function, role, and
contribution to the development of teachers’ reflective competence. At the
final stage, theoretical modeling was employed to construct an integrated
framework for implementing reflective competence development in in-
service teacher training programs. The model synthesizes the identified
methodological conditions and organizes them into a phased structure that
reflects the logic of professional learning and adult development. The
resulting framework is intended to serve as a theoretical foundation for the
design and improvement of reflective professional development courses for
English language teachers.

Results. Through a theoretical and comparative analysis of both
international and domestic research on teacher reflection and professional
development, a structured system of methodological conditions for the
effective enhancement of reflective competence in in-service teachers was
established. The conditions were categorized into three interconnected
groups:  organizational-pedagogical, psychological-pedagogical, and
didactic conditions. This organization embodies the tenets of adult
professional development and aligns with modern frameworks of reflective
practice in teacher education (Schon, 1983; Farrell, 2018; Wenger-Trayner
& Wenger-Trayner, 2020).

The organizational-pedagogical conditions delineate the structural and
institutional framework facilitating the development of reflective
competence. These encompass the establishment of a reflective educational
environment in professional development courses, the redefinition of the
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instructor's role from knowledge transmitter to reflection facilitator, and the
provision of institutional support for reflective learning at both course and
post-course levels. The literature indicates that reflective practice is
sustainable when supported by coherent program design, allocated time for
reflection, and leadership recognition of reflection as a professional value
(Kolb, 1984; Burhan-Horasanli & Ortactepe Hart, 2024).

The psychological and pedagogical conditions pertain to students'
intrinsic preparedness for reflection and the social milieu of professional
development. These conditions encompass the inclination for self-reflection,
psychological safety, trust, and transparent communication among course
participants. Research on adult learning and reflective teacher development
shows that teachers are more likely to reflect deeply when they see it as
useful for dealing with real-life professional problems, especially when
reflective dialogue happens in a supportive, non-evaluative setting (Mitina,
1998; Mann & Walsh, 2017; Farrell, 2018).

The didactic conditions include the careful choice and use of methods,
techniques, and learning tools that help students think about what they are
learning. These encompass case analysis, reflective journals, microteaching,
video-based lesson analysis, peer feedback, and coaching methodologies.
Empirical research in English Language Teaching (ELT) demonstrates that
these methodologies enhance reflective awareness when applied
systematically and bolstered by structured guidance, rather than being
employed intermittently or in isolation (Aslan, 2022; Loranc et al., 2021;
Murphy Odo, 2023).

To summarize the identified methodological conditions for the
development of reflective competence in in-service teacher training, their
main groups, content, and expected pedagogical effects are systematized in
Table 1.

Taking into account the identified methodological conditions, a
comprehensive theoretical model for fostering reflective competence in in-
service teacher training was developed. The model defines reflective
competence as a dynamic, multifaceted professional capability that evolves
through ongoing interaction among experience, reflection, dialogue, and
professional action. The model corresponds with experiential and reflective
learning theories, which highlight a cyclical progression from experience to
analysis, conceptualization, and the transformation of practice (Dewey,
1933/1998; Kolb, 1984; Schon, 1983).
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Table 1. System of methodological conditions and stages for the
development of reflective competence in in-service teacher training

Group of Stace of Forms and
methodological | Content of the conditions | . & . methods of Expected result
o implementation | . .
conditions implementation
Creation of a reflective .
. . Course design .
educational environment; . . Formation of a
. with reflective !
transformation of the structural basis
. , Preparatory; components,
. instructor’s role from . p . for the
Organizational- . main; allocation of time .
. knowledge transmitter to . . systematic
pedagogical o . reflective- for reflection,
facilitator of reflection; . . development of
S evaluative professional .
institutional support for reflective
. . . support, post-
reflective learning during . competence
course guidance
and after the course
Dialogic o
. 14108 Activation of
Readiness for self- practices, group .
. . . . internal
reflection; psychological L discussions, o
. . Primarily o motivation for
Psychological- | safety; trust; openness in facilitated .
. . preparatory . reflection and
pedagogical communication; . reflective
. . and main . deeper
supportive professional sessions, self- .
. professional
environment awareness .
. self-analysis
activities
Case analysis
SIS, Development of
reflective skills to analyze
Selection of methods and journals, edaco ic'zl
tools that stimulate Main and microteaching, P ac tgiofs
Didactic understanding and reflective- video-based -
) . . . evaluate their
analysis of professional evaluative lesson analysis, .
. effectiveness,
experience peer feedback, .
. and design
coaching .
. 1mprovements
practices
Developed
reflective
competence as a
Stage-based g namic
Coordinated interaction organization of ynan
Integrative of the three groups of training: professional
g rhree group All stages of & capacity for
result of the conditions within a preparatory, .
. . the model . analysis,
model sequential professional main, and . .
. interpretation,
development process reflective- and
evaluative stages .
£ transformation
of teaching
practice

Source: systematized by the author

The model brings together the three groups of methodological
conditions into a single system and puts them into action through a phased
structure of professional development. This makes sure that they are both
consistent and useful in the real world. Each set of conditions has its own
job, but they all work together to create a complete framework for
developing reflective competence. The theoretical modeling led to the
discovery of three sequential phases of reflective competence development
in in-service teacher training programs: preparatory, main, and reflective-
evaluative stages.
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The preparatory stage sets up the organization and mental state needed
for reflective learning. At this point, teachers' reflective tendencies are first
looked at, the course content is planned to include reflective parts, and the
teachers are ready to lead reflective conversations. The literature underscores
that the prompt elucidation of objectives, expectations, and professional
significance enhances teachers' participation in reflective practices and
fosters adult learners' motivation for self-improvement (Mitina, 1998;
Farrell, 2018).

The main stage is the most important part of the reflective development
process. During this stage, teachers take part in structured reflective activities
that are part of professional learning modules. These activities consist of the
analysis of pedagogical cases, reflective seminars, microteaching sessions,
collaborative discussions, and video-assisted lesson analysis. Empirical
research in English Language Teaching (ELT) indicates that reflection
intensifies when educators scrutinize their own teaching artifacts and
participate in structured dialogue with colleagues and facilitators, thereby
facilitating the articulation of assumptions, the evaluation of decisions, and
the exploration of alternative strategies (Loranc et al., 2021; Burhan-
Horasanli & Ortagtepe Hart, 2024).

The reflective-evaluative stage concentrates on integrating reflective
experiences and translating reflective practices into the continuous
professional activities of educators. At this point, teachers assess their
professional growth, express how their teaching style has changed, and make
plans for their own development. To facilitate the continued application of
reflective skills post-training, individuals utilize reflective notebooks, self-
assessment instruments, and peer feedback. Research indicates that
subsequent reflection enhances the sustainability of professional learning
and contributes to the formation of a reflective professional identity (Murphy
Odo, 2023; Wenger-Trayner & Wenger-Trayner, 2020).

The principal theoretical outcome of the study is the formulation of
reflective competence development as a condition-dependent, sequential
process integrated within the framework of in-service teacher training. The
suggested model shows that reflective methods work best when they are
supported by organizational structures, psychological readiness, and a clear
didactic design. This outcome enhances current methodologies of reflective
practice by providing a structured framework that amalgamates theoretical
concepts with modern empirical findings in English Language Teaching
(ELT), creating a cohesive model suitable for professional development
settings.

Discussion. The analysis presented unequivocally illustrates that
reflective competence in teacher professional development cannot be
diminished to the application of fragmented methodologies or sporadic
reflective practices. Instead, it evolves as a process influenced — occasionally
aided, occasionally limited — by the intricate contexts in which educators
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gain knowledge, engage with others, and interpret their professional
experiences. This research model redirects focus from tools to the
environment that enables their utilization.

This focus is very similar to how people today see reflection as a
practice that takes place in a social context, not just as an internal thought
process. Studies in English as a foreign language instruction and professional
development consistently show that reflection is more profound and
enduring when institutionalized and facilitated through discourse,
collaborative inquiry, and collective meaning-making (Farrell, 2018;
Wenger-Trayner & Wenger-Trayner, 2020). The proposed model is in line
with and adds to current ideas by clearly explaining how organizational,
psychological, and educational factors work together to support the long-
term growth of reflection.

It is very important to have good organizational and teaching
conditions. Prior studies have shown the impact of program design,
leadership dedication, and trainers' attitudes on professional learning results.
The findings suggest that reflective competence is optimally cultivated when
teachers assume the role of facilitators in the inquiry process rather than as
mere providers of knowledge. This approach aligns with Schon's (1983)
perspective of professional learning as a dialogue and a process of discovery.
Moreover, it supports the concept that reflection is most beneficial when
provided and facilitated by an organization (Kolb, 1984).

Without this kind of help, reflective practices might not be consistent
or might only show a shallow view of what happens in the classroom.

The psychological and pedagogical factors that affect teachers'
tendency to reflect are just as important. Motivation, trust, and psychological
safety are significant factors that determine whether teachers view reflection
as a valuable professional tool or as an externally imposed obligation.
Teachers who instruct adults are more inclined to engage in reflection when
the process is strongly aligned with their present professional interests and
when the learning environment is perceived as helpful rather than critical
(Mitina, 1998). Research conducted in English language teaching indicate
that reflective discussions become increasingly analytical and self-critical
when educators can articulate uncertainty, doubts, or failures without the
apprehension of criticism (Farrell, 2018; Mann and Walsh, 2017). These
results corroborate the claim that reflective competence cannot be cultivated
solely through formal requirements.

Recent international research robustly endorses the pedagogical aspect
of the model. Studies on video-based reflection, peer feedback, and
collaborative analysis in English language teaching indicate that reflection is
significantly improved when teachers interact with concrete examples of
their practice and are supported by organized analytical prompts (Aslan,
2022; Loranc et al., 2021; Murphy Odo, 2023). The proposed strategy is not
defined by the introduction of novel reflection tools, but rather by their
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incorporation into a cohesive learning process. The model tackles a common
problem with earlier studies that used reflection methods on their own and
without any connection between them. It does this by systematically ordering
reflective activities and connecting them at all stages of professional
development. The model's staged architecture, which includes preliminary,
primary, and reflective-evaluative stages, gives it a time dimension that
makes it more logically sound. This methodology embodies the cyclical
essence of experiential learning, wherein experience is re-evaluated,
reinterpreted, and transformed through reflection, as articulated by Kolb
(1984). Furthermore, it corresponds with current research in the domain of
English as a foreign language instruction, which highlights reflection as a
mechanism for action and collaborative inquiry as essential drivers for
pedagogical transformation (Burhan-Khorasanli and Ortachtepe Hart, 2024).

The methodology improves the durability of reflective behavior outside
the teaching environment by integrating diagnostic and consolidation phases.
This study aids in the advancement of reflective thinking among educators.
The proposed model addresses this deficiency by offering a theoretically
based framework that aids in the planning and assessment of professional
development programs for English language educators.

In rapidly changing education systems, the model's importance is most
clear. In Uzbekistan, teachers must deal with changes to the curriculum,
digitalization, and new teaching standards all at the time. In these situations,
reflective competence is a professional skill that helps teachers stay focused
by helping them understand changes, modify their methods, and encourage
ongoing learning. The model improves academic discussion on reflective
practice and furthers the primary goal of enhancing the quality and
sustainability of teacher professional development.

Conclusion. This study has theoretically confirmed a framework of
methodological conditions for enhancing teachers’ reflective competence in
the realm of in-service teacher training. By conceptualizing reflective
competence as a staged and condition-dependent process, the study exceeds
tool-oriented interpretations of reflection and presents a cohesive framework
that integrates organizational structures, psychological readiness, and
didactic design into an integrated model of professional development.

The theoretical innovation of the study resides in the organization of
reflective competence development via the interplay of three interconnected
categories of conditions: organizational-pedagogical, psychological-
pedagogical, and didactic. The proposed model illustrates that reflection-
oriented methods are effective solely when integrated within a supportive
institutional framework, facilitated by dialogic pedagogy, and sustained
through intentional instructional design, in contrast to existing approaches
that treat reflective practices in a disjointed manner. The implementation of
a phased structure — preparatory, main, and reflective-evaluative — enhances

43



Issue 1 (23), 2026 Pedagogy and Education Management Review (PEMR)
e-ISSN 2733-2039 print-ISSN 2733-2144

theoretical comprehension by synchronizing the development of reflective
competence with the temporal framework of adult professional learning.

In a practical sense, the results of this study provide a conceptual
framework for improving and developing in-service teacher training
programs, especially those that focus on teaching English. The proposed
model can help professional development centers, teacher training
institutions, and course designers organize reflective learning activities, find
the best ways to teach, and figure out what the facilitator's role is in aiding
instructors with their professional inquiry. Adding reflective activities like
case analysis, video-based reflection, microteaching, and peer conversation
to a program structure not only helps instructors become more conscious of
their own reflections, but it also helps them seek self-directed professional
growth.

The research significantly influences leadership and educational
policies. When education authorities and school leaders see reflective
competence as a key part of teacher professionalism, they support reflective
practices outside of formal training programs. These include professional
learning communities, mentorship systems, and ongoing coaching.
Institutions that offer this kind of support make reflective development more
lasting and help promote a culture of continual professional learning.

Even though the study is mostly theoretical, it makes it clear what other
researchers should investigate. Future empirical studies might concentrate
on evaluating the proposed model across various educational settings,
analyzing the evolution of reflective competence over time, and investigating
the correlation between teachers' reflective competence and student learning
outcomes. Longitudinal and mixed-method studies could yield more
profound insights into the operational dynamics of the identified
methodological conditions and their adaptability to various professional
development contexts.

In conclusion, the suggested theoretical model enhances research on
reflective practice in teacher education and provides practical
recommendations for improving the quality and longevity of in-service
teacher training. The study addresses current educational challenges by
establishing reflective competence as a fundamental objective of
professional development and delineating the conditions necessary for its
effective cultivation, thereby empowering teachers to become proactive,
reflective catalysts of professional transformation.
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