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Abstract 

This paper discusses two interventions that explored the use, practice and outcomes of e-

portfolios and videos in encouraging reflective practice (RP) in pre-service teacher education 

programmes in Bangladesh and Malaysia. The first case (Bangladesh) evaluates a tailored 

intervention facilitating student teachers’ online reflections via Google Sites. Reflexive 

thematic analysis (Braun & Clarke, 2019) of interviews, e-portfolio entries, and peer-to-peer 

conversations suggest that the flexible nature of the e-portfolio facilitation process, including 

targeted scaffolding and tasks, enabled student teachers to reflect on learning experiences 

through dialogues with self, peers and the researcher. The second case (Malaysia) examines 

the use of video-enhanced observation (VEO) platforms in promoting dialogic reflection. 

Thematic analysis of collaborative discussions, interviews, and reflective vignettes revealed 

that STs valued videos for practicing dialogic reflection and professional development. 

Offering autonomy in structuring RP and using customisable VEO tag sets enhanced their 

reflection experience. By examining student teachers’ perspectives on the challenges and 

benefits of videos and e-portfolios, the research also offered deeper insights into the 

possibilities associated with utilising these technologies for practising reflection in local 

contexts. Finally, the study presents some actionable strategies for teacher educators seeking 

to employ e-portfolios and videos to support meaningful reflective engagement among pre-

service student teachers. 

 

Keywords: reflective practice, technology-enhanced interventions, e-portfolios, videos, 

flexible approach, pre-service teacher education. 
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In recent decades, reflective practice (RP), traditionally reliant on written, routinised and 

structured forms, has evolved with technology-enhanced approaches leading to personalised, 

authentic, dialogic forms of practice (Farr & Riordan, 2015; Li & Walsh, 2023;). Precisely, e-

portfolios (Bräuer & Ziegelbauer, 2023) and videos (Baecher et al., 2023) have been leading 

the way in helping to transform RP in pre-service teacher education (PSTE) due to their 

advantages for multimodal, self-regulated and dialogic features (Farr et al., 2019; Zhang & 

Tur, 2022). While these technologies offer new possibilities for reflection in pre-service teacher 

education (Farr & Riordan, 2015), teacher educators often struggle to effectively implement 

and evaluate these reflective processes (Suphasri & Chinokul, 2021). Current research 

primarily focuses on the affordances, challenges and practices of online technologies in teacher 

education (Kiddle & Prince, 2019; Mann & Walsh, 2017) but tends to overlook two crucial 

aspects: how practitioners design, develop, and evaluate approaches to encouraging RP using 

these tools and what concrete evidence shows about which approaches work best for supporting 

reflection in PSTE. 

Data-driven research remains crucial for examining teacher educators’ implementations of RP 

through their chosen pedagogy, feedback, scaffolding, and social interaction strategies (Farr et 

al., 2019; Mann & Walsh, 2013). This focus on designing and evaluating technology-enhanced 

opportunities for encouraging RP represents true innovation in the field (Borko et al., 2007; 

Edge & Mann, 2013). 

E-portfolios and videos for RP can offer a) evidence-based reflection through documented 

teaching moments and experiences, b) collaborative analysis through shared digital spaces, c) 

ongoing dialogue between peers and mentors, and d) personalised, self-paced learning paths 

while maintaining student-centred practices (Gavaldon, 2019; Mann et al., 2019). Our work in 

this paper builds on previous contributions (Alkan et al., 2024; Farrell & Farrell, 2024; Tiainen 

et al., 2024), which attempted to move RP from a rigid, standardised approach to a more 

flexible, personalised method through the thoughtful integration of these technologies. This 

innovation requires three elements: 

1. Sound pedagogical foundation for a technology-enhanced approach, which includes 

tailored situated prompts and tasks (Bower & Vlachopoulos, 2018; Gavaldon, 2019). 

2. Provision for active support through interactive feedback, scaffolding, and purposeful 

use of technologies (Birello & Pujola Font, 2020; Shoffner, 2009). 

3. Support and opportunities for meaningful dialogue between participants (Chuang, 

2010; Dzay-Chulim & Mann, 2017).  

This approach problematises the traditional structured practices of reflection by emphasising 

personalisation and authentic engagement over routine and formality (Farrell, 2022a). It also 

acknowledges both the possibilities and limitations of e-portfolios and video use in RP, 

focusing mainly on the possibilities of technology-enhanced approaches to encouraging 

dialogic reflection among student teachers (STs). 

Therefore, the authors report the practitioner-led approach that e-portfolios and videos create 

more contextualised and personalised reflection opportunities in two different cultural contexts 

- Bangladesh and Malaysia. As practitioner studies on technology-enhanced approaches, our 

research explores a) the design process: how feedback, scaffolding, instructions, tasks, and 

post-task discussions were tailored to each context; b) the implementation outcomes: 

evaluating the benefits and challenges of these technological innovations in their respective 

settings (Edge & Mann, 2013). We address the following research questions: 

1. How can e-portfolios and videos be adapted to encourage RP among pre-service 

teachers in Bangladesh and Malaysia? 
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2. What are the benefits and challenges of implementing these technologies in 

encouraging RP in each context? 

By discussing the two cases, we attempted to demonstrate how flexible, dialogic, and student-

led approaches to technology use can foster dialogic RP in PSTE.  

Literature Review 

This section begins by emphasising the need for more data-driven research in RP. It then 

provides an overview of the new dimensions in RP, particularly with a focus on adopting 

technology-enhanced approaches and the affordances of videos and e-portfolios for RP. 

The Need for Data-led Practitioner Research on RP  

Reflection, an inseparable and crucial component of teacher education (Jay & Johnson, 2002), 

can be difficult to encourage or teach due to its complex nature and “elusive boundaries” (p. 

73). As RP continues to evolve (Farrell, 2022a) in teacher education, the need for evidence-

based research becomes increasingly essential. However, research on the implementation and 

practice of reflection often lacks comprehensive, data-driven analysis of processes and 

evaluations (Mann & Walsh, 2013). As Farrell and Farrell (2024) note, "we do not know what 

research has been conducted on the practices that encourage RP" (p. 3) in teacher education 

programmes. Mann and Walsh (2013) similarly argue that RP in applied linguistics and 

education has achieved “orthodoxy” (p. 296) without a corresponding evidence-led description 

of its value, processes and impact. They identify several key challenges: dominance of 

reflective models over practical guidance, lack of data-led accounts, focus on individual rather 

than collaborative reflection, over-reliance on written forms, assessment difficulties, and 

inadequate details regarding the nature of the reflective tools. They advocate for a more 

evidence-based, data-led approach emphasising dialogic and collaborative reflection to address 

these challenges.  

Traditional approaches to RP often fail to support meaningful engagement because they are 

often too structured, rigid, and isolating (Finlay, 2008). Farrell & Farrell (2024) argue that the 

focus needs to shift from "following a recipe-following checklist" (p. 3) to a more holistic 

process (Farrell, 2015) whereby teachers learn to reflect by engaging with and valuing both 

cognitive and non-cognitive aspects of their experiences. When STs are forced or instructed to 

reflect in routine, mechanical ways without engaging them in a supportive and tailored 

environment, they tend to disengage, deviate and only participate superficially (Hobbs, 2007). 

Instead, recent studies suggest that RP works best when newcomers are offered the freedom 

and space to take responsibility and explore methods that are suitable. Tiainen et al. (2024), for 

example, adopted a “non-prescriptive, self-guided approach” (p. 11) to encourage reflection. 

They report that STs were able to develop “a pool of practical knowledge” and “emerging” 

understandings of their teaching based on reflections on the experiences and learnings they 

valued (p. 12). This personalised approach to encouraging RP helps make the process feel more 

meaningful and less like a tedious requirement (Mann & Walsh, 2013).  

 New Dimensions in RP 

New dimensions in RP are driven by continued technological advancements and a focus on 

social, emotional, and interactional aspects of practice (Collin & Karsenti, 2011; Farr et al., 

2019). These recent developments indicate that reflection is best practised not as a solo activity 

but as a socially engaged process within an interactive and participatory environment (Chuang, 

2010; Collin & Karsenti, 2011; Zhang & Tur, 2022). Technologies have a crucial role in 

bringing this shift from individual to collective practices (Shoffner, 2009), from structured to 

flexible approaches, allowing opportunities for what Collin and Karsenti (2011) describe as 

practicing in the presence of “an other” (p. 571). However, while technology is often prominent 
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in pre-service teacher education innovations, Edge and Mann (2013) caution against viewing 

technological tools as inherently innovative. Rather than simply filling courses with new tools, 

successful innovations on reflections should carefully consider how technology can serve 

established pedagogical purposes while potentially opening new avenues for more student-led, 

personalised approaches to reflections. They employ the metaphor of Janus, the Roman god 

who could look both backwards and forwards, to emphasise the importance of balancing 

innovations in pre-service education with sound pedagogical principles for leveraging new 

possibilities. They advocate for carefully selecting, trialling, and evaluating tools like e-

portfolios, video platforms, and online learning environments to ensure they genuinely enhance 

reflections rather than simply adding superficial technological elements.  

Nurturing dialogue with self and others, including peers, mentors, or instructors, is a vital 

element in technology-enhanced approaches to RP (Ehiyazaryan-White, 2012; Farr & Riordan, 

2015; Li & Walsh, 2023). STs’ experiences, incidents, tools (e.g., videos), and artefacts (blog 

or e-portfolio entries) can "act as catalysts" in initiating practical and focused conversations 

(Mann & Walsh, 2017, p. 189). For STs, this means engaging personally and socially to 

develop a comprehensive understanding of their abilities and teaching context (Moon, 2004; 

Pedro, 2005). The social dimension of RP aligns with Vygotsky’s (1978) perspectives on 

learning, which emphasise development through interaction with peers and more experienced 

practitioners (Lantolf & Poehner, 2008).  

Recent technology-enhanced approaches to encouraging reflections emphasised the social and 

interactional aspects of practising reflections. For example, blog-based writings (Tang & Lam, 

2014; Tur & Urbina, 2014), multimodal compositions (Adie & Tangen, 2015), peer-led group 

discussion forums (Palacios et al., 2022), videos-enhanced practices (Mann et al., 2019) digital 

storytelling (Long & Hall, 2015) support what Mann and Walsh (2017, p. 190) describe as 

"dialogic reflection” -- bottom-up, guided, collaborative processes entailing interaction, 

discussion and debate with peers in technology-enhanced environments. Recent studies also 

support this notion. For example, Palacios et al. (2022), who designed and integrated their 

pedagogical approach to online peer-led group reflective practice, report that both the process 

and the comfortable environment enabled students to deeply engage in meaning-making and 

reflexivity through individual and group reflections. Likewise, Marshall et al. (2022) advocate 

for a student-centred approach towards fostering dialogues. They conducted a synthesis of the 

literature to explore factors that support reflection. They underscore the value of nurturing a 

“safe, supportive and blame-free environment” where STs are willing to “vent” (p. 490) their 

ideas and thoughts, be open-minded, and empathetic towards others’ experiences (p. 492).  

E-portfolios and videos 

In recent decades, e-portfolios have emerged as strategic tools for embedding learner-centred, 

reflective, and constructive pedagogical principles in teacher education (Chye et al., 2019; 

Gulzar & Barrett, 2019). e-portfolios ‘use technologies as the container’, allowing trainees to 

document their artefacts in “many different media types”(Barrett, 2007, p.438). Reflection 

remains an intrinsic feature of e-portfolio work, supporting users to “bridge between the past 

and the future, the theory, and the practice” in their journey from knowledge development to 

novice teaching (Ayan & Seferoğlu, 2011). Depending on the nature of tasks, opportunities for 

interaction and the type of tool, e-portfolios can support deeper and more nuanced engagement 

with reflective practice (Kajder & Parkes, 2012). Additionally, several other contextual 

variables, such as the need for time management, taking on new roles, and fostering a culture 

of reflection on learning, are important parameters that could influence the use and 

implementation of specific e-portfolio tools (Carney, 2006).  
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E-portfolios facilitate reflective dialogues over time, incorporating self-dialogues (Hatton & 

Smith, 1995) and ongoing processes with peers through collaborative discussions and self-

representations (Clark, 2016; Farr et al., 2019). Dialoguing before, during and after e-portfolio 

work can only be beneficial in giving shape to existing works and "develop ideas not only at a 

personal level but within collaborative initiatives” (Chuang, 2010, p. 221). This makes 

reflection using the tool a social process rather than an isolated, passive activity (Cleveland, 

2018). Tang and Lam (2014) and Kurtoğlu-Hooton (2013), among others, explored these 

affordances through designed tasks and selected tools to encourage reflections in pre-service 

teachers. More recent studies have explored STs’ perspectives and practices of reflection on e-

portfolios, emphasising the social and situated elements of STs’ experiences (e.g., Chye et al., 

2019; Zhang & Tur, 2022). Nonetheless, some intertwined elements associated with reflecting 

in online spaces, for example, audience awareness, self-representations, interactivity and 

ethical elements, have received little attention in the existing literature (Ross, 2014). Therefore, 

we see the need to deeply explore the process STs undergo while reflecting on e-portfolios, 

and what characterises the quality and nature of their reflections when they are offered 

flexibility in their practices. 

Video platforms such as Video Enhanced Observation (VEO) enhance reflection by enabling 

STs to stop, re-play, tag, comment, and share reviewed videos with peers for feedback and 

discussion (Liesa et al., 2023; Seedhouse et al., 2022). This process supports better reflection 

as teachers can draw on gained knowledge to analyse strengths and weaknesses and develop 

improvement plans through multiple cycles of lesson analysis and collaborative discussions 

(Walsh & Mann, 2015). Tripp and Rich (2012) state that video analysis allows teachers to 

identify gaps between their beliefs and practices, articulate underlying assumptions, revisit 

forgotten teaching elements, focus on multiple classroom aspects, and evaluate their strengths 

and weaknesses. 

In pre-service contexts where STs lack teaching experience and contextual knowledge, video 

use advances RP by providing a 'mirror' for individual and collaborative examination, 

deconstruction, and theorising of practice while making meaningful connections between 

education theories and classroom teaching (Harford & MacRuairc, 2008). However, 

implementing video-based reflection faces challenges, including motivation for critical 

reflection and fear of peer judgment (Ong et al., 2020; Richter et al., 2022). Therefore, to 

effectively integrate video in RP, careful attention must be paid to the structural format, 

scaffolding, training, and sufficient time to understand the process. To do this, Nagro (2020) 

suggests systematically analysing other teachers' videos before self-analysis to gradually 

reduce initial face issues, scaffold and familiarise STs with the procedures, and gradually build 

openness to peer feedback. 

Methodology 

The study employs a comparative case study approach (Yin, 2018) and practitioner research 

(Anderson & Shattuck, 2012; Burns, 2010) to examine two technology-enhanced interventions 

for promoting RP in pre-service teacher education in Bangladesh and Malaysia. This approach 

allows for a detailed examination of "a contemporary phenomenon within its real-life context" 

(Yin, 2018, p. 13), while action research enables practitioners to systematically investigate and 

improve their practice through iterative cycles of planning, action, observation, and reflection 

(Burns, 2010; Mann, 2005). 

Although situated in different contexts, both cases share a common methodological approach: 

practitioner-researchers used iterative cycles to plan and evaluate how technology tools could 

encourage RP (Burns & Dikilitaş, 2024; Burns & Kurtoğlu-Hooton, 2016). In Bangladesh, the 

intervention involved two cycles with separate cohorts of 15 participants. The initial needs 
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analysis informed the design of e-portfolio tasks, peer conversations, resources, and scaffolding 

approaches. Key refinements in the design were made based on data from the first cycle, 

feedback from teacher educators working in the setting and the researcher’s reflexive thematic 

analysis (Braun & Clarke, 2019) of the researcher’s journal. The changes include developing 

more contextualised prompts, enhancing peer dialogue opportunities from the start, and 

tailoring multimodal feedback strategies. The Malaysia case similarly progressed through three 

action research cycles - pilot, guided reflection, and customised reflection stages - each cycle 

informing improvements to the video-based reflection protocols and tagging systems. 

Data collection across both cases focused on capturing the process and outcomes of student-

teacher engagement with the technological tools. The Bangladesh case analysed reflective 

dialogues and portfolio artefacts from four STs, Jasmin, Flora, Bima, and San (pseudonyms), 

examining how they navigated online reflections on e-portfolios. The Malaysia case 

encouraged six second-year STs’ (ST1-ST6) use of video platforms through recorded 

discussions, interviews, and reflective vignettes. This combination of observational and self-

report data allowed for triangulation in understanding how STs experienced and utilised the 

technological affordances for reflection (Denzin & Lincoln, 2018).  

Both cases demonstrate what Burns (2010) describes as the "problematising" function of action 

research—practitioners identify challenges or opportunities for improvements in encouraging 

RP, implement technological solutions, gather evidence of impact, and make systematic 

refinements. In Bangladesh, this led to the development of structured yet flexible e-portfolios 

that promote digital reflections. In Malaysia, this resulted in student-informed protocols for 

video analysis and customised tagging systems that support focused reflection on teaching 

practice. The study emphasises the contextual factors shaping implementation and the common 

affordances of technology-enhanced approaches for enhancing RP across settings. 

Analysis of the cases 

Case 1: e-portfolio intervention 

This case reports on the design, introduction, and evaluation of e-portfolios for supporting 

reflections in an MA programme. STs used the Google Sites (GS) application to create their e-

portfolios. They used various modes, including texts, images, videos, and word clouds, while 

focusing strongly on their personal choices, style, and preferences for e-portfolio entries and 

representations (Yancey, 2023). The case examines: 

1. The four design features of the intervention and their role in facilitating STs’ digital 

reflections. 

2.  ST engagement, their online reflective entries, and their perceived challenges and 

benefits of using e-portfolios. 

 

Participants were Master's in English Language Teaching (ELT) students from a public 

university in Bangladesh. The programme comprised two semesters, including a practicum 

component as part of the teacher education course offered in the second semester. However, 

due to a strong focus on curriculum and formal assessments, the programme offered limited 

opportunities for practicing reflective skills (Amin & Basu, 2023), highlighting the need for 

situated reflective tasks and opportunities that aligned with the curriculum and the STs’ 

learning experiences (Feiman-Nemser, 2001; Mann & Walsh, 2013). Based on the needs 

analysis, the researcher (Author 1) developed four key design elements to facilitate a 

technology-enhanced environment (Bower & Vlachopoulos, 2018) for e-portfolio use. They 

include, a) virtual communication, b) multimodal tasks, c) buddy scheme (i.e., peer 

conversations), and d) feedback and scaffolding.  
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Virtual communication 

Synchronous and asynchronous communications between the researcher and STs were integral 

to the design, forming a technology-enhanced environment for facilitating e-portfolio work 

across different stages (Chuang, 2010). Adopting a multimodal approach involves selecting, 

introducing and promoting specific tools for specific purposes (Farr & Riordan, 2015). 

Towards the mid-stage intervention, communication shifted to instant chat messaging 

(individual and group) and Zoom follow-up meetings (i.e., peer-dialogue and drop-in sessions). 

One-on-one dialogic communication via synchronous chats remained continuous (Farr & 

Riordan, 2015). The final stage was more interactive, involving additional Zoom group 

sessions, including showcase sessions where STs could see and comment on their peer’s final 

published work online and exchange comments. STs could individually access Padlet, shared 

Google Drive folder for multimodal tasks, tailored tutorials on GS, multimedia resources and 

image creation links. 

Multimodal tasks 

Designing situated multimodal tasks was central to the project. Tasks were organised into three 

themes: individual focus (STs as persons), teaching-related work (within and beyond MA), and 

research-related work (Figure 1). The tasks incorporated STs' current MA learning experiences, 

previous academic experiences, and non-academic experiences. The researcher relied 

particularly on Moon (2004), Farrell (2015), Farrell (2007) and Mann and Walsh (2017) to 

design the tasks along with the guides, prompts, and sample ideas. For example, in set two 

(teaching), STs were asked to analyse critical teaching incidents using situated prompts (Farrell, 

2007). Each task comprised individual prompts for multimedia use (Mann & Walsh, 2017) and 

self-reflection (Moon, 2004). Tasks were arranged from simple to complex, which helped STs 

gradually progress with their reflection (Larrivee, 2008).  

 
Figure 1. The sets of tasks 

All tasks encouraged students to express their perspectives as whole individuals and as 

emerging professionals (Boud et al., 2013; Farrell, 2015), including their personal stories and 

"inner lives" (Farrell, 2022a, p. 72). This aimed to transition them from formal to informal, 

self-expressive compositions, emphasising emotions, perspectives, and progression of thoughts 

(Cambridge, 2008). 

Scaffolding and feedback 

Multimodal feedback (audio, video, and written modes) was offered on STs’ e-portfolio 

entries. The purpose was to encourage STs to use similar elements in their entries (Bräuer & 

Ziegelbauer, 2023) and facilitate dialogic and interactive feedback exchanges (Hui et al., 2024). 

They received video feedback on the first task and written and audio feedback on subsequent 
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entries. Feedback mainly emphasised presentation, multimodality, and reflective connections 

in the entries. Screencast feedback was used to pinpoint details in ST entries, adopting a 

personal approach by using a soft tone and addressing STs by name (Mann, 2015; Pitt & 

Winstone, 2020). STs could respond and seek clarification on feedback via instant messaging 

(Cronje & Van Zyl, 2022), leading to tailored scaffolding and independent work (Zimmerman, 

2013). STs followed a sequential cycle for drafting, publishing, exchange of feedback, 

redrafting, and re-publishing entries. 

Buddy-scheme 

A buddy scheme was introduced during the mid-stage of the programme, where each ST was 

paired with a buddy from the cohort. They met online (before and after drafting one task) and 

used Zoom screen sharing to exchange ideas and seek feedback on their e-portfolio 

progress.The intervention was sequenced into three stages: initiation, development, and 

representation (Figure 2). In the initiation stage, participants explored GS and Padlet while 

starting informal e-journaling. The development stage focused on drafting tasks and engaging 

in peer discussions. Finally, in the representation stage, participants shared entries, received 

feedback, and showcased their final work. 

 
Figure 2. The stages in the e-portfolio process 

Outcomes  

STs’ engagement during the intervention was interpreted through three interconnected layers 

of dialogic communication—dialogues with self, peers, and the researcher—which collectively 

shaped their reflective practices in e-portfolios. It was observed that dialogues with oneself 

(Hatton & Smith, 1995) were foundational, involving an iterative process of initial thoughts, 

informal e-journaling, and initial decisions (Figure 3). These further influenced their dialogue 

with others (Jay & Johnson, 2002) (i.e., peers and the researcher) regarding received feedback 

and progress. These dialogues cycle back to the self, enabling refinement, thoughtful 

integration, and finalisation of multimodal entries. 



 
 

TESL-EJ 29.2, August 2025 Gulzar et al. 9 

 

Figure 3. ST engagement with the process: interconnected layers of dialoguing 

Peer-dialogue 

The following example is extracted from San and Bima’s first online buddy conversation. They 

co-constructed ideas for e-portfolio tasks and offered empathy for each other while 

collaboratively reflecting on their experiences dealing with challenging situations during peer 

teaching. 

Excerpt 1 

1 

2 

San …I played the video, but no sound was coming out—which was strange 

–I didn’t know what to do at that point… 

3 

4 

5 

Bima You know what? I had a similar experience with my peer teaching. I 

prepared slides and videos to show, but they did not appear on screen. I 

was devastated. Unfortunately, I could not conduct the class as planned 

and had to improvise. 

6 

7 

8 

9 

San …it was negative, yes, I agree, but you at least had other pictures 

prepared, which helped visualise the topic. But in my case, I had all my 

stuff prepared in a digital format with no backups. My teaching began 

with that experience. It was such a disorienting experience for me. 

10 

11 

Bima I think both of us can focus on our emotional reactions… you know, the 

challenges or hassles teachers like us face? 

12 

13 

14 

San But I want to focus on my experience and how I can overcome this when 

facing similar challenges in the future; I mean, I have to think about 

alternative ways. 

15 Bima Are you talking about improvisation? 

16 

17 

18 

19 

San This is very easy when you say that I would improvise on the spot. But 

when you are actually on the spot, it is difficult to resist the gears in my 

head – they just don’t move, and I couldn’t think of anything. I think this 

is something that comes with experience as well. 

 

San and Bima worked to validate each other’s struggles and gradually engaged in a collective 

exploration of how the technical challenges they faced during their peer-teaching experiences 
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influenced their decisions, emotions, and teaching performance. Lines 6-8 and lines 16-18 

demonstrate that both San and Bima were reflecting on their actions (Schön, 1983) as prompted 

by the dialogic nature of their conversation. The discussion shifted toward a co-construction of 

ideas regarding their reactions and reflections on their teaching experiences, which was later 

evident in their e-portfolios. 

Dialogue with the researcher 

Dialogues between the researcher and STs focused on feedback and scaffolding, primarily 

driven by STs' specific needs after receiving video and written feedback. Support was mainly 

provided after the first draft submission and review, minimising interference and promoting 

autonomy while keeping guidance available when needed. In response to STs’ questions and 

queries on “How can I make my writing reflective?”, “What other multimodal elements can I 

add?” or “How can I link the two experiences?”, the researcher offered tailored support that 

helped STs transition from descriptive to dialogic writing, incorporating appropriate modes to 

enhance their work based on task requirements (Gavaldon, 2019). For example, message 

exchanges with the researcher helped ST Jasmin integrate different perspectives into her 

research experience entry without disrupting her thought process: 

“When you (the researcher) gave me this amazing idea to incorporate the same video from the 

task with our own experience and voice to give some evidence and credentials to the audience, 
I really liked this idea. Based on your feedback on the first draft, I re-organised my writing into 

three sections. I was also struggling to balance the formal and informal nature of reflective 
writing, but when I got feedback from you, I could achieve a balance and kept writing without 

worrying much” (Jasmin, interview data). 

Dialogue with self 

Dialoguing with self (Hatton & Smith, 1995; Moon, 2004) involved STs engaging with their 

thoughts and decision-making in digital modalities. The process involved prioritising their 

emotional, personal perspectives, and academic backgrounds, connecting them to practical 

aspects such as lesson planning, failed attempts, teaching moments and MA presentation 

performance. As STs attempted to made these choices and connections (Cambridge, 2008), 

they used multimodal elements not just to reinforce and illustrate, but to make meaning for 

themselves and their readers (Hicks & Perrin, 2014).  

As seen in excerpt 1, San wanted to discuss her challenges in detail, while Bima on emotional 

reactions to peer-teaching. San's e-portfolio entry "San, Behind the Dais" began by expressing 

disappointment with her demonstration class. She used narrative structure to recount 

challenging moments while incorporating emotional responses (Bain et al., 1999; Boud et al., 

2013). She reflects on her weaknesses, over-reliance on technology for lesson delivery and 

unclear instructions. "I was hardly satisfied with my performance given the time restrictions. 

In both cases, I was short-sighted and underprepared for potential crises and challenges…" 

Her closing remarks showed progression toward reconstructing future approaches (Boud et al., 

2013), noting, "I could only think of countermeasures after my class..." San's emotional 

reactions centred more on the lessons learned than her teaching performance. Conversely, Bima 

emphasised emotional responses and self-evaluations more than teaching disruptions. She 

reflects on her dual identity: "I was split into two entities, one being an M.A. student 

exceptionally anxious about her marks and the other, a novice teacher, who reasonably learned 

from the real classroom experience." Bima acknowledged her emotional challenges of 

revisiting her peer-teaching experience, stating, “When I sit down to reflect on my practicum 

experience, my old wounds open up, and I cannot concentrate on facts and inferences." She 

attempted to make sense of her maturity and gradual adaptation, "…however, with each passing 

day, I slowly adjusted myself and accepted the reality as it is." Bima further integrated a self-
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reflection map of her teaching strengths and weaknesses (Figure 4) - a visual reflection 

technique like concept mapping (Mann & Walsh, 2017) that demonstrated her self-dialogue 

process and helped present her “matured” thoughts on e-portfolios. 

 
Figure 4. Bima’s reflections 

Bima, in the interview, states, 

“I think I learned to think rationally, and I was not emotional at the end; I was kind of, you 

know, critiquing my own self and making sure that, okay, Bima (to herself), you did not do that, 

right? I was being another person: maybe I was reflecting from a third person, you can say 

that. That’s what I meant by maturity” (Bima, Interview). 

Bima explicitly connected her performance understanding with maturity, valuing the transition 

from emotional to rational evaluation of her strengths and weaknesses. She emphasised 

perspective-taking (lines 5-7) and intellectual growth while reflecting on her performance. 

Self-dia"logue and peer exchange were interconnected and non-linear, as shown in Figure 4.  

STs also foregrounded their learnings from past stories of learning, places and people that 

shaped their identities or personalities and attempted to link those elements to practical aspects 

like lesson planning, failed attempts, teaching, philosophies, and self-performance (Farrell & 

Kennedy, 2019). Flora uses the metamorphosis metaphor (Figure 5) to represent her emotional 

growth and ongoing development. Flora reflected,  

“I felt that I had matured emotionally from the day I was born to now, and I wanted to portray 

that growth through metamorphosis. I also think this process will continue—as I teach in one 

place and then move to another—so I will keep evolving, like metamorphosis itself” (Flora, 

Interview). 
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Figure 5. Flora’s e-portfolio 

Flora’s self-expression of her emotional and intellectual growth is connected to her journey of 

navigating attention deficit hyperactivity disorder (ADHD) since her childhood. Her 

progression of thoughts is evident in other entries, e.g., "Short Stories," where she foregrounds 

her journey of self-doubt and difficulties in academic routines to embracing growth through 

the support of people, places, and connections around her. She then moved on to writing about 

her MA learnings, where she foregrounds her growth and maturity by contextualising crucial 

moments from her peer collaboration presentation. This time, she chose the title "Ebb and 

Flow" to metaphorically represent the outcomes of her two performances and her continued 

journey with ADHD. 

 
Figure 6. Flora’s e-portfolio 

The image and caption of the “exact moment” serve as a tool for Flora to make sense of her 

self-performance and emotional responses to the episode. She writes, “…the damage has 

already been done. I became overwhelmed and focused only on the time, not what I needed to 

say next”. Flora later adds, 

“…it always happens that I do one part of public speaking well, and then another part I 
completely fail…I earlier saw San’s e-portfolio titles and realised I, too, could be creative with 

the titles. Then my imagination just went wild…” (Flora, Interview). 

The above example also emphasises the provision of recursive decision-making about 

multimedia in textuality and audience (Hicks & Perrin, 2014). Similarly, San used six shades 
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of colours in a visual to represent different uniforms, with colours as tools to express emotions 

and feelings attached to her past educational experiences (Figure 7).  

 
Figure 7. San’s e-portfolio 

She used the metaphoric title "San, the institutionalised" to draw readers to her background 

story, explaining: "The reason I tell you this backstory (academic journey from school to 

university) of mine is so you understand some of my beliefs and convictions regarding teaching 

and learning later when I discuss them." San reflected on how her educational experiences 

shaped her teaching perspectives and values. She incorporated comic images of the Japanese 

drama Great Teacher Onizuka and the term "Shu Ha Ri” (i.e., stages of learning) to reflect on 

the influence of institutional experiences on her teaching philosophies. San later comments on 

her practice of engaging in self-dialogue while constructing her multimodal reflective entries:  

“I am showing myself in other forms, like through the types of pictures I prefer; they tell much 

more than just the picture of my face” (San, Interview). 

San and Flora both “made use of artefacts” and “introspective commentaries” (Mann & Walsh, 

2017, p. 146) as tools to present these authentic representations of their selves and their 

experiences. 

Affordances and Challenges 

The STs found the scaffolding and video feedback helpful in improving their online reflective 

entries. They also valued the dialogic space developed during the e-portfolio process, with 

“helping each other” being a common practice amongst the pairs. Flora further notes that tasks 

and prompts helped reflect on past experiences, saying prompts prevented her from feeling 

“thrown in a sea of thoughts”. STs appreciated the  user-friendliness and multimodal features 

of GS, which allowed them to “confidently express their ideas and reflections”. San, for 

instance, thinks she was comfortable sharing her “true self” in her e-portfolio:  

“If I am being uncomfortable and I am compromising the way I am presenting myself, then that 

wouldn't be a very honest picture of mine. So, I thought I should just be myself and present how 

I talk…” (San, interview). 

The above examples underscore their awareness of self-representations and connecting with 

audience as closely tied to practicing online reflections as discussed by Ross (2014).  

The intervention, however, was not without its challenges and caveats. Some participants 

struggled to fully engage in the e-portfolio tasks due to varying levels of digital competencies, 

logistical issues (e.g., internet connectivity and device problems), time management, and 

difficulty differentiating academic and reflective writing.  Jasmin, for instance, was well-
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acquainted with the technical aspects, but initially struggled with the process of conveying 

thoughts clearly in the space:   

[…] in terms of how to convey my thoughts, be it a story or kind of narrative or I should 

write in a formal way. So this actually confused me a lot […] (Jasmin, interview). 

Such findings indicate the eportfolio space offered them a chance to understand or explore the 

distinction between their performance in academic settings, and reflecting in digital spaces, 

where they experience less interference, and more flexibility. These  indicated the need for 

offering more tailored support, guidance, analysis of STs’ needs and dialogic exchange to help 

all STs benefit from the e-portfolio process. 

Case 2: Video-based intervention 

This case explores digital video use for RP in an Institute of Teacher Education (ITE) in 

Malaysia. It was carried out as action research comprising three cycles, including preliminary 

studies (pilot stage), followed by two intervention cycles (Stage 1: Guided Reflection, and 

Stage 2: Customised Reflection). The study aimed to explore and design a practical and 

evidence-based structure of reflection featuring video analysis, peer feedback, and scaffolding 

via a digital platform (i.e., Video Enhanced Observation - VEO) and to investigate the role of 

videos for encouraging RP in this setting.  

The case, therefore, discusses: 

1. The design and integration of digital video use in reflective practice  at the 

Institute of Teacher Education in Malaysia and its role in scaffolding reflective 

practice.  

2. The benefits and challenges of STs' engagement with the video-based reflective 

process and its impact on their reflective practice. 

RP in the ITE still follows a conventional structure, which is individualistic and written. For 

instance, after conducting micro-teaching in their teaching preparation modules, a typical task 

for the STs was to write a reflection on the micro-teaching that has been carried out, focusing 

on the lesson planning and its delivery (e.g., Strengths, Weaknesses, Opportunities, Threat 

(SWOT) analysis). The requirement of this task was often simplistic, which was to produce a 

written narrative of the lesson without the need to provide data or evidence. STs often worked 

on this task individually and relied on their memory, which is arguably problematic (Gelfuso, 

2016).  

Therefore, this study introduced an alternative method for conducting reflection by employing 

VEO (Seedhouse et al., 2022) to foster a collaborative, data-driven approach to RP. The STs 

engaged in group discussions online via Microsoft Teams for all sessions in each cycle, offering 

greater practicality as it allowed them to schedule discussions flexibly. 

The study progressed in three stages: 

Stage 1: Pilot Stage 

At this stage, STs were introduced to the use of video for reflective practice (RP), with the aim 

of enabling them to reflect on concrete teaching moments using video as data. Two external 

short videos of an English lesson for primary pupils in China were utilised for this purpose. 

The STs reviewed and tagged the videos on VEO before engaging in peer discussions on 

Microsoft Teams (MS Teams). Apart from providing practical training on how to use the 

platform, based on the guidelines by Miller and Haines (2022), the researcher (Author 2) 

offered minimal guidance during this phase. Additionally, STs employed the provided tag set, 

the Professional Learning Tag Set (Figure 8), within the platform to facilitate their video 

reviews. 
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Figure 8. Professional Learning Tag Set 

In this tag set, there are four tags which are “I suggest”, “A surprise was”, “ I wondered”, and 

“I noticed”. STs used these tags as a guide to reflect on the video. It serves as a starter for them 

to practice using the VEO platform, as the tags were basic and general. There are also pre-

tagging and post-tagging forms that ask for general details.  

Stage 2: Guided Reflection Stage 

Based on their experience during the Pilot Stage, STs claimed they needed more explicit 

guidance to structure their video-based reflection process. Hence, in this stage, they were 

introduced to a practical framework for integrating digital video and video-enhanced 

observation into continuing professional development (Seedhouse et al., 2022). STs were then 

asked to review two more external lessons from the same source (English lessons for primary 

pupils in China) by utilising the framework shared with them. While applying the framework, 

they made necessary adjustments to accommodate the study’s context, as certain elements, 

such as obtaining supervisor feedback, were not applicable in this study. STs also used the tag 

set provided (i.e., Professional Learning Tag Set) to review and tag the videos. Discussion was 

then carried out with their group members on Microsoft Teams. At the end of this stage, STs 

proposed a reflection protocol they believed would be more suitable for this context. This 

protocol (Table 1) was then reconstructed and used to streamline their reflection process in 

stage 3. In addition, STs realised they needed a more detailed tag set focused on classroom 

teaching. Consequently, they customised two tag sets (Figures 9-10) for specific aspects of 

teaching and learning, which they would use for their video review in stage 3. 
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Table 1. Video-Based Reflection Protocols (VBRP) for STs 

Step Actions 

 

Pre-Session 

Preparation 

1. Record Your Lesson: Capture the entire lesson on video. 

2. Select a Video Clip: Choose a specific part of the lesson for reflection. Edit 

it into a short clip and upload it to VEO. 

3. Review Your Video: Watch the clip and take notes on teaching strategies, 

student engagement, strengths, and areas for improvement. 

 

Tagging and 

commenting 

4. Use VEO’s Tagging Feature: Select one of the following tag sets: 

• SET 1: Pre-Service Teacher Teaching and Learning Review Tag Set. 

• SET 2: Pre-Service Teacher Teaching and Learning Review Tag Set. 

5. Tag Specific Moments: Mark key moments in your video using the chosen 

tag set. 

6. Add Comments: Write detailed observations, emotions, and intentions for 

each tagged moment. These will aid in deeper discussions. 

 

Sharing 

Tagged Videos 

7. Share with Group Members: Share your tagged video through VEO before 

the session. 

8. Provide Context: Use VEO’s pre-tagging function to add notes or highlights 

or communicate context via email/messages. 

9. Engage with Peers’ Videos: Watch peers’ tagged videos and respond to 

their comments (using bullet points or full sentences). 

 

Collaborative 

Discussion 

10. Meet with the Group Members: Use Microsoft Teams to discuss each 

member’s video. 

11. Focus Areas: Reflect and discuss tagged moments, self-assess teaching 

practices, and identify areas for growth. 

12. Engage Actively: Provide constructive feedback, ask probing questions, and 

share personal experiences. 

13. Lead Discussion: If it’s your video, guide the discussion by highlighting key 

moments and seeking peer input. (important so that the discussion becomes 

dynamic) 

14. Time Management: Decide as a group on discussion time (typically 15–30 

minutes per video – to allow for targeted and more concise discussion). 

 

Action 

Planning 

15. Set Action Steps: Based on the discussion, outline strategies for improving 

teaching and create a plan for future lessons (set achievable target – immediate 

and long-term plans). 

16. Document Insights: Use VEO’s post-tagging function to record key points 

and action plans. 
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Figure 9. Pre-service Teacher Teaching and Learning Review Tag Set - SET 1 

STs customised a more specific set of tags with 8 tags, “teacher’s presence”, “communication 

& delivery”, “content knowledge”, “classroom management”, “pedagogy”, “assessment & 

feedback”, “adaptability & creativity”, and “quick tag”. They also customised pre-tagging form 

to include “objectives of the lesson” and “objectives of reviewing video”. For the post tagging 

form, they included a “summary of discussion” and “SWOT analysis”. 

 
Figure 10. Pre-service Teacher Teaching and Learning Review Tag Set - SET 2 

STs also customised Set 2, which has seven tags: “Teacher’s Presence,” “Students’ 

Participation,” “Teaching Practices,” “Use of Feedback,” “Inclusive Practices,” “Teacher-

Student Interaction,” and “Extra.” 

Stage 3: Customised Reflection  

In this final stage of the study, STs used their video artefact from the recorded micro-teaching 

lesson they carried out in one of their degree modules. They edited the video to a short clip of 

around two to three minutes and uploaded it onto the VEO platform for review. Following the 

protocol they had developed earlier, STs also used one of the customised tag sets to review 

their lesson. The review and discussion processes in this stage were a bit different from the two 

stages as the STs discussed their lessons or gave feedback on a peer’s lesson rather than 

exploring or reflecting on a stranger’s lesson. The customised tag set provided STs with a focus 
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for their collaborative discussion. It also allowed them to choose a specific tag that best 

describes the issue they want to discuss at a particular moment, making it easier for them to 

present their ideas, experiences and reflections during the discussion session.  

Excerpt 2 

1 

2 

3 

4 

5 

6 

7 

ST1 ... Okay, at this part. I was aware after the session, ... Only when I review the 

session, I am aware that I'm actually not moving. And this is, I feel like this 

is a wrong position on, you know, a wrong way of starting or conducting a 

lesson because I was just standing in front of the laptop, right? And then I 

was looking at the laptop instead of the students. So, can I get your opinion? 

So, what do you think about this? If it was you? How would you start with 

the lesson? .. 

8 

9 

10 

11 

12 

13 

14 

15 

ST6 Yeah, okay, so based on our previous discussion, ... I think this is ST5 

suggestion where the teacher should greet the pupils first, in the middle, at 

the front of the front and in the middle. And then make sure not to hold 

anything or do anything so that the pupils won't get distracted. So, the pupils 

will only focus on you, not your hands, not the things you're holding. Like 

for example, in the video you are, you know, you are using your laptop, right, 

so I guess it's better for you to just focus on the pupils and greet them. Make 

them focus. Yeah. So that they will be happy to focus on you. 

16 

17 

18 

19 

20 

21 

22 

23 

24 

25 

ST1 Yeah, I got your point. Also, I'm really actually kind of leaning on the table 

some more. So maybe the takeaway from this particular tag is we should be 

aware of our postures and movements during the lesson to be aware of our 

movements during the lesson because even during the lesson I didn't realise 

okay, this is a common knowledge we know that okay, teacher should move 

here and the teacher shouldn't read and everything but somehow during the 

lesson, we just tend to forget about all these things. So maybe, maybe we need 

to be aware of or know how to present ourselves in the class right? So, we 

should be aware of our movements. ST5, do you have anything, or can we 

move to the next one? 

26 ST5 I agree with everything you guys said and you already said what I want to 

say so let’s move on 

 

Outcomes 

This study explored video use and framework design, giving STs autonomy to develop their 

video-led reflection process. STs demonstrated positive attitudes toward integrating digital 

video and video observation platforms in their RP. The findings report that integrating video 

tools (VEO) with specific protocols, guidance, and tag sets proved effective in fostering 

structured, evidence-based, and collaborative reflection among STs, enhancing their RPs and 

ability to review teaching practices critically. For instance, the following excerpt from a 

collaborative discussion between ST1, ST5, and ST6 about ST1's micro-teaching video 

demonstrates the effectiveness of this video-based intervention in creating more tangible, data-

led RPs.  
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Figure 11. Screenshot of the CRS between the STs in Excerpt A 

In Excerpt 2, ST1 utilised the Pre-service Teacher Teaching and Learning Review Tag Set—

SET 2 to analyse her lesson. The excerpt highlights ST1’s reflection on her first tag, body 

language/teacher movement, which falls under the broader category of teacher presence. In 

lines 2–4, ST1 reflects on her ineffective classroom positioning at the start of the lesson, an 

insight gained through video review. Although STs often fear being judged when sharing their 

teaching practices (Ong et al., 2020), ST1’s willingness to openly discuss her lesson and 

actively seek feedback from her peers (lines 5–7) demonstrates a commendable level of 

openness and receptiveness to different perspectives. 

In response, ST6 connected the discussion to their previous reflections, emphasising the 

importance of teacher presence at the beginning of a lesson. ST6 also built on ST5’s 

observations regarding classroom positioning, offering constructive advice on avoiding 

distracting items while delivering the lessons. In lines 19–24, ST1 acknowledged her limited 

awareness of positional issues, noting that while teachers often thought they would notice such 

matters "in-action", but she had missed it and (Schön, 1983) the video provided her with 

clearer, objective insights about the issue. The discussion reflects how video-based tools not 

only provide concrete evidence for reflection (Nagro, 2020) but also can be utilised to create a 

safe space where STs feel encouraged to share, receive feedback, and engage in meaningful, 

data-driven reflective practices with their peers (Gelfuso, 2016; Tripp & Rich, 2012). 

Affordances and Challenges 

Data gathered from STs’ vignettes highlighted the benefits and challenges that need to be 

considered before implementing this approach to ensure a more seamless process of reflection 

for STs. ST2 outlined five key benefits of digital video integration for his RP: 

“Firstly, it allows teachers to observe their own teaching practices and identify areas for 

improvement. Secondly, it provides an opportunity for teachers to reflect on their own teaching 
practices and gain insights into their own teaching style. Thirdly, it can be used to facilitate 

collaboration between teachers, allowing them to share their experiences and insights with one 

another. Fourthly, it can be used to document the reflection process, allowing teachers to revisit 

their thoughts and feelings at a later time. Lastly, it can be used to provide feedback to teachers 

on their teaching practices.” (ST2). 
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ST 2’s account reflected on the affordances of VEO that acted as a platform for video review 

in this study. From this account, we can infer that VEO, accompanied by the protocol 

developed to suit STs’ circumstances, had been successful in helping STs to effectively reflect 

on their teaching by providing flexible chances for reviewing, tagging, and discussing their 

micro-teaching with their peers. In addition, the features within the VEO platform also enable 

STs to revisit the lesson reviewed later, allowing them to return to it to work on any of the 

aspects discussed or to compare the teaching. 

Whilst video and VEO have been applauded for their potential for reflections (Blikstad-Balas 

& Staal Jenset, 2024; Ha et al.,, 2024; Seedhouse et al., 2022), any technological tool cannot 

avoid technical issues. ST 6 wrote about her challenges in the technicalities of video recording 

and storage on the platform:  

“I encountered a challenge during the project related to video recording. Setting up my camera 
properly to record the teaching video remained an issue, and I faced difficulties with video 

storage and uploading it to the VEO app. These challenges may be attributed to file storage 

capacity requirements and data usage for video uploads.”(ST6). 

Although this issue is sometimes isolated, it could somehow affect the whole process and 

should be dealt with by the technical team as soon as possible. In addition, ST6 added that, 

besides technical difficulties, there were concerns about privacy, comfort with being recorded, 

and time constraints that could further underscore the complexities of integrating digital tools 

into RP.  

“… there are also some obstacles that need to be considered when using digital video as a tool 

in conducting a teaching reflection session. Firstly, technical difficulties may arise when 
recording or playing back video footage. Secondly, some teachers may feel uncomfortable being 

recorded and may not want to participate in the reflection process. Thirdly, there may be 
concerns around privacy and confidentiality, particularly if the video footage contains sensitive 

information about STs or other teachers. Lastly, there may be concerns around time constraints, 

as recording and reviewing video footage can take time.” (ST6). 

The points above underscore the crucial aspects that must be carefully considered for the 

successful implementation of digital video in reflective practice in a pre-service context. With 

the provision of tailored scaffolding and guidance, STs were able to effectively use video in 

their reflective practice. This approach not only offered them the flexibility to structure their 

reflection process independently but also highlighted the significant role of support in their 

success. 

Discussion 

The above discussion on the findings contributes to our theoretical and pedagogical 

understanding of how technology-enhanced approaches can support Mann and Walsh's (2013) 

and Farrell & Farrell’s (2024) call for evidence-led, data-driven approaches to implementing 

RP in PSTE. 

Evidence-Based Reflection Through Documentation 

Both cases demonstrated how technological tools provide concrete evidence for reflection, 

moving beyond the traditional, prescriptive and isolated forms of written reflections (Chuang, 

2010) in the case of e-portfolios and memory-based recollections in the case of videos (Gelfuso, 

2016). In the Bangladesh case, e-portfolios enabled STs to document and revisit their 

experiences through multiple modalities, allowing for deeper analysis and meaning-making for 

themselves and their readers, which means STs were also involved in authorship and decision-

making (Chuang, 2010), which helped them to be more responsible of what they share and how 

they represent (Clark, 2016; Yancey, 2023). As seen in Flora's use of a metamorphosis 
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metaphor and San's colour-coded analysis, the multimodal capabilities of e-portfolios allowed 

STs to capture and examine their experiences in ways that pure text could not achieve (Birello 

& Pujola Font, 2020). The findings, therefore, reassure us of the potential of technology to 

provide concrete evidence for reflection, aligning with those of Birello and  Pujola Font (2020) 

and Kajder and Parkes (2012), which report how e-portfolios encouraged meaningful 

multimodal representations of their reflections.  

Similarly, in the Malaysian case, video technology provided tangible evidence of teaching 

moments that could be analysed repeatedly and shared with peers. As highlighted by ST1's 

reflection on classroom positioning, the VEO platform's tagging system enabled precise 

identification and analysis of specific teaching behaviours - something that would be difficult 

to achieve through memory alone (Tripp & Rich, 2012). This aligns with Nagro's (2020) 

findings about how systematic video analysis guides deeper reflection on specific teaching 

moments.  

Collaborative Analysis in Digital Spaces 

Both interventions demonstrated the value of what Mann and Walsh (2013) term' dialogic 

reflection '. The e-portfolio case, in particular, showed how peer dialogue influenced individual 

reflection, as evidenced in the conversation between San and Bima. These exchanges 

exemplify the social construction of understanding that Vygotsky's (1978) perspectives on 

learning emphasise. The digital space facilitated these collaborative exchanges while 

maintaining individual autonomy in reflection, thereby highlighting the role of technology in 

fostering meaningful exchanges. 

The Malaysian case further reinforced this through structured video analysis sessions where 

peers could offer specific, evidence-based feedback to each other. The customised tag sets 

developed by the STs demonstrate how technological tools can be adapted to support focused, 

collaborative reflection while maintaining relevance to specific educational contexts (Edge & 

Mann, 2013). This addresses the need for more systematic approaches to collaborative 

reflection identified in the literature (Farrell & Farrell, 2024; Mann & Walsh, 2017). 

Sustained Dialogue and Mentorship 

Both cases illustrated how technology can support ongoing dialogue between peers and 

mentors, addressing the need for more sustained reflective conversations in teacher education 

(Farrell & Jacobs, 2016). In the e-portfolio case, the multimodal feedback approach enabled 

continuous dialogue between STs and the researcher, as evidenced in the scaffolded exchanges 

with Jasmin. The findings align with Farr et al. (2019), who emphasise the benefits of e-

portfolios in fostering dialogues with peers and the teacher educator on themes of teaching and 

experiences. Additionally, it corroborates (Barton & Ryan, 2014) findings on the influence of 

a multimodal approach on promoting authentic and less superficial reflections. 

The Malaysian case demonstrated how video can structure dialogic exchanges through 

protocols and tag-sets, making feedback more focused and actionable. The Video-Based 

Reflection Protocols (VBRP) developed by the STs show that technologies can be adapted to 

support systematic yet flexible approaches to reflection, reiterating Farrell's (2015) and Tiainen 

et al.’s (2024) proposal for less structured, more democratic approaches to RP. 

Personalisation While Maintaining Structure 

A key finding across both cases was the balance between personalisation and structure. The e-

portfolio intervention allowed STs like Flora and Bima to explore personal narratives and 

emotional responses while maintaining a framework for professional reflection. This aligns 

with recent research suggesting that RP works best when newcomers have the freedom and 
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agency to develop their style (Farrell & Farrell, 2024; Tiainen et al., 2024). Similarly, the video 

intervention's customisable tag sets and protocols demonstrate how technological tools can 

provide structure while allowing for individual agency in the reflective process. This addresses 

what Shoffner (2009) identifies as the need for flexible, technology-enhanced approaches to 

reflection that maintain a pedagogical focus.  

Challenges and Considerations 

Both cases also revealed essential challenges in implementing technologies. Technical issues, 

time management, and privacy concerns emerged as common themes, echoing the challenges 

identified in previous literature (e.g., Bräuer & Ziegelbauer, 2023; Oakley et al., 2014). The 

Bangladesh case highlighted how varying levels of digital competence, ease of use and 

engagement can impact engagement with e-portfolios. The findings echo the trends observed 

in (Alkan et al., 2024). Again, the Malaysian case demonstrated how technical difficulties with 

video recording and storage can disrupt the reflective process. These challenges underscore 

Edge and Mann's (2013) caution against viewing technological tools as inherently innovative. 

Effective implementation depends on thoughtful consideration of pedagogical goals and 

systematic planning. Developing protocols and scaffolding strategies can address these 

challenges through careful design and ongoing adaptation. 

Limitations and Future Directions  

The study has a few limitations. The cases were presented briefly due to word constraints. 

Hence, the contextual factors and rationale behind the interventions may not be fully 

represented. Additionally, the outcomes of the interventions were evaluated and interpreted 

primarily based on ST perspectives, experiences and practices. Nevertheless, despite the 

context-specific nature of the cases in the study, they offer data-led insights for teacher 

educators regarding the practical affordances, challenges and potential pitfalls of using 

technologies like Google Sites and VEO platforms to promote RP in different PSTE settings.  

Future research can explore the longitudinal impact and influence of such technology-

enhanced, flexible approaches on teacher development from practitioners' and ST perspectives, 

emphasising context-appropriate integration of e-portfolios and videos to foster reflections in 

PSTE. It is essential to consider factors to implement similar approaches to RP successfully. 

For example, selecting appropriate tools and understanding the contextual and technical aspects 

associated with their use can influence the subsequent steps, particularly the nature of dialogues 

and reflection in the process. Additionally, having a sound pedagogical understanding of 

feedback and guidelines for progressing with the tools and fostering dialogic communication 

throughout the process are crucial. We also emphasise appropriate task design and tailored 

scaffolding for STs, considering the careful balance between structure and flexibility while 

maintaining rigour, responsibility and accountability. Finally, paying attention to user privacy 

settings, ease of use, and familiarity with tools is essential for the meaningful practice of 

reflections.  

Conclusion  

The study demonstrates how videos and e-portfolios can be meaningfully utilised to support 

individual and collaborative reflection while focusing on specific factors of the teaching and 

learning context of Bangladesh and Malaysia. Evidence shows that STs in both contexts could 

engage in a dialogic process of RP, prioritising their choices, experiences, emotions and 

perspectives (Farrell, 2015). This shift aligns with socio-cultural learning theory (Vygotsky, 

1978) while addressing practical needs for evidence-based, context-sensitive innovations 

encouraging RP for professional development (Edge & Mann, 2013; Mann & Walsh, 2017). 

Although the process of reflection is essentially an active process (Boud et al., 2013), inviting 
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both cognitive and non-cognitive engagement on the part of STs (Farrell, 2015), it should be 

grounded in practice, as each individual interprets their experiences differently (Pedro, 2005). 

Videos and e-portfolios, when thoughtfully implemented using a flexible approach, can bring 

possibilities for meaningful and dialogic RP (Collin & Karsenti, 2011; Jay & Johnson, 2002) 

– one that engages STs in the process and prepares them well for their future teaching context 

(Farrell, 2022b).  

The study contributes to the ongoing academic discourse on data-led studies on implementing 

e-portfolios and videos as useful scaffolding tools that support STs to deconstruct the often 

complex, abstract concept of reflection into meaningful, concrete steps. Our discussion 

highlights the importance of a flexible, less-routinised, student-led approach to encouraging 

RP in PSTE. With the necessary scaffolding and feedback, such an approach can not only 

address many of the limitations of traditional and contemporary approaches to RP noted in 

previous research (Farrell & Farrell, 2024; Mann & Walsh, 2013) but also positively influence 

STs’ practice and the nature of their reflections using technologies. 
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