Abstract
The argument presented in this chapter begins with the suggestion that reflective practice involves epistemological challenges that have not been adequately addressed in the context of traditional assumptions about the design and conduct of teacher education programs. 
An analysis of literature about technical rationality, reflection-in-action, and the central issues of reflective practice is followed by a discussion of the significance of mindfulness. We propose that one way to address the neglected epistemological challenges involves a new epistemology for professional practice generally and for teaching and teacher education specifically. We pose a series of significant questions arising from the argument, and we suggest various points of entry for teacher educators willing to accept the complex epistemological challenge that we have identified. Relevant concepts include mindfulness, habits of mind, teaching artistry, explicit instruction, listening, authorizing voice, reflective teaching, tacit knowledge, critical reflection, and mastery. Because teacher educators possess teaching experience that their students do not, it falls to teacher educators to introduce and model an epistemology of practice for those learning to teach.
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1. Introduction 
This booklet forms part of a set of resources to support the Welsh Government’s ‘New Deal’ for the education workforce, and its professional learning model (PLM) for educational practitioners in Wales. This key initiative emphasises the need for practitioners to learn and develop throughout their careers so that they can do the very best for their learners. It is linked to other education improvement developments including Qualified for life and schools development plans. 
This resource focuses on the contribution of reflective practice to professional development and is a key component of the PLM, as indicated in Figure 1. It will provide you with information about reflective practice from a variety of sources, discusses its merits and limitations and offers practical guidance on how to develop as a reflective practitioner. 
All studies, reports and other evidence mentioned in this booklet, are listed in Section 10 (page 24) so that you can read more about them if you wish. You can explore PLM topics further within the module on professional learning on the Learning Wales website. Effective collaboration reflective practice coaching and mentoring effective use of data and research evidence Figure 1: Diagram summarising the key components of the PLM Reflective practice 3 2. What is reflective practice? Much has been written about ‘reflective practice’: one search engine returns more than 900,000 results! It has a prominent position among educators in the world’s leading educational systems, such as Singapore, Canada and Hong Kong. 
The Organisation for Economic Co-operation and Development (OECD) highlights skills for reflective practice and on-the-job research as key strengths of the most successful teacher education and professional development models around the world (Schleisser, 2012). Essentially, reflective practice is a process of thinking through professional issues, problems or dilemmas, which do not have an obvious solution. We don’t usually reflect on relatively straightforward matters such as collecting lunch money or taking the register. Moon (2004) suggests that a common-sense view sees reflection leading to some learning or a change of behaviour. We often reflect to consider things in more detail and usually for a purpose. However, there are times when we find ourselves being reflective and ideas seem to ‘pop up’ unexpectedly. Ideas around reflective practice are commonly advocated in teaching and other professions, such as law, social care and medicine. 
The following figure gives examples of definitions from different fields. Figure 2: Definitions of reflective practice Field Definition Source Physiotherapy Reflective practice is a process by which you: stop and think about your practice, consciously analyse your decision making and draw on theory and relate it to what you do in practice. Chartered Society of Physiotherapy website www.csp.org.uk Nursing Reflection is the examination of personal thoughts and actions. Somerville and Keeling (2004) Dentistry. The reflective dentist is one who engages their team in a process of discussion regarding a variety of clinical situations, and who learns from both positive and negative clinical experience. Simpson and Freeman (2004) Education A bottom-up self-directed process of learning which can be formal or informal in its approach and individual or collaborative in nature. 
Melbourne Department of Education and Early Childhood Development www.education.vic.gov.au 4 Reflective practice The lack of a commonly shared definition of reflective practice has led some critics to claim: It has no meaning other than be worried about what you do, and talk about it or write it down. (Hayes et al., 2007, p.170). However, reflective practice is designed to help you improve what you do and to respond positively to change (Figure 3). Typically, reflective practitioners regularly question both what they do and why, with a view to learning from their experience. They evaluate their practice, drawing out strengths and areas for development. Figure 3: What reflective practice is and is not (Grigg et al., in press) 
Reflective practice is about improving what you do For all practitioners Ongoing through your career Challenging Reflective practice isn’t Personal criticism Limited to trainee and newly qualified teachers A ‘one-off’ event A soft option Often the terms ‘reflection’, ‘reflective practice’ and ‘critical reflection’ are used interchangeably and while they are related, they are not quite the same. Reflection involves recalling, describing and explaining what happened, as well as thinking about the consequences of what you do. Critical reflection takes this to a higher level. It involves evaluating practice and making the case for change based on solid evidence. This includes being self-critical, questioning the assumptions on which personal beliefs and values have developed, and critiquing the work of others. Critical reflection is a component of reflective practice, which focuses on challenges faced within a professional context. When new insight leads to change or improvement, reflection becomes reflective practice (see Figure 4). Reflective practice 5 Figure 4: Opportunities for reflection to become reflective practice Opportunity for reflection Reflective practice Thinking about a challenging experience such as teaching a poor lesson. Discussing the lesson with a colleague, drawing up an action plan and monitoring the impact of any change. Completing an evaluation of a training event such as a course or conference. Using the evaluation to reflect on how you might apply new knowledge or skills in specific contexts. Answering questions during a staff appraisal or review. Reviewing the previous year, establishing objectives and success criteria for the year ahead. Submitting lesson plans for review. Responding to feedback comments to improve planning. Surveying the views of parents/carers. Using parental responses to strengthen communication between home and school. Observing a colleague teach. Noting strategies that could be adapted in your own practice. Source: Grigg (in press). 
Most of the literature on reflective practice agrees that it is about moving practitioners out of ‘autopilot’. This is achieved when practitioners focus on the consequences of their teaching, question what they routinely do, engage in professional dialogue with colleagues and consider how this and wider evidence can support improvement. 
Points for reflection 
• Is reflective practice simply another way of encouraging you ‘to think about what you’re doing’? 
• How do you think reflective practice is similar or different to chatting with colleagues, friends and family? 
• Reread Figure 4. Select something from your own experience that might become a focus for reflective practice. 6 Reflective practice 3. Where does reflective practice originate? 
The importance of reflection has been advocated for a very long time. Ancient philosophers such as Socrates more than 2,500 years ago questioned what people knew, their assumptions and why they did things. But the modern history of reflection begins with two American philosophers. John Dewey (1859–1952) distinguished between the routine actions of teachers, when they based their decisions on custom, tradition and authority, and reflective action, where they questioned taken-for-granted knowledge. All practitioners and schools have their particular routines – demonstrated, for example, in the way children are expected to line up, respond to questions, their conduct during registration time or the manner by which classroom order is maintained. Dewey argued that reflective thinking is needed when teachers face doubts, problems or dilemmas. He defined reflection as ‘a kind of thinking that consists in turning a subject over in the mind and giving it serious and consecutive considerations’ (Dewey, 1933, p.3). 

The thinking teacher looks carefully at what underpins a particular problem and then researches possible solutions, demonstrating the following three characteristics:
• open-mindedness – to new ideas and thoughts 
• wholeheartedness – willing to seek out fresh approaches 
• responsibility – an awareness of the consequences of the action taken. 
For Dewey, reflective action mattered because it was the means by which these characteristics were developed. He valued reflection because it ‘enables us to direct our actions with foresight … it enables us to know what we are about when we act’ (Dewey, 1933, p.17). Donald Schön (1930–1987) developed Dewey’s ideas and first introduced the term ‘reflective practitioner’. He claimed that teachers did not develop expertise by ‘delivering’ the curriculum, lesson plans, or following procedures – what he called ‘technical rationality’. Rather, they became experts through ‘professional artistry’ acquired through reflecting upon experience. 
As teachers interact with the class, they exhibit what Schön called ‘knowing-in-action’, much of which is tacit or unstated and difficult for others to imitate. Such knowing might include interpreting body language, reading emotions, knowing when to use humour and intuitive thinking – the ‘gut feeling’ or ability to understand what is going on around you. Knowing-in-action involves instantaneous and unconscious decisions. A feature of expert teaching is how well implicit knowledge is used to make these intuitive calls, which may not be the same in every situation. For example, two children may disrupt the class in the same way, but the teacher responds differently, perhaps taking into account individual backgrounds or temperaments. 
Reflective practice 7 If you observe an excellent teacher you should see such knowledge in action. It might involve how the teacher responds (sometimes very creatively) to unexpected events, such as the breakdown of technology or a sudden outburst from a child. These are often split-second ‘thinking on your feet’ decisions, based on prior knowledge and an immediate review of the situation – or what Schön called ‘reflection-in-action’. This can involve ‘reframing’ how you see what is happening around you. Schön also introduced the notion of ‘reflection-on-action’, which occurs after a lesson when teachers rerun in their minds what happened, what they have learned and what they might do differently next time. Schön’s ‘reflection-for-action’ describes reflecting for the purpose of forward planning. 










Points for reflection 
• In case study 1, how might Fiona have responded differently during the lesson? 
• How might she have ‘reframed’ the situation? 
• If you were discussing the lesson with her afterwards, what would you want her to reflect upon to move forward? 
Case study 1 During a Year 2 lesson Fiona noticed that the level of class noise was rising. She asked the class to keep the noise down and referred to the rule about working quietly. For a few minutes this seemed to work but the noise escalated towards the end of the lesson. Fiona looked up from working with one group and gave one boy at the back of the class a firm stare. He ignored this. In frustration, Fiona shouted out generally at the class and told them that they would be kept in for five minutes as a punishment during break time to which several children complained this was unfair. 8 Reflective practice 4. 
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VISIBLE LEARNING - What works best for learning
Visible Learning means an enhanced role for teachers as they become evaluators of their own teaching. According to John Hattie Visible Learning and Teaching occurs when teachers see learning through the eyes of students and help them become their own teachers.

Glossary of Hattie’s influences on student achievement
[image: glossary-visible-learning-john-hattie-studie]
This Glossary explains influences related to student achievement published in John Hattie’s Visible Learning for teachers (Hattie 2012; 251ff). You can find an older list of  influences related to student achievement in Hattie (2009) Visible Learning.
Visible Learning: Buy The Book!
 
VL For Teachers: Buy The Book!
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1. Student Self-Reported Grades
Self-reported grades comes out at the top of all influences. Children are the most accurate when predicting how they will perform. In a video Hattie explains that if he could write his book Visible Learning for Teachers again, he would re-name this learning strategy “Student Expectations” to express more clearly that this strategy involves the teacher finding out what are the student’s expectations and pushing the learner to exceed these expectations. Once a student has performed at a level that is beyond their own expectations, he or she gains confidence in his or her learning ability.
Example for Self-reported grades: Before an exam, ask your class to write down what mark the student expects to achieve. Use this information to engage the student to try to perform even better.
Hattie cites five meta-studies:
· Mabe/West (1982): Validity of self-evaluation of ability (Abstract)
· Fachikov/Boud (1989): Student Self-Assessment in Higher Education (Abstract)
· Ross (1998): Self-assessment in second language testing (Abstract)
· Falchikov/Goldfinch (2000): Student Peer Assessment in Higher Education (Abstract)
· Kuncel/Crede/Thomas (2005); The Validity of Self-Reported Grade Point Averages, Class Ranks, and Test Scores (Abstract)

2. Piagetian programs
Piagetian programs are teaching methods based on Jean Piaget’s theory of cognitive development and his concept of children’s stages of learning. The meta-study of Jordan and Brownlee (1981) that Hattie cites found that in primary school age there is a close correlation between the performance on Piagetian tests of the thinking level and achievement tests in mathematics and reading.
The Piagetian stages include:
· Sensorimotor stage (new born – 2 years old): Infants learn by the basic senses including seeing, hearing and touching and construct an understanding of the world by coordinating those experiences with physical, motoric actions.
· Pre-operational stage (2 – 7 years old): Children are able to understand basic concepts and symbols, but do not yet understand concrete logic and cannot mentally manipulate information.
· Concrete operational stage (7-12 years old): Children in these ages start solving problems in a more logical fashion but abstract, hypothetical thinking has not yet developed.
· Formal operational stage (12 years old onwards): Children and adolescents develop abstract thinking and are able to perform hypothetical and deductive reasoning.
Watch this video to find out and see how children in different ages think differently.
Example for Piagetian programs: Focus on the thinking processes rather than the outcomes and do not impose the adult thinking process on to children.
Hattie cites one meta-study: Jordan and Brownlee (1981) Meta-Analysis of the Relationship between Piagetian and School Achievement Tests. (Abstract)





3. Response to intervention
Response to intervention (RTI) is an educational approach that provides early, systematic assistance to children who are struggling in one or many areas of their learning. RTI seeks to prevent academic failure through early intervention and frequent progress measurement. Watch this video to learn more about Response to intervention.
Examples and more information for Response to intervention: www.interventioncentral.org

4. Teacher credibility
According to Hattie teacher credibility is vital to learning, and students are very perceptive about knowing which teachers can make a difference. There are four key factors of credibility: trust, competence, dynamism and immediacy. In an interview Hattie puts it like that: “If a teacher is not perceived as credible, the students just turn off.”
Examples for teacher credibility: Earn trust by showing trust towards pupils. Appear highly organised in the presentation of the subject matter. Develop a powerful style of speaking that uses few verbal hesitancies such as “OK” or “you know”. Reduce distance between teachers and students by moving or moving away from barriers (e.g., desk, podiums). Source: cie.asu.edu

5. Providing formative evaluation
According to Hattie (2012) and Black & Wiliam (2001) formative evaluation refers to any activity used as an assessment of learning progress before or during the learning process itself. In contrast with formative assessment, the summative assessment evaluates what students know or have learned at the end of the teaching, after all is done. Watch this video to learn more about the difference between formative and summative assessment methods. In another video you can learn from teachers who describe their experience with formative evaluation.
Example for formative evaluation: Spend the same amount of time or even more on formative assessment as you spend on summative assessment. Give descriptive feedback to students: What is the goal? Where are you in relation to it? What can you do to close the gap?
Hattie cites two meta-studies:
· Fuchs & Fuchs (1986): Effects of systematic formative evaluation (Abstract)
· Burns & Symington (2002): A Meta-analysis of Prereferral Intervention Teams: Student and Systemic Outcomes (Abstract)


6. Micro-teaching
Micro-teaching is a video recording of a lesson with a debriefing. The lesson is reviewed in order to improve the teaching and learning experience. In Visible Learning Hattie describes micro-teaching as a practice (often in laboratory settings) that “typically involves student-teachers conducting  (mini-) lessons to a small group of students, and then engaging in a post-discussion about the lessons” (Hattie 2009, 112). You can find plenty of microteaching videos on Youtube to get an idea of this method (example). Technical aspects are less important than the later analysis which allows teachers to get a microscope-view on your own teaching. Under the guidance of  a supervisor, the student-teacher is first asked to present a self feed back of his mini lesson, then the team gives feedback to provide positive reinforcement and constructive criticism.
Examples for micro-teaching: Since its invention in the 1960s at Stanford University by Dr. Dwight Allen, microteaching has become an established teacher-training procedure in many universities and school districts. You can find more information on micro-teaching here or here.
Hattie cites four meta-studies:
· Butcher (1981) An experimental investigation of the effectiveness of a value claim strategy unit for use in teacher education (Unpublished M.A. Macquarie University Sydney)
· Yeany/Padilla (1986): Training science teachers to utilize better teaching strategies (Abstract)
· Bennett (1987): The effectiveness of staff development training practices (Unpublished Ph.D. University of Oregon)
· Metcalf, K. K. (1995). Laboratory experiences in teacher education (Abstract)

7. Classroom discussion
Classroom discussion is a method of teaching, that involves the entire class in a discussion. The teacher stops lecturing and students get together as a class to discuss an important issue. Classroom discussion allows students to improve communication skills by voicing their opinions and thoughts. Teachers also benefit from classroom discussion as it allows them to see if students have learnt the concepts that are being taught. Moreover, a classroom discussion creates an environment where everyone learns from each other. In this video by Heather Joseph-Witham you can see how to lead a classroom discussion effectively.
Examples for an effective classroom discussion: Create a series of questions for the students to think about. Allocate enough time in the lesson for an elaborate discussion. Make sure that students can freely express their opinion without being laughed at or ridiculed. You can find helpful tips on planning, moderating and reflecting on classroom discussion in a paper by William E. Cashin (PDF).

8. Comprehensive interventions for learning disabled students
The presence of learning disability can make learning to read, write, and do math especially challenging. Hattie admits that “it would be possible to have a whole book on the effects of various interventions for students with learning disabilities” (Hattie 2009, 217) and refers to a meta-study of Swanson, Hoskyn and Lee (1999). To improve achievement teachers must provide students with tools and strategies to organize themselves as well as new material; techniques to use while reading, writing, and doing math; and systematic steps to follow when working through a learning task or reflecting upon their own learning. Hattie also discusses studies which found that “all children benefited from strategy training; both ths with and those without intellectual disabilities.”

Examples for effective interventions for students with learning disabilities: One strategy discussed in a paper by Neil Sturomski: “Teaching Students With Learning Disabilities To Use Learning Strategies” (PDF) is called “DEFENDS”. This strategic approach helps secondary students write a composition in which they must take a position and defend it (Ellis, 1994). Each letter stands for a strategic step:

D ecide on audience, goals, and position
E stimate main ideas and details
F igure best order of main ideas and details
E xpress the position in the opening
N ote each main idea and supporting points
D rive home the message in the last sentence
S earch for errors and correct

You can find further information in a paper by H. Lee Swanson and Donald Deshler (2003): Instructing Adolescents with Learning Disabilities: Converting a Meta-Analysis to Practice (PDF)


9. Teacher clarity
Hattie defines teacher clarity quoting the (unpublished) work of Fendick (1990) as “organization, explanation, examples and guided practice, and assessment of student learning — such that clarity of speech was a prerequisite of teacher clarity.” (Hattie 2009, 126) One of the main points of Hattie’s books about Visible Learning is the importance to clearly communicate the intentions of the lessons and the success criteria. Clear learning intentions describe the skills, knowledge, attitudes and values that the student needs to learn. Teachers need to know the goals and success criteria of their lessons, know how well all students in their class are progressing, and know where to go next.
Examples for teacher clarity, learning goals and success criteria: This short video provides a great example for a lesson intended to let students write a good “How-to book”. The teacher explains how to develop and set clear learning goals and success criteria before the students actually start the writing activity.
Hattie cites one meta-study:
· Fendick (1990): The correlation between teacher clarity of communication and student achievement gain (Unpublished Ph.D. University of Florida)

10. Feedback
According to Hattie and Timperley (2007) feedback is one of the most powerful influences on learning and achievement, but this impact can be either positive or negative. They developed a model of effective feedback that identifies the particular properties and circumstances that make it work. Feedback on task, process and self regulation level is far more effective than on the Self-level (e.g. praise wich contains no learning information). Descriptive feedback is closely related to providing formative assessment (see above). In an interview Hattie emphasized that the most powerful feedback is that given from the student to the teacher. This feedback allows teachers to see learning through the eyes of their students. It makes learning visible and facilitates the planning of next steps. The feedback that students receive from their teachers is also vital. It enables students to progress towards challenging learning intentions and goals.
Examples: Related to the notion of “feed up, feed back and feed forward” teachers must answer three feedback questions: “Where am I going? How am I going? Where to next?” Constantly ask the students in order to maximize the feedback from the learner back to the teacher. Create a classroom climate where error is welcomed. In this short video John Hattie talks about what feedback means and how to make feedback work effectively for learning in the classroom.
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