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Abstract. Feedback plays a central role in English as a Foreign Language (EFL)
instruction; however, traditional feedback practices in undergraduate classrooms
often remain teacher-centred and focused primarily on error correction. Such
approaches may limit student engagement with feedback and reduce opportunities
for reflective learning and self-regulation. In response to these limitations,
this article presents a structured methodology for implementing reflective
feedback in undergraduate English language classes. The study adopts focuses on
the instructional design, pedagogical principles and classroom implementation of
reflective feedback rather than on experimental measurement. The proposed
methodology integrates feedback and reflection into regular teaching practices
through a sequence of stages, including task completion, teacher-provided
reflective feedback, guided student reflection and follow-up action planning. A
range of practical tools, such as reflective journals, feedback sheets and self-
assessment checklists, are used to scaffold reflective engagement. Observed
instructional outcomes suggest that reflective feedback supports greater student
engagement with feedback, enhanced reflective awareness and increased learner
responsibility for learning processes. By systematising reflective feedback as a
coherent classroom methodology, the article contributes to EFL pedagogy and offers
a practical framework that can be adapted to diverse undergraduate teaching
contexts.
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Introduction. Feedback is considered a core component of
effective language instruction, as 1t enables learners to
understand the gap Dbetween their current performance and
intended learning outcomes (Hattie & Timperley, 2007, p. 81).
In undergraduate English as a Foreign Language (EFL)
classrooms, feedback 1is most delivered in the form of
corrective comments, grades or brief evaluative remarks
focusing on linguistic accuracy. While such practices may
support short-term error correction, they often position
students as passive recipients of information rather than

1 This work 1s distributed under the terms of the Creative
O 6 Commons Attribution—-ShareAlike 4.0 International License
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active participants in the learning process (Carless, 2016,
p. 400). As a result, feedback may fail to foster deeper
engagement, self-regulation and long-term language
development.

Recent pedagogical research has increasingly emphasised
the 1importance of learner-centred and formative feedback
approaches that encourage reflection and active meaning-
making. Reflective feedback, 1in this context, refers to
feedback practices that prompt learners to analyse their
performance, evaluate learning strategies and plan subsequent
actions based on guided reflection (Nicol & Macfarlane-Dick,
2006, p. 205). Such practices are closely linked to theories
of reflective learning, which conceptualise learning as a
cyclical process involving experience, reflection,
conceptualisation and action (Kolb, 1984, p. 42). In higher
education, reflection has been shown to support metacognitive
awareness, learner autonomy and sustained engagement,
particularly among adult learners (Moon, 2004, p. 134).

In EFL contexts, reflective activities such as learning
journals, self-assessment checklists and guided reflection
prompts have demonstrated potential in enhancing students’
awareness of their linguistic strengths and weaknesses, as
well as their responsibility for learning outcomes (Hyland &
Hyland, 2019, p. 7). However, despite growing theoretical
support for reflective learning, its systematic integration
into feedback practices in undergraduate English language
courses remains limited. Feedback is often constrained by
time pressures, large class sizes and assessment-driven
curricula, which can result in superficial or unidirectional
feedback practices (Boud & Molloy, 2013, p. 704).

Moreover, existing studies tend to examine reflective
feedback primarily as part of broader assessment reforms or
experimental interventions, offering limited guidance on how
such feedback can be operationalised as a coherent classroom
methodology. This creates a methodological gap between
theoretical models of reflective learning and practical
feedback practices in undergraduate EFL instruction.
Addressing this gap requires clearly structured, context-
sensitive methodologies that can be realistically implemented
within regular classroom settings.

Against this background, the present article aims to
describe and systematise a reflective feedback methodology
designed specifically for wundergraduate English language
classes. Rather than reporting experimental outcomes, the
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article focuses on the instructional design, stages, tools
and pedagogical principles underlying the methodology. By
articulating a structured approach to reflective feedback,
the study seeks to contribute to EFL pedagogy by providing
instructors with a practical framework that supports learner
engagement, self-assessment and reflective learning in
undergraduate contexts.

Methodology. The proposed methodology 1s intended for
undergraduate students enrolled in English as a Foreign
Language courses within higher education institutions. It is
applicable to general English, academic English and skills-
based courses, including writing, speaking and integrated
language skills. The instructional context assumes a
classroom environment 1in which English is taught as a
compulsory or elective subject and where assessment includes
both formative and summative components.

Reflective feedback is embedded within regular
instructional activities rather than implemented as a
separate intervention. This approach aligns with formative
assessment practices that emphasise continuous feedback
integrated into everyday teaching and learning processes
(Boud & Molloy, 2013, p. 701). The methodology is designed to
function within typical institutional constraints, including
limited instructional time and moderate to large class sizes.

The methodology targets undergraduate students at
intermediate to upper—-intermediate proficiency levels
(approximately Bl1-B2 according to the Common FEuropean
Framework of Reference for Languages). These learners are
typically characterised by increasing academic autonomy but
limited experience with structured reflective practices in
language learning.

The teacher’s role within the methodology is
reconceptualised from sole evaluator to facilitator of
reflective learning. Students are positioned as active agents
who engage with feedback through guided reflection, self-
assessment and goal setting. Such role distribution
corresponds with learner-centred pedagogical models that
highlight the importance of student responsibility in
feedback processes (Nicol & Macfarlane-Dick, 2006, p. 205).

The methodology 1is grounded 1in three interrelated
pedagogical principles. First, feedback 1is treated as a
dialogic process rather than a unidirectional transmission of
information. Dialogic feedback encourages interaction between
teacher and student and supports deeper cognitive engagement

1 This work 1s distributed under the terms of the Creative
O 8 Commons Attribution—-ShareAlike 4.0 International License
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with learning outcomes (Carless, 2016, p. 400).

Second, reflection is conceptualised as a structured and
guided activity. Drawing on experiential learning theory,
reflection is understood as a critical stage in the learning
cycle that links experience with conceptual understanding and
future action (Kolb, 1984, p. 42). Consequently, reflective
feedback includes explicit prompts that guide students in
analysing their performance and learning strategies.

Third, the methodology emphasises formative assessment
and self-regulation. Feedback is designed to help students
monitor their progress, identify areas for improvement and
plan subsequent learning actions. This approach aligns with
models of effective feedback that stress the development of
self-regulated learning skills (Hattie & Timperley, 2007,
p. 86).

The implementation of reflective feedback follows a
structured sequence consisting of four stages. The first stage
involves task completion. Students perform a written or oral
task aligned with course objectives. Assessment criteria are
communicated in advance to ensure transparency and support
informed self-evaluation.

The second stage consists of teacher-provided reflective
feedback. Instead of focusing solely on error correction, the
teacher offers open-ended comments that address Dboth
performance and learning processes. Feedback includes
reflective prompts such as questions encouraging students to
consider task strategies, challenges encountered and areas
for development.

The third stage 1is student reflection. Learners respond
to the feedback through short written reflections or guided
reflection forms. This stage is critical for transforming
feedback into actionable knowledge, as students actively
interpret and internalise the teacher’s comments (Moon, 2004,
p. 134).

The final stage involves follow-up and action planning.
Students revise their work or set specific learning goals
based on their reflections. This stage reinforces the cyclical
nature of reflective 1learning and supports continuous
improvement.

To support the implementation of the methodology, several
instructional tools are employed. These include reflective
journals, structured feedback sheets, guided reflection
prompts and self-assessment checklists. Each tool serves to
scaffold student reflection and ensure consistency 1in
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feedback practices.

Reflective journals allow students to document learning
experiences and insights over time, promoting longitudinal
reflection. Feedback sheets combine teacher comments with
reflection questions, encouraging immediate engagement with
feedback. Self-assessment checklists support learners in
evaluating their performance against established criteria,
reinforcing assessment literacy (Boud & Molloy, 2013, p. 706).

The methodology is designed to be flexible and adaptable.
Teachers may adjust the depth of reflection, frequency of
feedback and choice of tools depending on course objectives
and institutional requirements. While reflective feedback may
initially require additional instructional time, previous
research suggests that structured reflection can gradually
reduce teacher workload by fostering learner independence
(Hyland & Hyland, 2019, p. 9).

Results. One of the most evident outcomes of the
methodology was a qualitative shift in how students engaged
with feedback. Instead of perceiving feedback as a final
evaluative comment, students increasingly approached it as a
process requiring active interpretation and response. The
inclusion of reflective prompts encouraged learners to
revisit feedback comments and consider their relevance to
individual learning strategies and task performance.

Students demonstrated greater willingness to engage 1in
follow-up activities, such as revising written work or
adjusting speaking strategies in subsequent tasks. Feedback
was no longer treated as isolated commentary but became
integrated into ongoing learning cycles. This pattern aligns
with formative feedback models that emphasise feedback uptake
and learner involvement as key indicators of effective
feedback practices (Nicol & Macfarlane-Dick, 2006, p. 205).

The structured reflection stage contributed to the
development of students’ reflective awareness. Learners
increasingly articulated observations about their language
use, task strategies and areas requiring improvement. Rather
than focusing exclusively on surface-level errors, students’
reflections frequently addressed broader learning processes,
including time management, task planning and strategy
selection.

The use of guided reflection prompts appeared to support
more focused and purposeful reflection. Students who
initially provided brief or descriptive responses gradually
produced more analytical reflections, demonstrating increased
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awareness of how feedback related to learning objectives.
This progression reflects the «role of scaffolding in
developing reflective competence among undergraduate learners
(Moon, 2004, p. 137).

Another observable outcome was the gradual increase in
learner responsibility for learning outcomes. Through
repeated engagement with reflective feedback cycles, students
became more accustomed to evaluating their own performance
using provided criteria and self-assessment tools. This shift
reduced reliance on teacher explanations and promoted
independent decision-making regarding revisions and learning
goals.

Learners demonstrated greater initiative in identifying
areas for improvement and proposing concrete actions, such as
revising specific language structures or practising targeted
skills outside class. These behaviours are consistent with
models of self-regulated learning, which emphasise learner
control over goal setting, monitoring and adjustment
processes (Hattie & Timperley, 2007, p. 86).

From the instructional perspective, the methodology
influenced the nature of teacher feedback. Feedback comments
increasingly prioritised clarity, process-oriented guidance
and reflective gquestioning over exhaustive error correction.
This adjustment supported more efficient feedback practices
by shifting some interpretive responsibility to students.

The structured format of reflective feedback tools
facilitated consistency across tasks and reduced the need for
repetitive explanations. Over time, feedback interactions
evolved into more dialogic exchanges, particularly during
follow-up discussions and consultations. These observations
correspond with research highlighting the pedagogical value
of dialogic feedback in higher education settings (Carless,
2016, p. 402).

The implementation of the reflective feedback methodology
demonstrated that reflective practices can be integrated into
undergraduate EFL classrooms without fundamental changes to
course structure or assessment frameworks. While initial
implementation required explicit instruction and modelling,
subsequent cycles 1indicated increased student familiarity
with reflective processes.

Overall, the observed outcomes suggest that reflective
feedback can function as a sustainable pedagogical practice
that supports engagement, reflection and learner
responsibility within regular instructional conditions. These
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results provide a basis for further empirical investigation
and support the methodological value of structured reflective
feedback in undergraduate English language education.

Discussion. The observed changes in student engagement
with feedback suggest that reflective feedback functions as
an effective learner-centred practice 1in undergraduate
English language classrooms. By requiring students to
actively interpret feedback and articulate their learning
processes, the methodology shifts feedback from a product-
oriented evaluation to a process-oriented learning activity.
This shift corresponds with contemporary feedback theories
that conceptualise feedback as an interactive and dialogic
process rather than a unidirectional transmission of
information (Carless, 2016, p. 401).

The integration of reflection prompts appeared to support
learners in making sense of feedback beyond surface-level
corrections. This finding 1s consistent with formative
assessment models emphasising the importance of learner
involvement in feedback uptake and meaning-making (Nicol &
Macfarlane-Dick, 2006, p. 205). Within this framework,
feedback becomes an instructional tool that facilitates
engagement, rather than a post-task commentary detached from
subsequent learning activities.

The results indicate that structured reflection
contributes to the development of metacognitive awareness
among undergraduate EFL learners. Students’ increasing
ability to analyse their learning strategies, identify
challenges and plan improvements reflects the role of
reflection as a cognitive bridge between experience and future
action (Kolb, 1984, p. 42). This aligns with Moon’s assertion
that guided reflection supports deeper levels of learning by
encouraging analytical rather than descriptive engagement
with experience (Moon, 2004, p. 137).

Importantly, the findings suggest that reflective
competence does not emerge spontaneously but requires
explicit scaffolding. The gradual improvement in the quality
of student reflections highlights the pedagogical necessity
of structured prompts and consistent modelling. This supports
previous research indicating that reflective practices are
most effective when learners are guided in how to reflect,
particularly in higher education contexts where students may
have limited prior experience with reflective learning (Boud
& Molloy, 2013, p. 705).

The methodology also appears to contribute to the

1 1 2 This work 1s distributed under the terms of the Creative
Commons Attribution—-ShareAlike 4.0 International License
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development of learner autonomy through repeated engagement
with self-assessment and goal-setting activities. By
encouraging students to evaluate their own performance
against transparent criteria, reflective feedback supports
key dimensions of self-regulated learning, including
monitoring, self-evaluation and strategic adjustment (Hattie
& Timperley, 2007, p. 86).

These observations reinforce the argument that feedback
practices should not merely inform learners about past
performance but should actively support future learning
decisions. Within undergraduate EFL instruction, where
learners are expected to assume increasing responsibility for
their academic development, reflective feedback offers a
pedagogically appropriate mechanism for fostering autonomy
without reducing instructional support.

From a methodological perspective, the primary
contribution of this study lies in the systematisation of
reflective feedback as a coherent instructional framework
rather than an isolated activity. Unlike approaches that treat
reflection as an optional or supplementary practice, the
proposed methodology embeds reflective feedback within
regular classroom routines and assessment processes. This
integration addresses a frequently identified gap between
reflective learning theory and practical classroom
implementation (Hyland & Hyland, 2019, p. 9).

Furthermore, the methodology demonstrates that reflective
feedback can be implemented within existing curricular
structures without extensive institutional modification. By
aligning feedback stages with routine instructional tasks,
the framework supports sustainable pedagogical practice and
responds to practical constraints commonly faced by EFL
instructors, such as limited time and large class sizes.

While the methodology shows pedagogical promise, 1its
effectiveness may be influenced by contextual factors,
including class size, instructional time and student
readiness for reflective learning. The approach requires
initial investment in explanation and modelling, which may

pose challenges in highly exam-oriented contexts.
Additionally, the outcomes discussed in this study are based
on instructional observation rather than empirical

measurement, underscoring the need for further research
employing mixed or quantitative methods.

Future studies may explore the impact of reflective
feedback on specific language skills, learner motivation or
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academic performance, as well as its adaptability to online
or blended learning environments. Such investigations would
complement the methodological focus of the present study and
contribute to a more comprehensive understanding of
reflective feedback in EFL education.

Conclusion. This article has presented a structured
methodology for implementing reflective feedback in
undergraduate English language classes. Responding to
limitations associated with traditional, teacher-centred
feedback practices, the proposed framework integrates
reflection into regular instructional routines and positions
feedback as an active component of the learning process rather
than a terminal evaluative act.

The methodology contributes to EFL pedagogy by
systematising reflective feedback as a sequence of
interconnected stages, supported by practical tools such as
guided reflection ©prompts, feedback sheets and self-
assessment checklists. By embedding reflection within
formative assessment practices, the framework supports
learner engagement, metacognitive awareness and the gradual
development of learner autonomy. Importantly, the approach is
designed to operate within typical higher education
constraints and does not require substantial curricular or
institutional restructuring.

From a methodological perspective, the study offers a
practice-oriented model that bridges the gap Dbetween
reflective learning theory and classroom application. The
focus on instructional design rather than empirical
measurement allows the methodology to be adapted across
diverse undergraduate EFL contexts, including skills-based
and integrated language courses.

Despite its pedagogical potential, the methodology is not
without limitations. Its successful implementation depends on
students’ readiness for reflective learning and on teachers’
ability to scaffold reflection effectively. Consequently,
further empirical research is required to examine its impact
on specific learning outcomes and to explore its applicability
in digital and blended learning environments.

Overall, the reflective feedback methodology described in
this article provides a practical and theoretically grounded
framework that can inform both EFL teaching practice and
future research on feedback and reflection in higher
education.
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