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Element 1

Evaluation of two reflective models:
Gibbs and Rolfe

[bookmark: _Hlk42975799]Personal and professional development are the sole reasons for reflective practice. Reflection is used as a tool to analyse and evaluate one’s own practice. From this, the practitioner can then plan how to improve (Schön, 1983). Models of reflection support reflective practice and dozens of these exist (Hargreaves and Page, 2013).
Practitioners who are new to reflection would benefit from models that offer a step by step guide (Johns et al., 2013). It could therefore be argued that Gibbs’ and Rolfe’s cyclical models of reflection would suit these practitioners. Schön (1983) stresses that through experience of reflective practice practitioners’ will develop and improve their skills in reflection.
Hargreaves and Page (2013) describe Gibbs’s clear, six stage model of reflection as being suitable for most professions and settings due to its simplicity and would benefit individual reflection as well as reflection with others. Similarly, Rolfe’s minimal, three step model of reflection is based on three questions ‘What? So what? What next?’ making it is so basic that it is done naturally without realising that a model is being followed, making it easy to use (Dawson, 2012).
Rolfe’s model offers an order to follow to support and guide reflection using broad question to make it adaptable. This allows the practitioner to use the model as they see fit within their time limits (Skinner and Mitchel, 2016). The practitioner must be able to select a model that will support them most effectively (Johns et al. 2013; Hargreaves and Page 2013) and suit their preferred learning style to support them in engaging in worthwhile reflective practice (Hargreaves and Page, 2013). The model used must also be relevant to the experience (Jasper, Rosser and Mooney, 2013). It could be argued that Rolfe’s model can be shaped and expanded to suit the individual circumstances of the user by using a range of supporting questions to deepen the reflection. These questions demonstrate flexibility and include optional questions about the feelings of all persons involved in the event. Therefore, it does not require the individual to focus on their own feelings (University of Cumbria, 2016). 
Gibbs’ model of reflection includes a stage that concentrates on feelings which supports practitioners to learn from their experiences (HusebØ, O’Regan and Nestel, 2015). However, not everyone finds it easy to discuss their feelings and would find this element difficult to engage with, especially as it only focuses on the reflector and not the feelings of others (EPM, 2019).
Reflection is holistic and broad but step-by-step models of reflection encourage the practitioner to focus on completing every stage merely to complete the task rather than thinking outside the box. It is not necessarily as straightforward as following a set of steps, although; a step-by-step model may benefit practitioners who have little or no experience with reflective practice and support them developing this skill (John’s et al. 2013). This suggests that Gibbs’ model may not support genuine reflection. True reflection does not come from being forced, according to Dawson (2012), which suggests that due to the feelings element Gibbs’ model might not be a preferred or beneficial for some practitioners. Furthermore, Dawson (2012) also stresses that if the practitioner becomes apprehensive towards reflection then this will cause them to justify weaknesses in their practice rather than identifying them as an area to improve. 
However, the feelings element is not unique to Gibbs’ cycle. Other practitioners in the field of reflective practice, such as Kolb, considered feelings as a worthwhile element of reflection because reflecting on feelings can impact one’s behaviour or practice (The Open University, no date). 
Hargreaves and Page (2013) imply that Gibbs’ cyclical model supports reflection after the event. Cambridge International Education Teaching and Learning Team (no date) confirm that Gibbs’ cycle supports reflection after, not during, the event. Therefore, this model supports the ‘reflection on action’ element of Schön’s theory which refers to reflecting on the event after it has taken place.
[bookmark: _Hlk42872299]According to Kelsey and Hayes (2015) Rolfe perceives models or frameworks of reflection as too controlling which is evident in his simple model. Rolfe (2014) states that Schön, who did not promote the use of models of reflection, viewed reflection as something that practitioners do rather than a thought process that takes place following the event. This suggests that Rolfe’s model was influenced by Schön’s reflection in action and reflection on action theory. As the ‘what? So what? Now what?’ model is so basic, with only three simple questions, one does not need to refer to it in order to reflect (Physiopedia, no date), suggesting that this model is more suitable for reflection in action than a model with more steps, such as Gibbs’ model. However, reflection in action requires prior knowledge and experience to predict likely outcomes and respond appropriately to achieve the best outcome (Enfield and Strasz, 2011). 
The “What? So what? Now what?” model also supports reflecting on an event after it has happened. These questions support the individual to analyse the event and identify whether they had a fixed or growth mindset and how it affected the outcome. This helps identify how they can improve or do something differently next time to develop and encourages a growth mindset, which is beneficial as a fixed min dset hinders development (U of G Library, 2018).
Dweck (2015) stresses that the growth mindset of a practitioner has a significantly positive impact on their pupils' development. This is because a growth mindset allows the practitioner to believe that children's ability is not fixed and can be developed. These practitioners are more likely to be open to reflection and seek and take part in professional development than those who have a fixed mindset. Importantly, supporting children to develop a growth mindset will encourage a positive attitude and help them to progress. It could therefore be argued that Rolfe’s basic model would also support children to reflect and develop a growth mindset.
In conclusion, reflection is a valuable tool that supports practitioners' professional development to continually improve the quality of provision and support given to families in the early years; which improves their prospects for the future. Both Gibbs’ and Rolfe’s models offer structure to aid reflection. Gibb’s more structured model can be used to reflect after the event, with a focus on feelings. Rolfe’s model is simplistic and offers flexibility to reflect in the moment in order to decide how to act as well as reflect after the event. Whilst it does not focus on feelings it is adaptable and expandable and therefore can accommodate those who find it beneficial to discuss their feelings. 
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Reflections 
on Early Years PracticeIntroduction
[bookmark: _Hlk41775167]Hargreaves and Page (2013) state that reflective practice began in the 1980’s with Donald Schön’s theory. Schön placed importance on one’s own knowledge, and being aware of that knowledge, stating that evidence helps in many ways but does not help us in all circumstances. However, Smith (2016) states that the work of Schön, and others, merely supports the work of Dewey who began to explore the practice of reflection much earlier than Schön.
Knowledge and experience support professional practice. In the educational profession the practitioner relies on learning through the experiences gained in practice as well as knowledge gained through academic study. It is argued that reflecting on experience and practice supports personal development. Bleach supports this further by stating “reflective practice and ongoing professional development for staff are regarded as central to ensuring high standards of quality provision in early childhood care and education (ECCE) settings” (Bleach, 2014, Introduction).
The importance of reflection in the early year
Reflection is used in all professions to aid personal and professional development (Hargreaves and Page, 2013). In the early years settings reflective practice not only aids performance management to improve the practice of the individuals but supports the overall improvement of a whole-school approach to planning and helps raise standards in education (Zwozdiak-Myers (2018).
In the early years settings practitioners reflect by firstly thinking about, or discussing, their practice to highlight the positive areas of their practice and identify areas that require development. More importantly, the key to personal and professional development is responding to these. Finding ways to develop improves the quality of the service and provision practitioners provide within the setting. This ultimately benefits the children they work with, which is the main aim of reflection in the early years (Lindon, 2012).
Similarly, (Yeung, 2018) states that effective reflection by practitioners will create a generation of better teaching that will positively impact today's generation of children. With experience, according to Lindon (2012), practitioners will become more confident and able to reflect on their professional practice in more depth. These practitioners can assist less experienced practitioners to develop their skills in reflection.
It is believed that the educational system can develop by improving practice through the deeper and more skilful reflection of practitioners. Through reflection and teamwork targets can be achieved in improving early years education services and provision. Finland is an example of a country that demonstrates this and has been recognised for their use of reflection and continual professional development through learning opportunities (Venninen et al., 2012).
Bleach (2014) states that practitioners within childcare settings felt that their role was considered low skilled and was undervalued, but reflection had a positive effect. Reflection can help develop the confidence of practitioners and increase motivation, according to the Care Council for Wales (2016). Early years practitioners play a vital role in supporting children’s development which sets them in good stead for the future. This is demonstrated in the REPEY project. The REPEY (Researching Effective Pedagogy in the Early Years) project (Siraj-Blatchford et al, 2002) illustrates that professional development enables the practitioner to provide quality provision. Results from a survey undertaken by 46 childminders showed that 61% had qualifications of NVQ level 3 or higher, 17% were progressing towards a Certificate of Childminding Practice (CCP) qualification at level 3 and the majority of the remaining 22% did not have qualifications. 
An example of settings that recognise and value the role of the practitioner is the Flying Start, multi-agency programme. Designed to support preschool children from disadvantaged communities in Wales, Flying Start recognises the importance of highly skilled and knowledgeable practitioners and values reflective practice. Staff are given time for reflection, shared discussions and provide training to support their development which is vital in continually improving the overall quality of the setting and the service provided to children and their families (Welsh Government, 2014). Through the positive relationships Flying Start practitioners build with families, they can gather feedback about their provision from families to support reflection (Welsh Government, 2014; Welsh Government 2017). The EPPE project demonstrates that a high standard of provision improves the future prospects of the children who attend that setting. This is vital in breaking down the social inequalities and providing children from disadvantaged backgrounds with a better head start to education (Sylva et al. 2004). It should also be mentioned that growth mindsets promote a ‘can do’ attitude which supports effective reflection and personal development and inevitably impacts the quality of provision (Dweck, 2015). Therefore, reflection and continual development of practitioners is crucial in securing a better future for children.
Practitioners who demonstrate dedication to personal and professional development continually reflect on their practice and act upon this by actively seeking to gain more knowledge within their field and continually search for new ideas and methods to improve their practice (Zwozdiak-Myers, 2018). Care Council for Wales (2016) state that observing and shadowing colleagues, e-learning, mentoring and visiting other settings contribute to continual professional development.




How can we reflect on practice?
Zwozdiak-Myers (2018) suggests that using questions enables practitioners to think about their practice in different ways. By asking questions about what you did, in detail, helps the practitioner look at many elements of their practice in a certain situation in order to find what areas of practice that need to be improved. Practitioners should think about why they made the decisions they made during the situation. Finally, the practitioner can ask themselves how they could change and improve their practice next time and creating personal targets to aim for in order to develop their professional practice.
Whilst Dawson (2012) does not agree that reflective practice requires reflective models, nor does it require lengthy periods of time, one might find it useful to follow a reflective model. Reflective models might be a helpful guide for those who are new to reflective practice (Johns et al., 2013). Kolb, Gibbs and Rolfe are just a few examples of models of reflection. Links to more information about these can be found in the further reading and information section. 
However, it is worth noting that although reflective models can be used as a guide, practitioners must concentrate on reflecting on practice with the purpose of developing and not simply to complete a task as this may not be effective (Dawson, 2012). Middleton (2017) stresses that the use of reflective models may force the practitioner to think in a certain way. By removing the model, it may allow the individual the freedom to be more creative and open their mind to focus on their individual experience. Similarly, Johns et al. (2013) states that reflective models may encourage the practitioner to supress their creativity when reflecting by following the model exactly, and might not ‘think outside the box’, because they feel they have to stick to the model in order to complete the task of reflection. This suggests that it is up to the individual to reflect in a manner that is most effective for them, by using their own method or by selecting a model themselves that is personally suited to them as an individual. 

Further reading and information
Kolb and Gibbs: https://www.cambridge-community.org.uk/professional-development/gswrp/index.html#:~:text='Reflection%2Din%2Daction','reflection%2Don%2Daction'&text=Sch%C3%B6n%20(1991)%20distinguishes%20between%20reflection,can%20still%20benefit%20the%20learning
Rolfe: https://my.cumbria.ac.uk/media/MyCumbria/Documents/ReflectiveModelRolfe.pdf
Continuing Professional Development Principles for the Early Years and Childcare Workforce in Wales: https://socialcare.wales/cms_assets/file-uploads/Early-years-CPD-principles.pdf

Barriers to reflection
Motivation
Workload and time constraints contribute to demotivation. Motivation is required to undertake worthwhile reflection because forced reflection is not effective (Dawson, 2012). 
Mindsets
Growth mindsets, according to Dweck (2015), allows the practitioner to be open to new ideas and learning that supports personal and professional development. Whereas fixed mindsets do not support growth. This suggests that fixed mindsets do not allow for effective reflection. 
Confidentiality
According to Hargreaves and Page (2013) confidentiality may determine whether a practitioner can record their reflective practice. One might argue that a sensitively written record can be kept whilst maintaining confidentiality by omitting names and storing the records in a safe location to observe the General Data Protection Regulations (Information Commissioner’s Office, 2018). 
Time
According to Yeung (2018) stresses that in order to properly reflect on professional practice the practitioner requires ample time. Workload can also eat into the time practitioners have to reflect in work but Yeung states that time should be used productively. Worthwhile reflection can be done, for example, during the daily commute. Though, Yeung does state that his commute is a lengthy journey, partly by train which may allow him to reflect effectively. However, Bassot (2015) stresses that effective reflection must be well a well-planned and focussed activity that cannot be rushed.
Practitioners role in supporting children to reflect
Cavilla (2017) states that learners may perceive reflection, such as self-assessment, as the adult judging them. Reflection supports children in recognising what they have achieved and how they can progress, which promotes motivation. The focus should be the child's strengths. Highlighting their strengths clearly shows them where to focus their attention and to build on these strengths. It is suggested that reflection should be planned and purposeful. 
For children to recognise when they do not understand something, they need to be at a metacognitive level that comes at a later primary school age, suggesting that children in the early years will not have developed this ability yet. However, Dowling (2012) suggest that children as young as three years old begin to reflect in a different way, on a more basic level. They do this by using their developing language skills to communicate something that they have experienced by thinking about what happened and sequencing events. These language and reflection skills can be developed with the support of the practitioner who can encourage deeper thinking by asking questions, sharing ideas and engaging in conversation, also known as sustained, shared thinking. Similarly, Siraj-Blatchford et al. (2002) also placed importance on developing children’s language skills through conversation. Welsh Government (2010) outlines questions that practitioners can use to encourage reflection in order to develop a deeper understanding and develop metacognitively.  

Gibbs’ model of reflection
A model of reflection can support reflective practice (Hargreaves and Page, 2013). An example of this is the Gibbs’ cyclical model of reflection.
[image: Gibbs' Reflective Cycle | Career Skills Training from EPM]
(EPM, no date)
Schön’s Theory 
Schön’s theory (Schön, 1987; Enfield and Stasz, 2011) was that reflection can take place in action and on action.
In action refers to acting on the spot during the event or activity to help achieve the desired outcome. This requires experience and knowledge in recognising when to change what is happening or when to intervene as well as being able to predict the end results of certain scenarios. 
On action refers to reflecting after the situation has occurred to evaluate, analyse and find ways to develop. 

Group reflection
Reflective practice is also effective when colleagues reflect together (Bassot, 2015; Venninen et al. 2012; Dawson, 2012). This can be done, according to Venninen et al (2012), by openly discussing and evaluating their practice, sharing experiences and ideas as well as discussing their own views and learning the views of others. Peer groups help practitioners to view their practice from alternative perspectives and supports them in developing their own perspective. Although reflection is not a problem-solving tool it is a way to review practice and reflecting with others allows practitioners to reflect in more depth and support each other in developing new ideas to develop and improve their practice. Through this deeper reflection, practitioners can gain a better understanding of how their practice impacts the children they work with. By working with colleagues, practitioners can plan and put into place improved working practices tailored to support the individuals in their setting. Bleach (2014) stresses that reflective practice enables practitioners to understand more about themselves, their practice and their professional role. It also supports practitioners to develop their sense of professional identity, especially for those working in childcare settings. This gives practitioners confidence and motivation and ultimately has a positive effect on the service and provision they provide. 
Bassot (2015) states that there are various types of groups that can reflect together. Examples of these include:
Triads – A group of three people who may carry out role play scenarios.
Peer support groups – This group may not be attended by more senior member of staff. Peer support groups provide an opportunity to informally meet with peers to share ideas, voice opinions, talk about practice and offer each other support. One might agree or expect that this type of group reflection is commonplace in schools. 
Group supervision – Overseen by senior members of staff, group supervision takes place in small groups where other views can be considered to enable deep reflection that focusses on success. 


[bookmark: _Hlk42806619]Element 3 
[bookmark: cysill]Reflective log
	
Brief description of the activity 

	CVC (consonant, vowel, consonant) word hunt:
A group of eight children had to find CVC word cards hidden around the year one outdoor area. Children then had to practice sounding out the words they found and practice blending sounds to read words. 


	
Aim/Objective of the activity

	The objective was to develop phonological awareness and decode CVC words to develop reading skills as outlined in the Reception reading strand (the level the children in this group are working towards) of the literacy, language and communication skills area of learning in accordance with the Foundation Phase Framework (2015).


	
Your role

	· My role was to plan and prepare a 30 minute activity to support children reading words. 
· I referred to recent assessments to determine the most appropriate words to focus on which were CVC words.
· Before the activity took place, I ensured the resources and the outdoor area was safe to use.
· I ensured that the activity was prepared, with resources in place before the children arrived at the activity to utilize the allotted time.
· During the activity I ensured the safety of all children.
· I assisted children in reading the words by helping them track the sounds with their finger. I supported them in blending the words together to read the word.
· By observing, I was able to determine whether each child was engaged and able to participate. I was able to step in when required. Also, I was able to adapt the task, when appropriate, to better suit the level of each child.
· I carried out observations, engaged in conversation to gauge the child’s understanding (and asked questions) and recorded notes to assist the shaping of future activities and practice.
· Afterwards, I discussed the activity with the class teacher and added to my notes. I recorded her feedback and recommendations. 


	
Positive aspects – why?  How could these be developed further?

	· Being prepared helped the children engage straight away. 
· In order to meet the needs of all the individuals in the group I was able to reflect in action by adapting the activity quickly when I noticed that the children would benefit more from less/more challenging words, depending on the level the individual is working towards. My prior knowledge and experience helped with this. By writing new words on the blank cards I was able to improve the activity. However, had those words been pre-written I could have utilized the time better to maximise learning potential.
· The activity was simple for the children to understand. All children enjoyed the activity and gave positive feedback. They especially enjoyed the physical element of being able to run around. However, the area was small, and children were unable to move as freely as they perhaps wanted. Therefore, this activity would benefit from a larger space.


	
Challenging aspects – why?  Link to your own practice.

	The challenging aspect of this activity was that the group was of mixed ability. This meant that I had to have words at various levels to ensure that all children would benefit. However, I was able to quickly adapt the task to suit the needs of the individuals.


	
What knowledge did you demonstrate?

	I demonstrated my knowledge of the Foundation Phase Framework (2015) and knowledge of supporting children to develop phonological awareness, blend sounds and reading skills. This knowledge was gained through:
· training of literacy interventions developed by the local council,
· training of literacy and language programmes that are recognised nationally,
· workshops,
· observing demonstrations and colleagues,
· discussions with colleagues,
· experience of following various interventions and programmes and trying new ideas,
· feedback from appraisals and discussions after professional observations.
I also demonstrated by knowledge of my role in accordance with the school’s health and safety policy by ensuring the area and resources were safe and free of obvious danger.


	
What skills did you demonstrate?

	I demonstrated patience and effective behaviour management by maintaining a calm manner, giving clear instructions and using the school’s behaviour warnings procedure fairly when required.

	                             
Which values did you demonstrate?

	I demonstrated equality as all children were treated fairly and were given the support they required to develop their own skills and progress. I demonstrated loyalty and commitment by providing this activity which the children requested, by building on previous sessions and continually striving to maximise their learning and development. 
I demonstrated a growth mindset by maintaining positivity and promoting a positive ‘can do’ attitude when encouraging less confident children through the activity. 

	
What could be done differently in future?  Why?

	Next time, this activity or similar activities could take place in a larger outdoor space to allow children to move more freely. 
I will have more words prepared to support the activity should it require adjusting to become more/less challenging.
In the future I will encourage children to work together more as a team or in two’s or threes to support each other. 



Element 4
Personal Development Plan
	Area for further development 
	
Why?
	
How?
	
Who/Where?
	
When?

	Improve academic writing
	To achieve higher results for assignments in order to gain a degree in Early Years Education and Care with a minimum 2:1 result. 
	· Review feedback from assignments and contact the marker for further feedback if the result was lower than expected or if I need further guidance. 
· Arrange a tutorial with the current module lecturer.
	· The marker of the last assignment


· Current module lecturer – Natalie Macdonald
natalie.macdonald@uwtad.ac.uk

	· Within one week of receiving my results.

· By 07/06/20 in order to review my work before the next assignment deadline of 14/06/20

	Improve referencing 
	To improve my results in assignments to gain a 2:1 degree.
	· Keep the Harvard referencing handbook to hand. 
· Ask for help with referencing when needed. 

	· Referencing handbook.
· Module lecturer at the time.
	Continuous/on-going

	Research and read a wider range of reading materials.
	To improve the details and depth of my assignments to improve my results in assignments to secure a 2:1 degree.
	· Plan my time well in advance so I can spend more time finding appropriate sources of information at the local library and online.
· Reserve books sooner from the university’s library to ensure I can access them and arrange when to collect and return them due to the distance of the journey I will need to take from Cardiff to Swansea.

	Cardiff Central Library
The Hayes, Cardiff CF10 1FL

Y Fforwm,
Island Road,
Swansea
SA1 8EW


	Ongoing - before each new module. 

	Achieve degree level qualification in Early Years Education and Care
	To progress onto a relevant course to become a teacher.
	· Ask questions or ask for tutorial when unsure about assignment. 

	· Module lecturer

	Continuous/on-going

	Find out what courses are available to me after I graduate
	To gain qualified teacher status and employment as a teacher.
	· Contact careers service at University of Wales Trinity Saint David.
	


Val Davidge: 
	By 20/06/20 

	Gain higher GCSE’s in English and Maths
	My current English and Mathematics grade C may not be enough to gain entry on to a PGCE or other course that would enable me to become a teacher. 
	· Contact careers service at University of Wales Trinity Saint David to find out my options.
	val.davidge@uwtsd.ac.uk
	By 20/06/20 and apply when relevant to do so. 
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