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Abstract

Teacher professional growth is a reflective and contextual process shaped 
by both personal and institutional factors. This study aim investigates 
how reflective practice within school settings fosters professional de-
velopment, focusing on teachers’ experiences in a Lithuanian general 
education school implementing a unique personal professional devel-
opment (PPD) framework. Sixteen teachers participated in semi-struc-
tured phenomenographic interviews to explore their reflective experi-
ences. Analysis using phenomenographic methodology revealed three 
interrelated categories of professional growth: (A) changes driven by 
individual reflection, (B) collegial collaboration aligning personal and 
institutional goals, and (C) development enabled by the school’s organ-
isational framework. These categories form a recursive structure within 
the PPD framework, where each one supports and enhances the oth-
ers. This study emphasises Category A – reflection-driven growth – as a 
foundational method for learning from one’s own and others’ experienc-
es. Teachers who engaged in continuous, systematic reflection – linking 
theory and practice – demonstrated improved self-awareness, enhanced 
pedagogical practice, and a stronger professional identity. Key elements 
contributing to growth include personal attitudes, student-focused 
teaching, and emotional engagement in teacher-student interactions. 
The findings highlight the significance of structured reflective practice 
as a catalyst for sustained teacher development in school contexts. 
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Introduction

The modern world is marked by rapid changes and uncertainty. This 
demands continuous learning and adaptability. In this context, teachers 
play a key role – not only as knowledge providers but as reflective learn-
ers who grow professionally (Illeris, 2004; Korthagen, 2014, 2016; Kor-
thagen & Nuijten, 2022). As a result, growing attention is given to teach-
ers’ deeper professional growth, including personal change and identity 
development (Clarke & Hollingsworth, 2002; Evans, 2014; Taylor, 2020; 
Mockler, 2024). Traditionally, professional development involved short-
term external training – seminars, courses, or lectures – where teachers 
acted as passive recipients (Guskey, 2000). These rarely brought lasting 
changes in beliefs or behaviour (Korthagen & Vasalos, 2005). Newer re-
search frames professional development as a continuous and meaning-
ful process – professional growth. It includes knowledge development, 
self-reflection, and identity strengthening (Rodgers, 2002; Beauchamp & 
Thomas, 2009; Evans, 2014; Pylväs, Li, & Nokelainen, 2022).

Teachers grow by learning from experience, reflecting on practice, 
and aligning actions with student needs and personal goals (Clarke & 
Hollingsworth, 2002; Núñez Pardo & Téllez Téllez, 2015). Reflection 
plays a central role – it supports analysis, improvement, and value clari-
fication (Korthagen, 2001; Rodgers, 2002). Growth happens through in-
teraction with colleagues, students, and school context (Opfer & Pedder, 
2011). Thus, it involves both individual and collective learning, support-
ed by a strong professional culture (Hargreaves & Fullan, 2012; Dono-
hoo et al., 2020). Schools that build reflective cultures create favourable 
conditions for sustainable teacher development (Vescio et al., 2008; Put-
nam & Borko, 2000).

Professional growth is often seen as a key outcome of professional de-
velopment. It includes both external skill acquisition and internal change 
in thinking, values, and behaviour through reflection (Evans, 2014; Pyl-
väs, Li, & Nokelainen, 2022). It becomes an integrated process where 
learning and personal transformation reinforce each other. Despite this 
attention, teachers’ lived experiences of growth are still underexplored. 
Research tends to focus on formal training, neglecting self-reflection as 
a change driver in real school settings (Opfer & Pedder, 2011; Taylor, 
2020). It is therefore important to examine professional growth in con-
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texts where teachers reflect, collaborate, and act. Such environments fos-
ter genuine professionalism.

This article aims to contribute to the scholarly debate on teachers’ pro-
fessional growth by analysing the importance of reflection as an essential 
tool for learning from experience. The study is based on the view that 
professional growth is both a personal and social process taking place 
in an environment based on the specific context of the school. The prob-
lem research question: How does reflective practice within school settings 
promote teachers’ professional growth?

The aim of the research is to investigate teachers’ professional growth 
through reflective practice in the school context, analysing the signifi-
cance of reflection as a key method of learning from one’s own and oth-
ers’ experiences.

Theoretical background

Intersection of professional development and professional 
growth
In the scientific literature, the concepts of professional development 
and professional growth are often confused or used interchangeably, 
although their contents differ. Professional development is usually de-
fined as a career-long learning process covering both the development 
of knowledge and skills and the formation of value attitudes related to 
professional and personal abilities (Illeris, 2003). Many studies link pro-
fessional development to teachers’ learning in practice to achieve better 
student outcomes (Avalos, 2011; Postholm, 2012).

Professional growth, in contrast, implies a deeper identity change 
based on reflection and context. It is both an outcome and a goal of de-
velopment (Pylväs, Li, & Nokelainen, 2022). Growth is shaped by sub-
jective experience and supported by school culture—values, structures, 
and collaboration (Hargreaves & Fullan, 2012). Teachers grow through 
experimentation, reflection, and shared practice (Min et al., 2020).

Clarke and Peter (1993, p. 167) used the term ‘professional growth’ to 
emphasise that the teacher’s changes are the result of continuous profes-
sional learning. Clarke and Hollingsworth (2002), referring to Guskey 
(1986), developed an integrated model of professional growth that al-
lows interpreting the teacher’s growth process as a dynamic interaction 
between personal practice, external factors, and reflection. This interac-
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tion operates through the teacher’s experience, and professional growth 
is not only related to learning, but also to personal and collective mean-
ing-making practices. Finally, professional growth takes place in the 
social and material work environment, where the teacher’s individual 
experiences and perceptions of the environment determine the direction 
of his/her learning and growth (Pylväs, Li, & Nokelainen, 2022). The 
transition to a culture of continuous professional growth is a prerequisite 
for achieving long-term improvement of teachers and the entire educa-
tion system.

Professional growth through reflective practice
Professional growth involves intentional change in thinking, behaviour, 
and values. It reflects both skill development and personal transforma-
tion, where reflection plays a central role (Clarke & Hollingsworth, 2002; 
Evans, 2014). Teachers grow by analysing their actions, integrating the-
ory with practice, and learning from experience. In the late 20th century, 
teachers began to be seen as reflective practitioners. Reflection enables 
them to understand their work and improve it deliberately (Korthagen, 
2001). It helps explain decisions, adjust actions, and increase profession-
al satisfaction (Villegas-Reimers, 2003).

The teacher’s activity is inherently complex and multifaceted, there-
fore, reflection becomes an essential condition for the ability of teachers 
to solve professional problems and adapt to constantly changing edu-
cational conditions (Korthagen, 2001). Teachers’ reflection is necessary 
because of the constant encounter with situations of professional uncer-
tainty, when they have to act on the basis of hypothetical knowledge, 
intuition, and practical insights (Ferraro, 2000; Tarrant, 2013). In these 
conditions, reflective thinking allows teachers to make more appropri-
ate decisions, clearly understanding their consequences and applying the 
necessary changes. Reflection is often associated with critical thinking, 
which is significant in evaluating the teacher’s practice in various as-
pects, allowing for the identification of strengths and areas for improve-
ment (Larrivee, 2008; Riveros et al., 2012). Liu (2015) emphasises that a 
reflective teacher must critically evaluate not only his/her own actions, 
but also their reasons, goals, and expected changes, thus better under-
standing and managing his/her professional practice and improving his/
her professional identity.
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The importance of reflection increases even more in the context of a 
learning organisation. Collective reflection allows teachers to share ex-
periences and together solve problems arising in the educational process, 
thus strengthening community learning and cooperation (Segal, 2023). 
Team reflection allows one to avoid isolated learning, encourages the 
sharing of ideas, advice, and practices, and therefore helps teachers not 
only better understand their work, but also improve it more effectively 
(Ohlsson, 2013; Min et al., 2020). The importance of critical thinking 
in reflective practice is also emphasised by Liu (2015), who states that 
reflection allows teachers to rethink and reorganise their existing atti-
tudes and professional knowledge. Teachers are given the opportunity to 
move from automated acting to a conscious, deliberate, and purposeful 
teaching/learning process, which better meets the dynamic educational 
environment and the constantly changing needs of students.

Research methodology

Research context
This analytical process was strongly informed by the theoretical under-
pinnings of teacher professional growth as a reflective, identity-shaping 
process (Clarke & Hollingsworth, 2002; Korthagen, 2001). The chosen 
phenomenographic methodology aligned with this conceptualization, 
allowing us to explore variations in reflective experiences as both in-
dividually and socially constructed. The iterative comparison between 
empirical categories and theoretical constructs ensured that analysis was 
not only data-driven, but also theory-informed, thereby reinforcing the 
conceptual robustness of the findings.

The presented research was conducted in one Lithuanian general ed-
ucation school, where the Personal Professional Development (PPD) 
framework is consistently being developed. Its implementation was driv-
en by both internal needs, i.e., the desire to improve educational practic-
es referring to the analysis of student achievements, and external impuls-
es, i.e., nationally formed priorities for improving teacher qualifications. 
The school community, having assessed the impact of the CPI (Child’s 
Individual Progress) framework on student achievements, initiated a 
targeted systematisation of teachers’ professional growth, in which the 
responsibility for improvement was transferred to the teacher himself/
herself, while maintaining organisational support.
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The school’s PPD model differs from typical PD approaches in that it 
integrates reflection into daily practice at multiple levels—individual, 
group, and institutional—rather than relying on external training. This 
internal, recursive system positions teachers not as recipients of change 
but as active agents of their professional transformation, which is still 
rarely seen in national or international PD practices. The PPD model at 
the school was developed as a framework for reflective workplace learn-
ing based on collegial cooperation, continuous self-assessment, and 
practice improvement. The framework is organised at three levels: in-
dividual (setting personal development goals, reflections, consultations 
with the curator), group (thematic exchange of experience, integrated 
activities with colleagues), and institutional (internal and external train-
ing, cooperation with other educational institutions). Professional devel-
opment is understood as inseparable from everyday activities and taking 
place cyclically: planning – activity – reflection – corrections – activity.

The school consciously created a culture of support and trust that en-
couraged teachers to actively engage in learning processes, share good 
practices, initiate change, and experiment with educational practices. In 
this way, the PPD framework has become the axis of organisational cul-
ture, the main goal of which is to ensure both individual and collective 
professional growth. Based on this practice, the study aimed to reveal 
how teachers experience professional growth while participating in the 
PPD framework, how reflective practice activities are carried out that 
encourage them to analyse their experiences and learn from each other, 
and promote their personal and professional growth, and what ways of 
perceiving the phenomenon emerge when analysing these experiences.

Research participants
The study involved 16 teachers working at the same school. The par-
ticipants were selected according to the following criteria: pedagogical 
nature of work, qualification category, pedagogical experience (at least 
1 year), and stability of the workplace. The experience of the selected 
participants was diverse: their pedagogical experience ranged from 1.5 
to 25.5 years, and the qualification categories included teacher, senior 
teacher, and methodologist levels. Such selection ensured a diversity of 
research experiences and a conceptual analysis of the phenomenon.
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Data collection and analysis methods
The research is based on the phenomenographic methodology of qual-
itative research, the main goal of which is to reveal different ways of ex-
periencing and understanding the phenomenon under study (Marton, 
1986; Bowden, 2000). In this case, the professional growth of teachers, 
arising from personal experiences of participating in the PPD frame-
work, was examined. Phenomenography was chosen to not only describe 
the experiences of teachers, but also to conceptualise different notions of 
development in the learning workplace.

Data were collected using semi-structured interviews, which are 
considered the main phenomenographic data collection method. The 
interviews took place in a school environment chosen by the partici-
pants themselves, i.e., in an outdoor classroom, in the school garden, or 
inside the building. The teachers were asked what professional growth 
in school means to them and how they understand and interpret this 
process. They were also asked to share their professional growth expe-
riences, what feelings and experiences they had during the professional 
growth process, and what helped them understand that they had ‘grown 
up’. Each interview lasted 42–66 minutes, was recorded and later tran-
scribed. In order to ensure data accuracy, the transcriptions were sub-
mitted for review by the participants and anonymised only after their 
approval. During the interviews, the researchers sought to maintain the 
structure of the dialogue, and open-ended questions encouraged the 
participants to reveal their personal relationship with the phenomenon 
and the nuances of its understanding.

Data analysis was conducted following the steps of phenomenograph-
ic data analysis described by Åkerlind (2005). In the first phase, all the 
transcriptions were read several times, and primary themes reflecting 
the participants’ experiences were identified. The selected quotes were 
then grouped into a preliminary pool of meaning, interpreted both in 
relation to the individual transcript and in the context of the collective 
dataset. Following this, transcripts were compared side-by-side to iden-
tify similarities and differences in the participants’ experiences, ensuring 
that emergent categories were grounded in collective rather than indi-
vidual meaning, as recommended by Åkerlind (2005).

In the second phase, the thematic similarities and differences between 
different statements were searched for, primary categories were formed. 
These categories were subsequently revised to assess their internal con-
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sistency, and in the fourth phase, the space of the results was constructed: 
the interrelationships between the categories, their hierarchical struc-
ture, and the conceptual nature of the interaction were analysed. During 
the analysis, attention was maintained to both the referential (what the 
phenomenon means) and structural (how the phenomenon is under-
stood) aspects of the phenomenon.

Ethical aspects and reliability
In order to ensure the reliability of the research and the validity of the 
results, several quality criteria of qualitative research were applied. The 
reliability of the data is based on a consistent process of analysis, mul-
tiple readings of the texts, feedback from the research participants, and 
constant review of the results by comparing them with the original data. 
The validity of the results was ensured by contextual interpretation: each 
category was formed considering its relationship to the whole and justi-
fied by quotes from the participants.

The research was conducted in compliance with all ethical princi-
ples of social science research. All the study participants were informed 
about the aim, form, duration of the study and the voluntary nature of 
participation. Each participant signed an informed consent for partici-
pation, and anonymity and confidentiality were ensured: personal data 
were encrypted and identifying information was removed. Participants 
were given the right to withdraw from the study at any time, and the 
study material is used only for scientific purposes. In this way, the study 
aimed to ensure communicative validity, validity of data interpretation, 
and transparency of the study, and the phenomenographic analysis made 
it possible to reveal different ways of experiencing teachers’ professional 
growth in the context of the PPD framework. To increase transparency, 
coding was conducted by two researchers independently in the initial 
phase. They used inductive coding to identify descriptive expressions 
and then collaboratively developed the categories of description. Dis-
crepancies were discussed and resolved through dialogue to ensure in-
tersubjective agreement. Coding decisions were documented in an audit 
trail, allowing for procedural traceability and confirmability.
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Results

The results of the phenomenographic research revealed that the expe-
riences of the professional growth of teachers through participation in 
the school’s personal professional development (PPD) framework en-
compass three categories: A – changes determined by the teacher’s re-
flection as an experience of professional growth; B – collegial collabora-
tion while seeking coherence between personal and institutional goals; 
C – personal professional development enabled by the organisational 
framework. All categories intertwine, supplement, and develop each 
other, and they are all connected by the personal professional develop-
ment framework created and used at the school, which acts as a recursive 
structure. This article details and analyses Category A in more detail, 
justifying the significance and importance of reflection as an essential 
method of learning from one’s own and others’ experiences in school set-
tings. The six subcategories identified under Category A reflect key the-
oretical dimensions of reflective practice, such as self-directed learning, 
emotional self-regulation, and identity reconstruction. These elements 
resonate with Korthagen’s (2001) concept of core reflection and Clarke 
and Hollingsworth’s (2002) model of interconnected domains, providing 
a theoretical lens through which the qualitative differences in teacher 
experiences were interpreted (see Figure 1).
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Figure 1: Changes determined by the teacher’s reflection as an experience of 
professional growth: subcategories and their content (created by the author)

Each subcategory is based on the authentic insights of the research par-
ticipants, which reveal how professional reflection affects their identity, 
educational practice, and relationship with students and colleagues. The 
subcategories of analysis presented below, illustrated with specific quotes 
from the research participants, encompass reflection processes on vari-
ous aspects of professional growth, from the conscious pursuit of learn-
ing to the strengthening of emotional resilience:

Intentional pursuit of professional development through learning. The 
research data showed that teachers perceive professional growth as a 
continuous and purposeful learning process that arises from internal 
motivation and the desire to improve. This process is inseparable from 
the constant search for innovations, their application in practice, and the 
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promotion of critical thinking. Jorė describes it as ‘constant moving for-
ward, searching... and accepting innovations in your professional activity’. 
Professional development helps teachers adapt to modern educational 
challenges, strengthens their pedagogical self-concept, and increases job 
satisfaction. In addition, it allows for a better understanding of students’ 
needs and the effectiveness of educational methods. According to Emili-
ja, ‘you are forced to learn throughout your life’, which shows that pro-
fessional growth is understood as a continuous path leading to a deeper 
understanding of the teacher’s identity and vocation. Teachers also em-
phasise that professional growth provides an opportunity for self-reali-
sation through pedagogical activities, which helps maintain motivation, 
avoid routine, and contribute to students’ progress.

Integration of information acquired in formal training and contextu-
al information. Teachers emphasise that knowledge acquired in for-
mal training becomes valuable only when it is applied in practice and 
combined with individual experience. Roma notes that the acquisition 
of knowledge requires active participation: ‘you try, you pass it through 
yourself ’. Teachers apply a critical approach to the information received 
and select the information that is most relevant and appropriate to their 
educational context. Giedrė raises the question: ‘do we learn for certifi-
cates, or do we learn for knowledge?’, thus revealing a conscious approach 
to learning goals. Most teachers emphasise that the most effective learn-
ing situation is one where the content meets their daily educational chal-
lenges and is directly applicable. At the same time, the community di-
mension becomes important: sharing insights with colleagues helps to 
reflect on newly received information and integrate it more deeply. This 
strengthens not only professional knowledge, but also mutual coopera-
tion, and learning acquires a collective character, where knowledge be-
comes a common asset of the school culture.

Orientation toward students’ learning needs. The study revealed that 
orientation towards students’ learning needs is one of the most import-
ant objects of reflection. Teachers are constantly looking for ways to 
better understand students’ experiences and effectively integrate them 
into the teaching process. They try to observe students’ reactions, their 
emotional well-being, and cognitive abilities so that education is indi-
vidualised and meaningful. Roma notes: ‘the children themselves say: it’s 
more difficult for us here, we’re not doing well here, could you help?’, em-
phasising the importance of children’s voices in the educational process. 
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Teachers also admit that positive feedback from students motivates them 
to become more engaged in education, as Nomeda states, this ‘encourag-
es the best possible presentation of the material’. Such mutual interaction 
develops responsibility and pedagogical sensitivity and allows to create 
more effective education that meets the needs of the student. This di-
rection not only strengthens the effectiveness of education, but also the 
teacher’s professional identity, as it helps to experience pedagogical joy 
and satisfaction arising from students’ progress.

Professional identity transformation through self-assessment of personal 
progress and acceptance of change. Strengthening professional identity is 
a constantly reflected process related to the ability to self-assess, accept 
changes, and adapt to changing educational conditions. Teachers often 
identify the success of their activities through students’ independence 
and progress. Ieva observes: ‘if the teacher can ‘rest’ in the lesson and the 
children work... then everything is fine’. This shows that self-confidence 
stems from real educational outcomes. In addition, professional identity 
is formed through reflection, which allows one to become aware of the 
experience, assess the significance of changes, and plan further actions. 
Nomeda emphasises the importance of structure: ‘what I’ve been doing, 
what it means to me and the students, what I’m going to do next’. This con-
sistent model of reflection helps teachers strengthen professional con-
fidence and remain open to educational change. Identity changes with 
experience, i.e., every new situation, challenge, or success becomes part 
of the teacher’s self-perception. Therefore, the ability to reflect allows not 
only to adapt to changes, but also to consciously create one’s own profes-
sional identity, which combines personal goals and the requirements of 
the educational context.

Pedagogical interaction based on positive emotions. Teachers recognise 
that a positive emotional atmosphere in the classroom is one of the most 
important factors that promote learning and motivation. Reflection on 
the emotional relationship with students helps develop pedagogical sen-
sitivity and create trust-based communication and a safe environment. 
Giedrė reveals: ‘when they have fun, I have fun too’, emphasising the im-
portance of mutual emotional connection. Such an environment not 
only helps students feel good but also acts as a strong source of profes-
sional motivation for the teacher. In addition, reflection on the dynamics 
of lessons allows the teacher to better assess how emotions affect student 
engagement and educational effectiveness. Jorė’s self-analysis: ‘I’m recon-
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sidering myself, rethinking: well, how am I doing in classes?’ testifies that 
emotional engagement becomes a part of reflective practice and an im-
portant condition for professional development. Emotions become not 
only a result, but also a source of professional growth: their reflection 
helps to adjust the teacher’s behaviour, teaching style, and improves the 
relationship with students.

Strategies and methods for overcoming personal boundaries and obsta-
cles. Teachers often face professional challenges that cause stress, uncer-
tainty, and emotional discomfort. These experiences become an object 
of reflection, helping to shape resilience and self-regulation strategies. 
As Karina says: ‘it was scary... but with time, both that interest and that 
search helped’. Such experiences become part of professional maturity. 
Teachers actively look for ways to overcome negative emotions, use the 
support of colleagues, analyse their own behaviour and feedback. Brigita 
notes: ‘our community helps each other when needed’. This shows that col-
lective support and reflective practice not only help to address emotion-
al challenges but also strengthen a sense of community and long-term 
professional motivation. In addition, by reflecting on their own limits, 
teachers are able to identify their emotional needs, set realistic goals, and 
seek constructive solutions in stressful situations. Such practice allows 
maintaining emotional balance and ensures the sustainability of profes-
sional activity.

Professional growth in the teacher’s activity is a complex and constant-
ly changing process, based on reflection, internal motivation, conscious 
relationships with students and colleagues, and the ability to adapt to 
changes. Purposeful reflection allows not only to improve practical 
skills, but also to strengthen professional identity, create an inclusive, 
emotionally safe learning environment, and maintain high quality edu-
cation in the long term.

Discussion

The theoretical framework, particularly the model of professional growth 
by Clarke and Hollingsworth (2002), played a key role in interpreting the 
findings. These findings align with previous studies emphasising the role 
of reflection in teacher learning (e.g., Korthagen, 2001; Rodgers, 2002), 
but this study extends the literature by focusing on how reflection is sys-
tematically embedded within an institutional culture. Unlike many other 
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studies that examine fragmented or individual PD initiatives, this paper 
demonstrates how a structured school-wide PPD framework fosters on-
going identity transformation and collaborative growth. Each identified 
category was cross-validated with this model, revealing how individual 
reflection, collaboration, and institutional support interact dynamically. 
This alignment supports the analytical claim that professional growth 
emerges at the intersection of personal agency and contextual affordanc-
es. The results of the study confirm the provisions set out in the theoret-
ical justification that reflective practice is an essential condition for pro-
fessional growth. In the study, teachers described professional growth as 
a continuous process based on self-regulation, during which a new pro-
fessional quality is formed through reflection from experience. This cor-
responds to the statements of Korthagen (2001) and Rodgers (2002) that 
reflection allows the teacher not only to understand the meaning of his/
her activities, but also to systematically change them in order to achieve 
better quality of education. The participants’ statements, expressing the 
need for continuous learning, self-assessment, ability to overcome chal-
lenges, and self-realisation, correspond to the concept of professional 
growth as an in-depth phenomenon based on identity changes (Evans, 
2014; Pylväs, Li, & Nokelainen, 2022). This means that growth does not 
take place through formal in-service training courses, but through re-
flective participation in the educational process. Such reflective activity 
at school turns into an action that has acquired personal significance, 
which changes not only the external forms of practice, but also the teach-
er’s attitude, beliefs, and professional identity (Clarke & Hollingsworth, 
2002; Taylor, 2020; Korthagen & Nuijten, 2022).

The practice of reflection turned out to be extremely important for the 
formation of professional identity. The research data show that teach-
ers tend to identify with their pedagogical role when they can reflect on 
students’ achievements as a result of their work. Such identity dynamics 
are based on the assumption that the perception of oneself as a teacher 
changes through constant reflection on the relationship with students, 
colleagues, and content (Beauchamp & Thomas, 2009; Korthagen & Nu-
ijten, 2022). This confirms that reflection is not just a way of analysing 
information, it is an essential mechanism for identity formation. Also, 
an important observation is that teachers not only reflect individually, 
but also use collective reflection, sharing experiences, and looking for 
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solutions together with colleagues. This aspect is closely related to the 
importance of the professional community highlighted by Hargreaves 
and Fullan (2012): a culture of reflective practice in school strengthens 
cooperation and support and creates conditions for sustainable change. 
Donohoo et al. (2020) highlight that schools that develop reflective col-
lective competence provide an environment for deep learning, and the 
results of the study empirically support this principle. Significantly, the 
teachers who participated in the study identified emotional engagement 
and positive interactions with students as important sources of growth. 
Reflecting on the emotional climate of the lessons and the students’ re-
sponse, they experienced professional satisfaction and motivation. The 
results are consistent with Korthagen and Vasalos’ (2005) statements 
about teachers’ core reflection, where emotional experiences act as a ba-
sis for changes in values and behaviour. Emotional reflection becomes a 
bridge between professional and personal growth, which confirms the 
integrality of reflection in the entire educational process.

Another important outcome is the ability to critically evaluate the in-
formation received in formal training courses and apply it in real-world 
situations. Teachers do not accept new information uncritically but rath-
er transmit it through the prism of their own experience and context, 
which coincides with Putnam and Borko’s (2000) statement that effective 
professional learning only occurs when knowledge is relevant, applica-
ble, and reflected in real practice.

In conclusion, it can be stated that the study empirically substantiates 
the model of professional growth as a reflective, contextual, and dynamic 
process. This supports the model of professional growth proposed by 
Clarke and Hollingsworth (2002), in which reflection acts as a media-
tor between personal practice, external influences, and outcomes. The 
teacher’s growth takes place in a constant interaction between inner 
thinking and outer action, and reflection, both individual and collective, 
is a necessary condition for this interaction.

Conclusion

The results of the study lead to the conclusion that reflective practice 
is one of the essential factors of teachers’ professional growth. Profes-
sional growth is manifested through continuous learning, retrospective 
reflection, strengthening of professional identity, and the ability to adapt 
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to the dynamic educational process. The teachers who participated in 
the study perceive professional growth not only as the improvement of 
knowledge or skills, but also as a deeper personal change, the basis of 
which is self-reflection, emotional engagement, and conscious relation-
ships with students and colleagues.

The most important contribution of the study is that the empirical data 
support the concept of professional growth as a dynamic, multi-layered 
process related to three interrelated areas: individual reflection, collegial 
cooperation, and organisational support. These factors work synergisti-
cally and create a favourable environment for teachers’ professional de-
velopment.

These results reflect broader educational trends promoting teacher 
agency, identity-focused development, and school-led innovation in 
professional learning. The study’s insights could inform policy develop-
ment, especially in systems seeking to decentralise teacher learning and 
embed reflective practices within school culture as a strategy for sustain-
able educational improvement. Reflection helps teachers not only solve 
educational challenges, but also maintain professional motivation, create 
an emotional connection with students, and maintain professional re-
silience. A reflective approach to everyday practice becomes an integral 
condition for high-quality pedagogical work, which paves the way for 
not only individual but also systemic educational change.

Future research and limitations

Future research could expand this topic in several directions. First of 
all, it is worth investigating professional growth processes in different 
school contexts – institutions of different cultures – in order to identify 
contextual factors that influence the effectiveness of reflective practice. It 
would also be appropriate to develop long-term (longitudinal) research 
to reveal the development of professional growth over a longer period of 
time. It would make sense to analyse the forms of reflection and their im-
pact more broadly, ​​for example, how individual, interpersonal, or collec-
tive reflection differ, what their advantages and disadvantages are in var-
ious pedagogical situations. It is also possible to explore how reflection 
affects specific aspects of education, for example, student inclusion, as-
sessment methodologies, use of digital technologies. It is recommended 
to include mixed research methods (quantitative and qualitative), which 
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would allow assessing the impact of reflection not only by subjective but 
also by objective indicators. This would help to substantiate the value 
of reflective practice not only from the perspective of teachers, but also 
from the perspective of the quality of education.

Despite the valuable insights, the study has certain limitations. First, 
the study sample was small (16 teachers), therefore, the results cannot 
be broadly generalised. The participants are from one educational insti-
tution that already had a reflective practice support framework in place, 
therefore, their experiences may be partly exceptional. Such contextual 
specificity limits the possibility of directly transferring the obtained find-
ings to other settings. Second, data were collected using only one meth-
od, semi-structured interviews. Although this method allows to delve 
deeper into subjective experiences, additional data triangulation would 
strengthen the reliability of the study and help to better understand how 
reflection manifests itself in practical activities. The research conducted 
is focused on the qualitative aspect, therefore, it lacks quantitative data 
on the effectiveness, systematicity, or impact of changes on student ed-
ucational outcomes. The school’s already well-established reflective cul-
ture may have shaped participants’ perceptions and responses, potential-
ly amplifying the effects of the PPD framework. This raises the possibility 
of context-dependent bias. Future studies should critically examine how 
less supportive or more hierarchical school cultures influence reflective 
practices and teacher growth to evaluate the transferability of findings.
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