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Abstract
This dissertation explores how student teachers perceive the use of learning journals in supporting their progress during school placements within Initial Teacher Education (ITE) in Wales. Grounded in Mezirow’s Transformative Learning Theory and a critical realist perspective, the study investigates the extent to which journals contribute to reflection, professional development, and mentor-mentee dialogue.
A mixed-methods approach was employed, combining a Likert-scale questionnaire (n=15) with a small group interview (n=3). Findings suggest that student teachers value journals for identifying strengths, monitoring growth, and encouraging critical thinking. Mentor involvement and the use of structured prompts appeared to support effective use, while limited time was the most frequently cited barrier.
The study concludes that learning journals can provide a meaningful tool for reflection and development in ITE when embedded within mentoring conversations. These insights have practical relevance for providers and add to ongoing discussions about reflective professionalism in teacher education.
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Chapter one- Introduction
The development of critically reflective teachers is a central goal of Initial Teacher Education (ITE) in Wales, particularly in the context of national education reform and the introduction of the Curriculum for Wales (Welsh Government, 2020). By critically reflective teachers, this dissertation refers to practitioners who not only examine their own practice but also question underlying assumptions, evaluate the impact of their decisions on learners, and adapt their approaches in response to evidence and feedback (Schön, 1983; Brookfield, 1995).As student teachers enter increasingly complex and demanding classroom environments, reflective practice is viewed not only as a desirable professional attribute but as a foundational requirement for navigating the uncertainties of teaching, developing professional identity, and responding to learner needs. In this context, structured reflection tools, such as learning journals, have become prominent mechanisms used by ITE providers to support student teachers’ professional learning during school-based placements.
Moon (2006) defines a learning journal as a structured record through which learners reflect on and evaluate their experiences, with the purpose of supporting deeper learning and professional growth. This dissertation investigates the perceived role and impact of learning journals as a reflective tool for student teachers on placement. Specifically, it examines how student teachers understand, engage with, and experience the use of learning journals within a Welsh ITE partnership. The aim is to explore whether learning journals serve as meaningful tools for professional growth and support, and how they function within mentor-guided reflective practice. The central research question is:
To what extent do student teachers perceive the use of learning journals as a supportive mechanism during school placements within Initial Teacher Education in Wales?
This question is rooted in both practical experience and existing literature. As a teacher educator working in close collaboration with university colleagues and school-based mentors, I have observed variation in how student teachers engage with reflective writing, as well as inconsistencies in the guidance provided for its use. The introduction of a formal learning journal as part of University A’s Professional Teaching Experience (PTE) placement model in 2022-2023 aimed to address this by offering a consistent, structured approach to support reflection. Early evaluations suggested that student teachers appreciated the opportunity to document and discuss their professional development in a tangible way (Burn, Hagger and Mutton, 2015; Kember et al., 2000). However, institutional feedback also revealed disparities in the depth of reflection, quality of mentor dialogue, and perceptions of the journal's usefulness. These inconsistencies highlight a need for further research to understand how and why learning journals are valued (or not) by student teachers and whether they contribute meaningfully to placement learning and development.
The problem addressed in this research is twofold. First, while learning journals are a required and encouraged feature of many ITE programmes, their actual use and perceived value vary widely across student teacher experiences. Second, there is limited research, particularly within the Welsh context that examines how such tools are used in practice, and whether they support the broader goals of reflective professionalism as outlined in national ITE policy. The problem is clearly suitable for research, since student teacher perceptions can be explored through established data collection methods such as questionnaires and interviews. The focus on student voice aligns with both policy expectations and an ethical need to better understand how professional learning is experienced during teacher training.
This study draws on Mezirow’s theory of transformative learning, which emphasises the role of critical reflection in reshaping perspectives following new or challenging experiences (Mezirow, 2000). The learning journal is understood here as a potential site for this form of reflection, where student teachers may begin to question assumptions, respond to feedback, and consider alternative approaches to their practice. This theoretical perspective complements the study’s critical realist stance, which acknowledges both the structural conditions of ITE and the agency of student teachers to reflect and act within them. As Aubrey and Riley (2024) note, transformative learning theory is particularly relevant to professional learning contexts where the development of self-awareness and reflective insight is valued. This framework therefore supports the study’s focus on how learning journals are perceived as part of the student teacher’s reflective and developmental journey.
This research is further informed by a critical realist perspective, which acknowledges that student teachers’ experiences are shaped by both their personal reflections and the wider structures within which they operate (Scott, 2010). Critical realism offers a useful lens for exploring how tools such as learning journals are understood and used in practice, recognising that while perceptions are subjective, they are influenced by institutional expectations, mentoring relationships, and broader policy frameworks (Danermark et al., 2019). This approach supports an examination of both what student teachers say about the journal and how that experience is shaped by the conditions of their placement and training.
Reflective practice, although widely promoted, is not a simple or universally understood concept (Moon, 2006; Schön, 1983; Dewey, 1933). Dewey emphasised reflection as a disciplined way of thinking that links experience with learning (Dewey, 1933), while Schön later described the value of reflection-in-action for professionals engaged in uncertain or complex environments (Schön, 1983). In the field of teacher education, structured reflection through tools like learning journals has been widely encouraged as a way to deepen learning and enhance critical thinking (Moon, 2006). However, concerns remain regarding whether reflective writing tasks actually lead to deeper learning or whether they risk becoming a performative task if not well supported (Boud and Walker, 1998).
This research focuses on a specific ITE partnership in Wales, where learning journals have been introduced across PGCE and undergraduate routes. While this limits the study’s scope in terms of generalisability, the decision reflects practical considerations such as the researcher’s access and knowledge of the institutional context. This positioning also offers advantages: as someone directly involved in programme delivery and school partnerships, the researcher can better understand the policies, mentoring practices, and institutional values that shape student teacher experiences. However, this insider role also brings potential bias, which will be addressed through ethical reflection, anonymity of responses, and clear interpretation of findings.
Several assumptions have been made in designing this research. First, it assumes that student teachers are capable of discussing their perceptions of learning journals with reasonable clarity, even if their reflective writing skills differ. Second, it assumes that journals are intended not only for assessment but also for professional learning and support. Third, it assumes that mentor involvement significantly influences how reflective tools are used and understood. These assumptions will be tested through analysis of the data, especially in terms of how students describe their use of the journals and their interaction with mentors.
This research is important because it may offer insight into a specific gap between policy and practice in ITE. Although reflective practice is widely discussed in academic and policy literature, there is still limited evidence about the actual experiences of student teachers using structured reflection tools in school settings-particularly in Wales. By focusing on student teacher voice, this study aims to make a practical contribution to how learning journals are introduced, supported, and evaluated within ITE. It also responds to wider challenges in teacher education, including teacher wellbeing, workload, and retention. A 2023 Senedd report identified that many teachers in Wales were considering leaving the profession, citing stress and lack of support as key reasons (Senedd Research, 2023; Day and Gu, 2010). If tools like learning journals can help student teachers develop resilience and confidence early in their careers, they could contribute to longer-term improvements in retention and job satisfaction.
The issue explored in this research arises from recent changes to Initial Teacher Education (ITE) policy in Wales. A key starting point was the Teaching Tomorrow’s Teachers report (Furlong, 2015), which set out recommendations for improving the quality and consistency of ITE. Following this, the Welsh Government introduced a new policy framework to reform how teachers are prepared for the profession. One central document is the Criteria for the Accreditation of Initial Teacher Education Programmes in Wales (Welsh Government, 2023), which sets out the requirements that all ITE providers must meet. These include ensuring that student teachers engage in structured reflection and record their professional learning through journals or portfolios. Alongside this, the Education Workforce Council (EWC) published the Professional Standards for Teaching and Leadership (2017), which describe the expectations for teachers in Wales. These standards highlight the importance of critical reflection, engagement with research, and responsiveness to feedback. Together, these policies form the national framework within which this study is situated.
The objectives of the research are:
· To explore how student teachers perceive the role and value of learning journals during school placements.
· To examine how engagement with learning journals varies across different mentoring contexts.
· To identify the factors that support or limit meaningful reflection through journaling.
· To contribute to improving reflective practice in ITE by sharing findings with university and school-based colleagues.
These aims reflect both institutional practice and wider policy concerns. At University A, the introduction of the learning journal was intended to offer a clearer structure for student reflection during placements. Early feedback suggested the potential for positive impact, but also highlighted areas needing further understanding. The aims also respond to gaps in existing research: while studies such as Moon (2006), Loughran (2002), and Burn et al. (2015) explore reflective practice broadly, few studies examine how student teachers in Wales specifically engage with journals in the context of national policy and structured mentorship.
This dissertation is organised as follows:
· Chapter 1 begins the dissertation by introducing the study and situating it within the context of initial teacher education in Wales. It sets out the research problem, aims and questions, highlights the significance of the study for student teachers, teacher educators and schools, and provides an overview of the dissertation structure.
· Chapter 2 provides a review of existing literature. It focuses on three key areas: the role of learning journals in reflective practice; student teacher engagement with reflective writing; and the impact of journals on professional learning during placements.
· Chapter 3 describes the research methodology, including the use of mixed methods, the reasoning for using both questionnaires and interviews, and the theoretical perspective that informs the study.
· Chapter 4 presents the research findings, showing what student teachers reported about their use of learning journals and their experiences of placement. This chapter also offers a discussion of the results, linking them to policy, literature, and practice, and identifying implications for future ITE provision.
· Chapter 5 concludes the dissertation by summarising the main contributions and offering recommendations for further development of reflective practice in ITE.
Through this study, the aim is to better understand how learning journals can support student teachers in their development and to inform future practice in both university and school-based aspects of ITE in Wales.
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Chapter two- Literature Review
Introduction
Reflective practice is widely recognised as a key component of initial teacher education (ITE), supporting student teachers to think carefully about what they do, why they do it, and how it affects learners (Dewey, 1933; Loughran, 2002). In this study, reflective practice is understood as a deliberate and structured process through which practitioners examine their actions and decisions in order to improve future teaching (Schön, 1983). It supports the development of professional judgement and allows student teachers to build confidence in responding to the demands of the classroom. In Wales, this focus is reflected in the Professional Standards for Teaching and Leadership (Education Workforce Council, 2023), which expect student teachers to reflect on their practice, take responsibility for their learning, and adapt their teaching to meet learners’ needs. 
Teachers in Wales are now expected to think carefully about what they teach, how they teach it, and why. The Curriculum for Wales, introduced between 2022 and 2023, asks teachers to plan learning that meets the needs of their pupils and supports the four purposes of the curriculum (Welsh Government, 2023). At the same time, the Professional Standards for Teaching and Leadership were updated in May 2022. These standards state that teachers should reflect on their practice, make informed decisions, and continue developing their professional learning (Education Workforce Council, 2022). When student teachers use a journal to reflect on their planning and teaching, they are building these habits. The journal gives them space to think about what they taught, how it went, and what they might change. In this way, reflective writing supports the kind of professional thinking now expected of teachers in Wales.
Structured tools such as learning journals have become a common feature of ITE programmes and offer student teachers a practical space to record experiences, revisit key moments, and develop a clearer sense of their teaching identity. These national expectations make it clear that reflective journals are not just pedagogical tools but policy-mandated elements of teacher education in Wales, further justifying their use as the focus of this research. This literature review explores how learning journals are used within ITE, what student teachers say about their value, and how they contribute to professional learning and placement experiences.
As a teacher educator working in partnership with University A, I am closely involved in the joint delivery of PGCE and BA ITE programmes alongside university colleagues and school-based mentors. My role includes working directly with student teachers and mentors across a network of partnership schools, supporting the development of effective mentoring strategies and reflective practice. A key initiative introduced at University A during the 2022-2023 academic year was the incorporation of the learning journal as a reflective tool within Professional Teaching Experience (PTE) placements. This initiative hoped to provide a formal mechanism for student teachers, along with their mentors, to critically engage with their teaching practice and professional development.
A recent internal evaluation at University A found that a high percentage of student teachers perceived the learning journal as supportive in their placement experiences. (University A, 2023, unpublished). The evaluation highlighted that many student teachers felt the journal enabled them to track their progress, articulate their reflections more effectively, and structure meaningful conversations with their mentors. However, while the findings suggested positive engagement with learning journals, concerns could be raised about variability in how journals were used across different mentoring contexts, as well as the extent to which they facilitated deep and critical reflection. 
Reflective practice is a key requirement in Welsh Government policy on ITE accreditation. The Criteria for the Accreditation of Initial Teacher Education Programmes in Wales (Welsh Government, 2023) states that student teachers must engage in structured reflection and record their professional learning in journals or portfolios. This aligns with the broader aim of developing critically reflective practitioners who can adapt to the demands of the profession. However, there is a need for further research into how consistently reflective practices are embedded across ITE providers in Wales and the extent to which learning journals contribute to student teachers’ professional resilience, confidence, and ability to manage workload pressures.
Reflective Practice and Initial Teacher Education
Learning journals are widely used across ITE programmes as a tool to support reflection and professional growth. They provide student teachers with a space to record their experiences, identify areas for development, and begin to think more critically about their practice. When used well, journals can encourage connections between theory and practice, support dialogue with mentors, and help student teachers to become more aware of their developing identity as educators. However, the quality of reflection recorded in journals can vary considerably. Boud and Walker (1998, p.193) caution that reflection may be reduced to “checklists which students work through in a mechanical fashion without regard to their own uncertainties, questions and meanings”. This is particularly relevant in the context of workload and placement pressures, where reflection may become something to complete rather than something to think through. McKay (2008, p.3) argues that “reflecting on performance and acting on reflection…is a professional imperative”, yet this imperative cannot be met if the reflective process is superficial or task-driven. These concerns point to the need for learning journals to be clearly integrated into mentoring conversations, carefully modelled by teacher educators, and viewed not as an administrative requirement but as a professional tool for enquiry.
Insights from other Professional Fields
The value of reflective journals is not unique to teacher education and has been widely recognised across other professional fields. In medical education, Wald et al. (2012) developed the REFLECT rubric to assess reflective writing, showing that journal use can improve students’ clinical reasoning, metacognitive awareness, and professional identity. In legal education, Maharg (2004) highlights how reflective journals help law students engage in ethical decision-making and develop a clearer sense of their professional responsibilities. These cross-disciplinary examples suggest that learning journals are effective tools for fostering professional judgement and reflective thinking in high-pressure, practice-based environments. Their use in ITE is therefore well supported by broader research into how structured reflection supports professional learning.
The relevance of this is heightened by the ongoing teacher recruitment and retention crisis in Wales. A 2023 Senedd Research report found that nearly threequarters of teachers had seriously considered leaving the profession, citing workload pressures, stress, and lack of support (Senedd Research, 2023). In this context, ITE programmes need to prepare student teachers not only to teach, but to remain. Learning journals may help meet that need. Research suggests that reflective writing can contribute to teacher wellbeing and resilience, helping practitioners reconnect with positive experiences and build confidence in their professional role (Kelly et al., 2022; Ulusoy, 2022) By helping student teachers bridge academic learning and classroom realities, journals offer space to pause, reflect, and process challenging experiences therefore supporting resilience and professional confidence. Reflective writing can serve more than insight: Kelly et al. (2022) found that journaling supported teacher wellbeing by enabling practitioners to reconnect with positive experiences and reinforce self-esteem, which may contribute to greater resilience and reduce the risk of early career burnout. If used well, learning journals could play a meaningful role in reducing early career burnout and improving long term retention.
Challenges and Tensions in Journal Use
The literature on learning journals and reflective practice presents a mixed picture. Some studies suggest that structured reflection through journals enhances critical thinking, professional development, and mentor-mentee dialogue (Moon, 2006; Burn, Hagger and Mutton, 2015). Others caution that if journals are not properly integrated into mentoring discussions, they risk becoming an administrative exercise rather than a meaningful tool for professional learning (Boud and Walker, 1998). Additionally, student teachers’ engagement with reflective journals can vary significantly, influenced by factors such as workload, prior experience with reflective writing, and the quality of mentor guidance (Loughran, 2002). Taken together, these studies suggest that the success of journal use depends less on the tool itself and more on the context, support, and clarity of purpose that shape how student teachers engage with it.
Learning Journals as Curriculum Thinking Tools
Some recent literature has highlighted the value of viewing student teachers not only as learners of practice, but also as contributors to curriculum thinking, the process of reflecting on, questioning, and shaping what is taught, how it is taught, and why. Wilson and Logan (2024) suggest that ITE can provide space for student teachers to take an active role in shaping curriculum content and pedagogy. Their study, based within the context of art education, presents the idea that student teachers bring relevant disciplinary knowledge, a fresh perspective, and a willingness to question established practices. This creates opportunities for student teachers to engage in curriculum conversations during placements, particularly when supported by mentors who are open to shared thinking. In this sense, the learning journal can support more than just personal reflection but it may also help student teachers to record, question and improve the choices they make about what and how they teach. Over time, this can help them think more clearly about their teaching. But the journal may also be helpful for mentors. If student teachers choose to share parts of their journal, it can give mentors a better idea of what the student teacher is thinking, where they are unsure, and what kind of support they need. This can lead to more focused conversations and better feedback. Research suggests that combining journal use with mentor dialogue enhances the quality of reflection and supports professional growth (Loughran, 2002; Mena-Marcos et al., 2013; Suraworachet et al., 2022). In this way, the learning journal can support both the student teacher and the mentor. It becomes a shared tool, not just a private record. This two-way benefit could be an important part of mentoring in ITE and is worthy of looking at more closely in future research.
The use of a learning journal allows student teachers to document their curriculum choices in real time, to revisit those decisions, and to reflect on their impact. Written reflection through journals can help student teachers make useful links between different parts of their teaching. As they describe and think about what happened in the classroom, they often begin to connect what they planned, how they taught it, and how pupils responded. This helps them move beyond thinking about separate tasks and towards a more joined-up view of teaching. Van den Kieboom (2021) found that reflective journal writing helped student teachers notice how their teaching decisions affected pupils' learning. The study showed that writing reflections helped them understand the impact of their planning and teaching, and how to adjust their approach when needed. This type of reflection is helpful in teacher education, as it supports student teachers in becoming more thoughtful and responsive in their practice. This reflective process supports the development of professional judgement and may lead to greater confidence in making curriculum decisions. In this way, the journal becomes a working record of curriculum thinking as it develops throughout a placement.
Theoretical Framework: Transformative Learning
This idea connects with the work of Cochran-Smith (2011), who argues that student teachers should be encouraged to see themselves as professionals who develop knowledge through enquiry. Her work on practitioner research emphasises the importance of reflection that goes beyond surface-level description and instead leads to deeper engagement with teaching practices and the wider aims of education. Within this context, the learning journal acts as a space for ongoing enquiry, where student teachers revisit key moments from their placement, consider alternatives, and begin to form a clearer sense of their teaching identity.
This process of ongoing enquiry links closely to Mezirow’s theory of transformative learning. Mezirow (2000) explains that people learn when they reflect on experiences that challenge what they already believe. These moments can help them see things differently and think in new ways. For student teachers, being on placement often creates this kind of challenge, for example when lessons do not go to plan or when feedback makes them question their teaching choices. A learning journal can help by giving them space to think carefully about what happened, consider other options, and change their thinking over time.
This theory is helpful in teacher education because student teachers are still forming their ideas about teaching and building their confidence. Aubrey and Riley (2024) explain that theories like Mezirow’s are useful because they encourage teachers to reflect on their decisions and values. However, some research suggests that student teachers can find deep reflection difficult unless they are clearly supported (Chan, 2021). If journals are introduced without guidance, reflection might stay shallow.  Superficial reflection has been shown to limit professional growth, as students tend to describe events rather than analyse them, which prevents them from questioning assumptions or considering alternative approaches (Hatton and Smith, 1995; Kember et al., 2000). But, when mentors and tutors give clear support, learning journals can help student teachers reflect in a deeper way and start to see themselves as developing professionals.
When journals are used in this way, they provide a clear link between reflection and action. This is particularly relevant in the Welsh policy context, where student teachers are expected to be critically reflective and responsive to the needs of their learners (Welsh Government, 2023). As student teachers document their thinking, they are more likely to notice patterns, respond thoughtfully to challenges, and develop the confidence needed to shape their own classroom approaches. This could be particularly important in the early stages of a teaching career, when decisions about planning and curriculum content can feel overwhelming. Admiraal and Røberg (2023) report that early-career teachers experience high levels of distress, often linked to heavy workload and classroom challenges. In such contexts, learning journals may offer a useful space to pause, reflect, and make sense of complex decisions.
The emphasis on reflection is reinforced through accreditation policy and professional standards in Wales. The Welsh Government’s Criteria for the Accreditation of Initial Teacher Education Programmes (2023) require providers to embed structured reflection into placement learning, including the use of journals or portfolios. The Education Workforce Council (EWC) also supports this approach, encouraging the use of reflective journals as part of its Professional Learning Passport and good practice guidance for professional development (EWC, 2023). 
Beyond meeting policy requirements, reflection can also be understood as part of a deeper relationship between teachers, their practice, and the profession. Biesta (2012) argues that teaching is not something that can simply be delivered by one person and consumed by another. Instead, it is something that must be received, which means being open to new experiences and taking responsibility for how we respond. He draws a distinction between “learning from” and “being taught by”, where the latter involves being changed by what teaching presents to us. In this view, reflection and feedback are not just tools to help improve practice, but part of a deeper relationship between the teacher and the profession. A learning journal can support this kind of reflection by giving student teachers space to notice, interpret, and respond to the challenges and surprises they face in the classroom.
In later work, Biesta (2022) describes the “three gifts” of teaching: being taught, being addressed, and being made responsible. These ideas suggest that reflection should not be treated as a task to complete, but as a way of responding thoughtfully to the realities of the classroom. Learning journals, when used in this way, help student teachers pause and make sense of their experiences. This kind of reflection supports the wider aim of ITE in Wales: to develop teachers who think carefully about their practice, their decisions, and their responsibility to their learners.
Thematic Exploration of Key Concepts
To explore these findings more deeply and connect them to my own ITE context, the following section of this chapter is structured around three key themes drawn from the literature. These themes reflect recurring ideas across both national and international studies and offer a useful frame through which to consider the value and complexity of learning journals in teacher education.
This literature review will now aim to explore three key themes:
1. Learning Journals and Reflective thinking in ITE.
2. Student teachers’ use and perceptions of learning journals - the extent to which they engage with and value reflective writing.
3. The impact of learning journals on teaching placement experiences. Their influence on professional confidence, mentor feedback, and long-term teacher development and progress.
By critically engaging with recent literature, Welsh policy frameworks, and empirical studies, this review will assess the effectiveness of learning journals as a support mechanism in ITE. The findings will inform ongoing discussions at University A and within the wider ITE sector in Wales, contributing to best practice in mentor-led reflective dialogue and student teacher professional learning.
These themes inform the design of the research questions, which are outlined in the following methodology chapter.
Theme 1: Learning Journals and Reflective Thinking in ITE
Student teachers often face a steep learning curve: planning lessons, managing classrooms, and interpreting feedback all while forming their own professional identity. It can be suggested that learning journals offer a structured way to develop reflective thinking during this early phase of  their teaching.
Based on Mezirow’s theory, student teachers can use journals to record challenging experiences, think through alternatives, and reconsider their assumptions (Mezirow, 2000; Aubrey and Riley, 2024). However, without support, their reflections may stay superficial (Chan, 2021).
Support from mentors makes a difference. Journals guided by tutor questions help student teachers move from simply describing a situation to critically evaluating why a lesson succeeded or failed, and how to change it in future.
The emphasis on reflection in teacher education is not unique to Wales. Across international contexts, reflective practice has been identified as a key element of professional learning and teacher development. For example, Zeichner and Liston (1996) highlighted reflection as central to preparing teachers who can respond thoughtfully to complex classroom realities, while Larrivee (2000) argued that structured opportunities to reflect are vital for moving beyond routine practice to critical examination of beliefs and assumptions.
Research from Ireland reinforces this. McGarr and Emstad (2022) found that policy documents in Ireland emphasise reflective practice not only for improving practice but also for developing teacher professionalism. They argue that reflection should help student teachers understand their role, values and impact within the school community.
In Wales, both the Curriculum for Wales and the Professional Standards stress the need for teachers to make informed decisions, plan thoughtfully, and reflect on their impact. Learning journals offer student teachers space to link theory to classroom reality, plan responsively, and develop their professional voice.
Studies support this approach. Van den Kieboom (2021) showed that journal writing heightened pre-service teachers’ awareness of how planning, teaching choices and pupil response are connected. Other research indicates that combining journal writing with mentor feedback enhances the quality and depth of reflection, boosting confidence and teaching skill (Suraworachet et al., 2022).
In Wales, where reflective capacity and professional learning are core expectations, learning journals help student teachers build habits of critical enquiry, thoughtful planning, and reflective decision-making. These habits are essential as they develop into confidently professional educators.
Theme 2- Student Teachers’ Use and Perceptions of Learning Journals
It is clear that student teachers do not all experience learning journals in the same way. Some may find that regular reflection helps them make better sense of their practice, while others may simply view journal writing as an additional task. Recent evidence shows that how journals are structured and supported significantly influences not only their perceived value but also the depths of insight student teachers develop (Laferriere & Bertram, 2024).
When student teachers are given time, space, and guidance, reflective writing is more likely to be honest and useful. Dunne, Penman and Nisbet (2023) found that students who received clear reflection strategies during their placements developed greater insight into their own practice and more confidence in their teaching decisions. In contrast, when journals are introduced without explanation, entries may become brief or superficial.
International evidence supports this. A study of Kuwaiti EFL student teachers showed that when journal use was regular and supported, participants gained greater self-awareness and recognised patterns in their teaching. However, time pressure and unclear feedback often limited how useful the journal became (Almutawa and Alfahid, 2024).
Zhang (2023) analysed journal entries from pre-service teachers and found that without structure or prompts, many reflections were descriptive rather than critical. Students often recorded what happened but did not engage deeply with why it happened or how they might change their approach. This raises questions about how journals are taught and assessed during ITE.
Another concern is how student teachers perceive the journal in relation to assessment. Some studies suggest that when journals are marked, reflections may be shaped to please the reader rather than to explore challenges or doubts (Rorrison, 2010). This can turn the journal into a performative task rather than a tool for real learning.
Student feedback often calls for more examples of good reflection and more time for writing. When journals are modelled well and followed up through feedback, students are more likely to connect the process to their growth as a teacher (Mena-Marcos, García-Rodríguez and Tillema, 2013). This includes beginning to question their choices, adapt their planning, and notice learner needs more clearly.
To be effective, learning journals need to be supported across a placement, not just introduced as a standalone activity. When space, feedback and purpose are clearly built into the training process, journals can become a valuable way for student teachers to reflect on their teaching, explore their values, and build more confident professional identities (Farrell, 2013).
Theme 3- The impact of Learning Journals on Teaching Placement Experiences and progress. 
Learning journals help student teachers reflect on their development and recognise changes in how they think and act during placement. By writing regularly, student teachers can see how their confidence grows, how their decision-making improves, and how they begin to think more like a teacher. These reflections often capture how early experiences shape their emerging identity in the classroom.
A longitudinal study by Ulusoy (2022) explored how student teachers’ ideas about teaching shifted over time. Using metaphor analysis, the study showed that as student teachers moved through their training, their beliefs about teaching became more realistic and grounded in experience. Although the study did not focus only on learning journals, it offers insight into how self-reflection helps student teachers make sense of their role and growth.
Wang et al. (2025) examined how four areas of professional growth ‘concern, control, curiosity and confidence’  developed across a period of training. They found that both emotion regulation and internship experience played a role in shaping these areas. This supports the idea that learning journals, when used alongside placement experience, can help student teachers manage their development and feel more in control of their progress.
Professional identity also evolves through reflection. A recent study by Sun et al. (2025) found that student teachers with stronger self-efficacy were more likely to engage with reflective practice and report a clearer sense of professional identity. This suggests that writing about teaching and making sense of successes, mistakes and new challenges can contribute to stronger self-belief and more secure professional thinking.
When student teachers use journals across a full placement, they begin to build a personal record of what they have tried, what has worked, and how they have responded to difficulty. These reflections help them see progress more clearly and give them confidence to take more informed risks in future practice. When supported through mentoring or review, the journal becomes more than a task but it becomes a space for experience, growth and meaningful learning.
Conclusion of the Literature Review
This chapter has explored how learning journals are positioned within ITE policy, how they are experienced by student teachers, and how they support professional learning. The review has highlighted that journal are valued for encouraging reflection, building confidence, and helping student teachers make sense of the complex realities of the classroom. However, it also shows that their success depends on how they are introduced, supported and understood within the wider placement context. Despite a range of studies from Wales and internationally, there remain gaps in understanding how journals are used in practice and how student teachers perceive their value during placement.
These findings help shape the direction of this study. The next chapter outlines the methodological approach used to explore student teachers’ experiences of learning journals during placement, with a focus on how they describe the support, purpose and impact of journal use in their own words.
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Chapter three- Methodology
Introduction
This research builds directly on the issues explored in the previous chapter, particularly the varied ways in which learning journals are used and understood within ITE. The methodology outlined below sets out the design, methods and theoretical stance that shaped the research.
This chapter outlines the approach used to explore the extent to which student teacher mentees perceive the use of a learning journal as supportive of their progress during teaching placements. The design, data collection, and analysis methods are described and justified with reference to established research guidance, including Thomas (2023) and Denscombe (2010). The chosen methods reflect the exploratory nature of the research questions and were selected to suit the context of initial teacher education in Wales, where reflective practice is a central component of professional development.
Given the study’s focus on how student teachers make sense of their experiences through reflection, Mezirow’s theory of transformative learning provides a useful lens for both the design and interpretation of the research. It supports a focus on how individuals may re-evaluate their thinking through reflective practice, which aligns with the use of the learning journal in this context (Mezirow, 2000; Aubrey & Riley, 2024). This theoretical framing complements the study’s critical realist approach by acknowledging the interaction between individual meaning-making and the wider structures of ITE.  Critical realism allows for the recognition that while participants’ reflections are subjective, their experiences are shaped by wider structural influences within education systems (Danermark et al., 2019).
Research Design
The study used a mixed-methods approach, combining quantitative data from a Likert-scale questionnaire with qualitative data from group interviews. As Thomas (2023) explains, mixed-methods research can offer a more rounded understanding of educational phenomena, especially when neither qualitative nor quantitative methods alone are sufficient to answer the research questions. Denscombe (2010) similarly highlights the benefit of using complementary methods to confirm findings and develop more nuanced interpretations.
Denscombe (2010) also notes that using different methods together helps check results and gives a fuller picture. This is sometimes described as 1+1=3 - meaning combining methods can reveal more than each one alone. Fetters and Freshwater (2015) argue that mixed methods integration can produce a result that is greater than the sum of its parts. I am also aware of the ongoing debates about the value of different research approaches. Some researchers emphasise the depth and contextual understanding offered by qualitative studies (Denzin and Lincoln, 2018), others highlight the ability of quantitative work to identify large-scale patterns (Bryman, 2016), and many recognise the potential benefits of combining both approaches through mixed-methods designs (Creswell and Plano Clark, 2018).
The research was guided by a critical realist stance, which, as discussed by Danermark et al. (2019), is well suited to educational research because it acknowledges the influence of both individual agency and broader institutional frameworks. In this study, the use of learning journals is seen as a reflective act shaped by expectations, placement conditions, and mentoring relationships.
This study used a critical realist approach. Critical realism accepts that there is a real world, but our understanding of it is shaped by people’s experiences and the context they are in. This approach was appropriate for the study as it allowed for an exploration of both participants’ perspectives and the underlying reasons for their views.
I used a mixed-methods design. Questionnaires gave a broad picture of student teachers’ views on learning journals. Interviews provided detailed stories and examples of how they used them during placement. In ITE, many factors affect how a learning journal is used - university guidance, school mentor support, and each student’s own way of working.
The interview design was also informed by Mezirow’s Transformative Learning Theory, which sees reflection as a process that can change how people understand and carry out their work. This made the interviews a useful way to explore whether and how participants described changes in their thinking or practice.
Research Questions
Primary Question: To what extent do student teachers perceive the use of learning journals as a supportive mechanism during school placements within Initial Teacher Education in Wales?
Secondary Questions:
  1. How do student teacher mentees use learning journals to reflect on and improve their teaching practices?
  2. What are the perceived barriers and enablers to effectively using learning journals among student teacher mentees?
Sampling and Participants
A purposive sampling strategy was used, drawing on guidance from Cohen, Manion and Morrison (2018). Purposive sampling involves deliberately selecting participants who are most able to provide relevant and rich information about the phenomenon being studied (Patton, 2015). In this case, student teachers and their class mentors were chosen because they had direct experience of engaging with the learning journal during placement. This approach was particularly appropriate for answering the research question, as it ensured that the data were drawn from those with first-hand knowledge of the journal’s use, rather than from a wider group for whom the tool may not have been relevant (Palinkas et al., 2015).
Approximately 40 participants were involved: 20 student teachers and 20 class mentors from a network of 15 primary schools in South Wales. This provided a range of perspectives from both trainees and experienced practitioners supporting their development. Participants were recruited through established university and partnership communication channels. All were informed of the nature and purpose of the study, and participation was voluntary. Opportunities to decline or withdraw were made clear throughout, which helped reduce any perception of obligation. As Thomas (2023) advises, sampling decisions were made not for statistical representativeness but for the relevance and richness of the data participants could offer.
However, purposive sampling has been criticised for its potential to introduce bias, as the researcher plays an active role in selecting participants (Cohen et al., 2018; Bryman, 2016). One possible risk is the Hawthorne effect, where participants modify their behaviour because they know they are being studied. Others argue that purposive samples cannot be generalised to wider populations (Robson and McCartan, 2016). Despite these criticisms, purposive sampling was judged most appropriate for this study because the research question required insight from those with direct and recent experience of using learning journals. The approach therefore prioritised depth and relevance of data over breadth and generalisability, which aligns with the exploratory nature of the research.
Data Collection Methods
Questionnaire
A structured questionnaire using a four-point Likert scale was developed to collect data on perceptions and experiences related to the use of learning journals (see Appendix B). As outlined by Denscombe (2010), Likert scales are effective for measuring attitudes in educational settings, offering clarity and ease of response. Alternative approaches were considered, including open-ended questionnaires and five-point scales. An open-ended format alone would not have provided the comparability required across participants, while a five-point scale risked encouraging neutral responses. A four-point scale without a midpoint was therefore selected to encourage participants to commit to a position and reduce central-tendency bias, supporting clearer interpretation of overall trends (Kusmaryono, Wijayanti and Maharani, 2022). This deliberate exclusion of a neutral option was intended to strengthen the validity of the findings by discouraging default or ‘safe’ responses. The questionnaire covered themes such as reflective confidence, tracking progress, alignment with professional standards, and perceived usefulness of journal writing.
The questionnaire was distributed digitally via Google Forms, with a paper option available if required. An open-ended question invited additional comments, enabling participants to expand on their responses. The format was designed to be quick to complete while still gathering meaningful information - an important consideration given the workload of student teachers on placement.
Group Interviews
Group interviews were conducted with student teachers who volunteered to participate further. These were arranged either face-to-face or online, depending on preference and convenience. Groups of 2-4 participants met for no more than 45 minutes and discussed their views on the learning journal using a semi-structured interview schedule (see Appendix C).
The interview format was chosen based on Denscombe’s (2010) observation that group discussions can stimulate richer reflection, as participants build on each other’s ideas. Kitzinger (1995) also notes that group interaction can generate insights not always evident in individual interviews. Alternatives such as one-to-one interviews or written reflections were considered but dismissed. Individual interviews, while offering depth, limit opportunities for peer dialogue (Bryman, 2016), and written responses risk brevity and lack of spontaneity (Cohen, Manion and Morrison, 2018). Group interviews were therefore judged the most effective means of exploring participants’ experiences with the learning journal, while still providing sufficient structure to address the research questions.
Interviews were audio-recorded with consent, transcribed, and anonymised. This qualitative element added depth to the questionnaire findings and helped to capture the complexity of experiences with journal use during placement.
Design of the questionnaire and interview questions
The questionnaire and interview questions were developed using guidance from established research methods literature (Cohen et al., 2018; Oppenheim, 2000) and were shaped by key texts on reflective practice (Schön, 1983; Kember et al., 2000). Questionnaire items were grouped by theme to support consistency and allow for more structured analysis. Both sets of questions were reviewed by my academic supervisor, who provided feedback on how well they aligned with the research aims and how clearly they were worded. Particular care was taken to ensure accessibility, logical sequencing, and clarity. Although I did not carry out a formal pilot, the design process followed good practice principles to reduce the risk of misunderstanding and improve the overall quality of the tools (Denscombe, 2010).

Data Analysis
Quantitative Analysis
The questionnaire data were analysed using SPSS (version 28).
Descriptive statistics, including means, percentages and frequencies, were used to summarise overall patterns in the responses. Descriptive statistics were chosen because they provide a clear and straightforward way of summarising responses, which suited the exploratory nature of the study (Cohen et al., 2018). They allowed for the identification of patterns in attitudes without making assumptions beyond the data collected.
Cross-tabulations were applied to explore possible relationships between variables such as year group, subject specialism, and views on learning journals. These comparisons were used to check for similarities or differences between subgroups in the sample. The results from the quantitative analysis provided a broad picture of participant perceptions and were later compared with the qualitative themes from the interviews to identify areas of agreement, difference, or further explanation.
Qualitative Analysis
A thematic analysis was completed on the qualitative data from the group interviews, following the six-phase process described by Braun and Clarke (2006). Thematic analysis is a widely used method for identifying patterns in qualitative data, valued for its flexibility across different research contexts. This made it suitable for the present study, which sought to capture varied perspectives on the learning journal without the more restrictive assumptions of other approaches. Some scholars have questioned thematic analysis for its potential subjectivity (Holloway and Todres, 2003), yet its structured process provides clarity and transparency in how data are coded and themes generated (Nowell et al., 2017).
I first became familiar with the data by reading the transcript several times and making notes on points of interest. I then generated initial codes by working through the transcript line by line, labelling sections that related to the research focus. These codes were grouped into potential themes and subthemes that captured shared meanings. The themes were reviewed to check they matched the coded extracts and reflected the full data set. Once confirmed, each theme was given a clear name and definition. In the final stage, the themes were organised into a reporting structure, with selected quotes used to illustrate each one. Mezirow’s Transformative Learning Theory was applied when interpreting parts of the data where reflection appeared to lead to a change in thinking or practice.
Integration of Quantitative and Qualitative Findings
The quantitative and qualitative findings were considered together to give a fuller understanding of the research questions. The questionnaire results provided a broad overview of participant views, while the interview themes added detail and examples to explain these patterns. Comparing the two data sets helped to identify where they supported each other and where they differed. In some cases, the interviews explained why certain questionnaire trends appeared, such as differences between year groups or variations in how the learning journal was used. The combined analysis also highlighted where participants’ reflections, described in the interviews, aligned with Mezirow’s Transformative Learning Theory. This approach strengthened the credibility of the findings by showing how numerical patterns and personal accounts connected.
Ethical Considerations
Full ethical approval was granted by the University’s Research Ethics Committee (see Appendix A). The research adhered to BERA (2024) guidelines, with informed consent obtained for all elements. Participants were told they could withdraw at any time and that their responses would be anonymised.
Given my role as a teacher educator in the same partnership, I took care to avoid any influence or perceived obligation on the part of participants. Invitations were distributed through neutral channels, and participants were reassured that their responses would not affect their academic progress.  As Thomas (2023) stresses, being reflexive means regularly thinking about how my own role, views, and experiences could influence the research, and being transparent about this is a key ethical responsibility for practitioner-researchers.
All data were stored securely in compliance with GDPR regulations. Recordings were deleted after transcription, and identifying information was removed from transcripts and questionnaire responses. Participants were offered the opportunity to review their contributions during the write-up phase.
Trustworthiness and Reflexivity
Throughout the research process, steps were taken to ensure credibility and trustworthiness. Multiple sources of data were used to triangulate the findings, including questionnaire responses, interview transcripts, and learning journal samples. Triangulation enhances validity by allowing evidence to be cross-checked (Shenton, 2004; Lincoln and Guba, 1985). An audit trail was also maintained, with notes documenting each stage of analysis, which supported transparency in decision making (Nowell et al., 2017).
As recommended by Thomas (2023) and Denscombe (2010), I reflected regularly on my own assumptions and recorded these in a research diary. This helped to ensure that the data were interpreted in a balanced way and that I remained aware of the influence of my own professional role. Braun and Clarke’s (2022) principles of transparency and coherence were followed throughout the analysis and reporting phases.
I work both as a senior leader in a primary school and as a teacher educator at University A. This means I know the ITE system well and understand what happens on school placements. That knowledge helped me make sense of participants’ answers, but it could also bring bias. I already have positive views about learning journals, which might influence how I see the data.
Some participants knew me through my work. This may have helped them feel comfortable, but it could also mean they answered in a way they thought I would like. To reduce this risk, questionnaires were anonymous and interview questions were neutral.
I kept a research diary throughout the project. This helped me track my decisions, spot where my own views might affect interpretation, and think carefully about how I handled the data. Being aware of my position in the research and reflecting on it regularly meant I could make better, fairer choices when collecting and analysing the data.
Limitations
Although the research design allowed for rich and detailed data, there are some limitations. The sample was relatively small and drawn from a single ITE partnership, which may limit the wider applicability of the findings. In addition, reliance on self-reported data can lead to response bias. For example, participants may overstate the value of the journal to align with perceived expectations. Because participation was voluntary, it is also possible that those with strong opinions were more likely to take part, a common risk in self-selected samples (Bryman, 2016; Robson and McCartan, 2016).
However, the use of multiple data sources, careful ethical procedures, and clear reporting methods help to strengthen the validity of the study. The questionnaires reached a larger group, helping to show general patterns in views, while the interviews allowed these to be explored in more depth and in participants’ own words. Triangulation between the questionnaires and interviews was used to identify where findings matched or differed. A clear and documented process was followed for analysing the interview data to reduce the influence of my own views.
Overall, the research provides a detailed snapshot of how student teachers in one Welsh ITE partnership experience and reflect on the use of learning journals. As Tracy (2010) highlights, qualitative findings are context-specific, and their transferability depends on how readers judge applicability to other settings. It is therefore acknowledged that different institutional contexts or future developments in ITE policy may produce different results (Cohen, Manion and Morrison, 2018).
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Chapter four- Results, Analysis and Discussion
Introduction
This chapter shares the findings from the mixed methods research and answers the main and secondary research questions set out in Chapter 3. The results are shown in three stages. First, the quantitative findings from the questionnaire are presented, addressing the primary research question on how primary PGCE student teachers perceive the learning journal during placement. Second, the qualitative findings from the group interview are explained, which helps to address the secondary research question on how the learning journal supports reflection and professional growth in practice. Finally, the two sets of findings are looked at together to see where they match, where they differ, and how they add to each other. This order follows an explanatory sequential approach, where the qualitative data help explain patterns found in the quantitative results (Creswell and Plano Clark, 2018).
The chapter starts with a summary of who completed the questionnaire and how many responses were received. It then reports the main trends from the questionnaire, grouped by the key topics it explored. 
The next section shares what was learned from the interview. Themes were identified using Braun and Clarke’s (2006) six-step process for thematic analysis. Direct quotes from participants are included to help bring their rich views and experiences to life.
A reference to positionality is important here. Given my role as a teacher educator within the same ITE partnership, care was taken to present findings accurately, neutrally, and in a way that reflects the participants’ own words and responses. The quantitative analysis is based on unaltered questionnaire data, and the qualitative analysis follows a clear coding process to reduce potential bias.
The chapter ends by combining the questionnaire and interview results. This shows where the findings support each other, where they do not, and where one provides extra detail. 

Quantitative Findings
Overview of Questionnaire Responses
The questionnaire was completed by primary PGCE student teachers who had used a learning journal during their second school placement. In total, 15 responses were received. All participants had recent experience of keeping a journal as part of their ITE programme. This section addresses the primary research question by examining how participants rated different aspects of their learning journal. It also touches upon potential barriers which refers to the secondary research questions. It also begins to address the secondary questions by identifying how they were used and the barriers or enablers influencing their use.
The full list of statements used within the questionnaire is included in Appendix A. The questionnaire consisted of 12 statements rated on a four-point Likert scale (strongly agree, agree, disagree, strongly disagree) and one open-ended question. The statements were grouped around key aspects of learning journal use:
· Tracking progress and professional development
· Building confidence and encouraging critical thinking
· Meeting professional standards
· Using past reflections to inform future teaching
· The role of mentor support in journal use
· The perceived depth and value of reflection
· Practical challenges such as time management and workload
Several statements explored positive aspects, such as the journal’s role in tracking development, building confidence, encouraging deeper reflection, and supporting professional standards. Other statements examined possible challenges, including the time needed to keep a journal and whether it was seen as extra workload.
The open-ended question invited participants to share additional comments on how the learning journal had, or had not, supported their progress during placement. These responses provided context for the quantitative data and were analysed alongside the interview data in the qualitative findings section.
The descriptive statistics for each of the twelve questionnaire statements are shown in Table 1. Following guidance on the analysis of Likert-scale survey data (Boone and Boone, 2012; Field, 2018), means and standard deviations are reported for each item. Higher mean scores indicate stronger agreement with positive statements and stronger disagreement with negative ones (statements 11 and 12 were reverse-coded in interpretation). Standard deviation values show the degree of variation in responses, with smaller values suggesting greater agreement among participants.
Table 1. Means and standard deviations for each questionnaire statement (N = 15).[image: ]







As shown in Table 1, most participants gave high agreement ratings to positive statements, particularly Q5 and Q3, while the lowest scores were seen in Q12 and Q11. This pattern reflects trends reported by Moon (2006), who found that learning journals are most valued for encouraging self-awareness and critical engagement, but that time management can limit consistent use.
In general, the results suggest that participants responded most positively to statements about identifying strengths and areas for development (Q5) and engaging in critical thinking (Q3). Lower mean scores were observed for the negative statements about workload (Q12) and time barriers (Q11), indicating disagreement with these as major concerns.
Descriptive Statistics by Theme
Reflective Confidence and Professional Growth (Q1-Q3, Q10)
Responses to statements about progress, confidence, critical thinking, and links to professional growth were generally positive. For progress (Q1), the mean score was M = 3.47, SD = 0.64, suggesting most participants agreed that the learning journal helped track their development. Confidence in the classroom (Q2) had a slightly lower mean of M = 3.33, SD = 0.72, with responses spread between ‘agree’ and ‘strongly agree’. Critical thinking (Q3) had the highest score in this theme (M = 3.67, SD = 0.49), indicating a consistent view that the journal encouraged deeper thought about teaching experiences. The link between journal reflections and professional growth (Q10) had a mean of M = 3.27, SD = 0.80, reflecting a generally positive response but with a slightly wider spread of views. These findings match earlier research by Larrivee (2008), who described reflection as key to developing teacher professionalism.
As shown in Figures 1-4, most participants selected ‘agree’ or ‘strongly agree’ across these items. The strongest agreement was for Q3 (critical thinking), which shows consistently high scores, while Q2 (confidence) displayed slightly more spread. Together, these graphs demonstrate that the journal was especially valued for encouraging deeper thought, even more so than for boosting classroom confidence. This supports Larrivee’s (2008) view that reflection strengthens professional thinking.
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[image: ]Figure 1. Responses to Q1: Perceived progress tracking.
Figure 2. Responses to Q2: Confidence in the classroom.
[image: ][image: ]Figure 3. Responses to Q3: Critical thinking about teaching experiences.
Figure 4. Responses to Q10: Links between journal reflections and professional growth.


Meeting Professional Standards (Q4)
Perceptions of how the learning journal supported meeting professional standards (Q4) were more varied. The mean was M = 2.87, SD = 0.83, with responses ranging from ‘disagree’ to ‘strongly agree’. This suggests that while some participants found the journal useful in this respect, others were less convinced. This mixed response is similar to findings by Farrell (2013), who noted that reflective tools are not always directly linked to meeting formal teaching standards in the minds of trainees.
As shown in Figure 5, responses were mixed, ranging from ‘disagree’ to ‘strongly agree’. This wide spread explains the lower mean score and suggests that journals were not always directly associated with meeting standards.
Figure 5
[image: ]
Figure 5. Responses to Q4: The journal’s role in meeting professional standards.



Identifying Strengths and Areas for Development (Q5)
The highest overall mean score was for identifying strengths and areas for development (Q5) with M = 3.80, SD = 0.41. This shows a very strong agreement across participants, with low variability. Nearly all respondents rated this as ‘agree’ or ‘strongly agree’. As shown in Figure 6, almost every participant agreed that the journal helped them identify strengths and areas for development. This strong consensus is reflected both in the high mean score (3.80) and in the very low variation across responses.
Figure 6
[image: ]

Figure 6. Responses to Q5: Identifying strengths and areas for development.
Using and Referring Back to the Journal (Q6)
Referring back to previous entries to inform future teaching decisions (Q6) had a mean score of M = 3.00, SD = 0.93. The spread of responses was wider here, indicating mixed views on how often and how effectively the journal was used in this way. Some participants may have found it a useful planning tool, while others may have seen it more as a record of past experiences. 
As shown in Figure 7, responses were more mixed than for other items. While some participants reported revisiting journal entries regularly, others used them less consistently. This variation is visible in the wider spread of scores and supports the mean of 3.00.
Figure 7
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Figure 7. Responses to Q6: Referring back to previous entries to inform teaching.
Mentor Interaction and Support (Q7, Q9)
Participants reported similar views for discussing journal reflections with mentors (Q7: M = 3.33, SD = 0.98) and feeling that mentors valued the journal (Q9: M = 3.33, SD = 0.98). Both statements received mostly ‘agree’ and ‘strongly agree’ ratings, but with some lower scores suggesting varied mentor engagement.
As shown in Figures 8 and 9, most participants agreed that mentors engaged with their journals and valued them. However, the spread of responses shows that this was not consistent across all placements.
Figure 8 and 9
[image: ]
[image: ]Figure 8. Responses to Q7: Discussing journal reflections with mentors.







Figure 9. Responses to Q9: Perceptions that mentors valued the journal.
Encouraging Deep Reflection (Q8)
Encouraging deeper reflection beyond weekly mentor meetings (Q8) received a mean score of M = 3.20, SD = 0.78, showing moderate to strong agreement among participants. As shown in Figure 10, most participants agreed that the journal encouraged reflection beyond formal mentor meetings, though a small number were less certain. This suggests journals provided an additional reflective space, even if the depth varied.
Figure 10
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Figure 10. Responses to Q8: Encouraging deeper reflection beyond mentor meetings.
Barriers to Use (Q11, Q12)
Time barriers (Q11) had a lower mean of M = 2.53, SD = 0.92, showing that many participants agreed that finding time to complete the journal was a challenge. The lowest score of all items was for the statement that the journal felt like an additional workload (Q12: M = 1.73, SD = 0.80), with most respondents disagreeing. This suggests that while time was an issue, the journal was not widely seen as an unnecessary burden. This matches findings by Hobbs (2007), who noted that workload pressures can limit reflection even when the value of the process is recognised.
As shown in Figure 11, there is a clear contrast between Q11 and Q12. Many participants agreed that time was a barrier, yet most disagreed that the journal was an unnecessary workload. This suggests that although completing the journal was sometimes difficult, its value was still recognised.
[image: ]Figure 11 and 12.







Figure 11. Responses to Q11: Time as a barrier to journal use.
[image: ]
Figure 12. Responses to Q12: Journal perceived as an additional workload.
Summary of Quantitative Trends
Overall, the questionnaire responses show that participants viewed the learning journal positively, particularly as a tool for identifying strengths and areas for development, encouraging critical thinking, and supporting progress. The highest mean score was for identifying strengths and areas for development (Q5: M = 3.80, SD = 0.41), followed closely by critical thinking (Q3: M = 3.67, SD = 0.49) and progress tracking (Q1: M = 3.47, SD = 0.64). The link between journal reflections and meeting professional standards (Q4) showed more varied views (M = 2.87, SD = 0.83). Responses about mentor interaction (Q7 and Q9) were mostly positive but had mixed scores, suggesting differences in how mentors engaged with journal use. Referring back to previous entries (Q6) showed moderate agreement (M = 3.00, SD = 0.93). The main barrier identified was time (Q11: M = 2.53, SD = 0.92). However, the journal was not widely seen as an unnecessary workload (Q12: M = 1.73, SD = 0.80).
Discussion of Quantitative Findings

These findings indicate that learning journals were most valued for supporting self-awareness and encouraging deeper thinking about teaching practice, echoing Larrivee’s (2008) and Boud’s (2001) arguments about the central role of reflection in teacher development. The mixed responses on meeting professional standards align with Farrell’s (2013) suggestion that such links are not always clear to trainees. Variation in mentor-related responses reflects Orland-Barak and Yinon’s (2005) observation that mentoring styles can influence the perceived value of reflective tools. Although time pressures were the most common challenge, the fact that the journal was not widely viewed as an unnecessary burden supports Hobbs’s (2007) view that the main issue lies in finding time rather than questioning its worth. Overall, the data suggest that when supported effectively, learning journals can play a meaningful role in developing reflective capacity within Initial Teacher Education.
These findings are helpful in aiming to answer the primary and secondary research questions by showing that student teachers often see the journal as a valuable tool for reflection, self-assessment, and growth. However, its role in meeting formal standards and the level of mentor involvement varied between individuals
The following section explores the qualitative findings, providing deeper insight into these patterns.
Qualitative findings
This section presents the findings from the group interview, which explored how student teachers experienced and perceived the use of learning journals during school placements. The analysis followed Braun and Clarke’s (2006) six-phase process for thematic analysis. The aim was to address the primary research question about the extent to which learning journals were seen as a supportive tool, as well as the secondary questions on how they were used and what barriers or enablers influenced their use. In this section, the qualitative themes are linked to both secondary research questions by providing richer detail on how journals were used in practice and what factors supported or hindered this process.
In addition to the closed Likert-scale items in the questionnaire, participants also responded to one open-ended question. Their responses were analysed together with the interview data to provide richer insights into the research questions.
The interview was carried out online using Microsoft Teams and lasted around one hour. It was audio-recorded with consent from participants and later transcribed. The three participants were PGCE primary student teachers who had recently used a learning journal during placement. In the transcript, their identities are protected by using participant codes (P1, P2, P3). The full list of interview questions is provided in Appendix 1.
As the researcher, I also work as an Initial Teacher Education tutor. This shared professional context may have helped create a sense of familiarity and trust, encouraging participants to speak openly about their experiences. However, I remained aware of the potential influence of my role on the discussion and took steps to minimise bias, such as using open-ended questions and allowing participants to lead the conversation where possible. This dual role may have encouraged participants to speak more openly about their experiences but could also have led them to emphasise positive aspects of journal use. There is also the possibility of a Hawthorne effect, where participants adapt their responses because they are aware they are being observed (McCambridge, Witton and Elbourne, 2014). Being aware of this possibility helped me interpret the findings with caution, particularly where there was strong agreement across participants.
The focus here is on comments that relate directly to the research questions. This means only extracts about learning journal use have been analysed and included. Four key themes were identified from the data:
· Using the learning journal to track progress and professional growth
· Linking Reflection to Teaching Practice 
· Mentor Support and Feedback 
· Barriers and Supports for Effective Learning Journal Use 
These themes are presented in the order listed and are supported with direct quotations from the participants to illustrate key points. Each participant is referred to as P1, P2, or P3 to maintain confidentiality.
Theme 1- Using the learning journal to track progress and professional growth
Participants described the learning journal as an important space for reflection. They valued having a dedicated place to record thoughts about their lessons, assess what went well, and identify areas for improvement. This process was seen as helping them to think more deeply about their teaching and make links between theory and practice.
P2 explained:
“It made me stop and think about what I’d actually done in the lesson, rather than just moving on to the next thing. It’s made me think more critically.”
It can be interpreted that writing the reflections was as important as the reflections themselves. P1 noted that recording thoughts in writing made them more aware of their own progress:
“When you look back, you can see how far you’ve come. It’s nice to see that development written down.”
Participants also connected reflection in the journal to their professional growth. They felt it encouraged them to take responsibility for identifying strengths and weaknesses, which in turn helped them develop as teachers. P3 described how the journal acted as a personal record of professional learning:
“It’s almost like evidence of how you’re thinking as a teacher. You can see your own development over time.”
These views echo findings from the quantitative data, where identifying strengths and areas for development scored the highest mean rating. They also align with Larrivee’s (2008) view that reflection supports professional identity and growth. In the context of this study, the learning journal was not just a record of placement activity but a tool for building reflective habits that participants saw as essential for becoming effective teachers.
Theme 2 - Linking Reflection to Teaching Practice
Participants spoke about how the learning journal helped them make connections between past experiences and future teaching decisions. For some, this meant using the journal as a reference point to remind themselves of strategies that worked well, or to reflect on mistakes and plan how to avoid them.
P1 explained:
“If I had a lesson that didn’t go well, I’d write about it and then look back before planning the next one to see what I could change.”
Others felt the journal encouraged them to think more deliberately about their planning. P2 noted that it prompted them to adapt their teaching approaches:
“It’s made me stop and think about why I’m doing something, rather than just doing it. I think about what the children need and how I can meet that.”
However, not all participants referred back to their journal regularly. P3 admitted that they sometimes used it only when required, rather than as an active planning tool:
“I’d write it and then maybe not look back unless someone asked me to.”
This variation mirrors the questionnaire results, where responses to using previous reflections to inform future teaching were more mixed. While some participants found the journal useful for improving practice, others saw it mainly as a reflective exercise rather than a resource for ongoing planning.
Theme 3 - Mentor Support and Feedback
The role of mentors in encouraging journal use was a key point in the discussion. For some participants, mentors actively engaged with their reflections, which made the process feel more valuable. P2 described how feedback from their mentor shaped their thinking:
“They’d read what I’d written and ask questions, which made me think about things in a different way.”
P1 shared a similar experience, explaining that discussing journal entries during mentor meetings helped them to clarify their ideas:
“It made me reflect more because I knew we’d talk about it. I didn’t want to just write anything; I wanted it to be useful.”
However, the level of mentor involvement varied. P3 noted that their mentor rarely referred to the journal, which reduced its impact:
“They didn’t really mention it, so it felt like something I was doing just for me.”
These mixed experiences reflect earlier questionnaire findings, where responses to mentor engagement were positive overall but showed some variability. When mentors interacted with the journal, participants tended to see it as a more meaningful part of their professional development.
Theme 4 - Barriers and Supports for Effective Learning Journal Use 
Participants identified both challenges and supports that shaped how they engaged with the learning journal during placement. The most consistent barrier was finding the time to write reflections alongside lesson planning, teaching, and other responsibilities. Several described struggling to complete their journal at the end of long days when they were already tired.

P1 explained:
“Some days you just don’t have the time. By the time you’ve planned, taught, and marked, it’s the last thing on your mind.”
P2 agreed, noting that the issue was not about doubting the journal's value, but about balancing it with competing demands:
“It’s not that I don’t see the value in it - it’s just fitting it in when you’re juggling everything else.”
For some, these pressures led to entries being rushed rather than deeply reflective. P3  described:
“I sometimes felt like I was just writing quickly to get it done, not really thinking deeply.”
Despite these challenges, participants highlighted factors that made journal use easier and more meaningful. Having clear prompts or a structured format helped focus their thinking and encouraged deeper reflection. P2 shared:
“When I had questions to guide me, I found it much easier. It made me think about things I wouldn’t have thought of on my own.”
Mentor encouragement also acted as a strong support. When mentors read entries, asked questions, or provided feedback, participants felt more motivated to reflect regularly. This interaction made the process more engaging and reinforced the value of keeping the journal.
This theme links to the secondary research question on barriers and enablers to journal use. It also supports the questionnaire findings, which showed that time was the most common difficulty, but that guidance and mentor involvement could help sustain regular and meaningful reflection.
Summary of Qualitative Trends
The interview findings showed that participants viewed the learning journal as a valuable tool for supporting professional growth and reflection during school placements. Across the themes, they consistently described it as a space for identifying strengths, recognising progress, and making links between theory and practice. Many participants used the journal to inform their future teaching decisions, though the extent of this varied.
Mentor involvement emerged as a key factor in shaping how useful the journal felt. When mentors engaged with entries and provided feedback, participants saw greater value in the process and felt more motivated to reflect regularly. This mirrored the positive but varied mentor-related responses in the questionnaire data.
The most consistent barrier was finding the time to complete the journal alongside other placement demands. While participants rarely questioned the journal’s value, they often described fitting it in as a challenge. Factors such as having a clear structure, guided prompts, and mentor encouragement acted as important supports that helped sustain regular and meaningful use.
Taken together, the qualitative findings suggest that learning journals can play an important role in supporting reflection and professional growth in Initial Teacher Education, especially when supported by mentor feedback and clear guidance. However, practical constraints such as time pressures remain a notable challenge.
Discussion of Qualitative Findings
The qualitative findings reinforce the view that learning journals can be an important support for professional growth in Initial Teacher Education. Participants described them as useful for tracking progress, reflecting on teaching experiences, and making links between theory and practice. These findings align with Larrivee’s (2008) argument that structured reflection is central to developing a professional teaching identity, as well as with Boud’s (2001) work on reflection as a means of deepening learning.
Mentor engagement emerged as a key influence on how valuable the journal was perceived to be. When mentors read entries, asked questions, and provided feedback, participants reported more meaningful reflection and greater motivation to maintain the journal. This supports Orland-Barak and Yinon’s (2005) observation that mentoring styles can directly shape the quality and depth of reflective practice. The findings also echo Farrell’s (2013) point that when reflection is explicitly connected to professional conversations, it is more likely to be sustained and acted upon.
The main barrier reported was time, a challenge also identified in the quantitative data and consistent with Hobbs’s (2007) work on workload pressures in teacher education. While participants did not question the journal’s value, they often struggled to prioritise it alongside lesson planning, marking, and other placement responsibilities. However, the data suggest that this challenge can be partly mitigated by providing clear prompts and a structured format, helping student teachers to focus their reflections more effectively.
Overall, these findings suggest that learning journals are most effective when they are both supported and structured. They are valued as a means of encouraging self-awareness, professional growth, and critical engagement with teaching practice. However, without sufficient time, guidance, and mentor interaction, their potential impact may be reduced.
Integration of Findings
Shared Findings
The questionnaire and group interview findings both indicate that student teachers viewed the learning journal as a helpful and supportive tool during their school placements. This directly addresses the primary research question, showing that most participants valued the journal as a means of reflecting on their teaching, recognising their strengths, identifying areas for improvement, and tracking their professional growth. It also links to the secondary questions by showing how self-reported use and perceived barriers or supports emerged across both sets of data.
In the quantitative data, the highest mean score was for identifying strengths and areas for development (Q5: M = 3.80), followed by encouraging critical thinking (Q3: M = 3.67). These results match the qualitative findings, where participants described how the journal helped them think more deeply about lessons and make connections between theory and practice. They also reported that looking back at past entries made their progress more visible over time.
Mentor support was another area of agreement. Quantitative results for Q7 and Q9 showed positive views about discussing journal reflections with mentors and feeling that mentors valued the process. This was echoed in the qualitative data, where participants explained that mentor engagement encouraged them to reflect more purposefully and to see the journal as a meaningful part of their professional development.
Time was the most consistent challenge identified in both sets of findings. In the questionnaire, time pressures (Q11) scored lower (M = 2.53), suggesting it was a barrier for many. In the qualitative data, participants described how busy school days often made it difficult to write in depth. Despite this, the journal was not widely seen as an unnecessary burden in either set of results (Q12).
Contrasting Findings
There were some differences between the questionnaire and interview findings. In the quantitative data, the statement about using previous reflections to inform future teaching (Q6) scored moderately (M = 3.00) with a wide spread of responses. In interviews, this varied between individuals as some used their journals regularly to guide planning, while others only revisited entries when prompted.
Another difference was in perceptions of meeting professional standards (Q4). Quantitative responses showed mixed agreement (M = 2.87), but the topic did not feature strongly in the interview discussion. This suggests that while participants may have recognised a link when prompted in the questionnaire, it was not a key focus when reflecting in conversation.
 Additional Insights
The mixed-methods approach offered a fuller understanding of learning journal use. Quantitative data showed the value placed on reflection for self-awareness and growth, while qualitative findings explained why. Participants spoke about how writing helped them process lessons, link theory to practice, and recognise changes in their thinking over time.
The questionnaire results also showed the importance of mentor involvement, but the interviews revealed how this support was given in practice, for example, through feedback, questioning, and prompting deeper thinking. These discussions made clear that mentor interaction could transform the journal from a personal task into a collaborative learning tool.
The qualitative findings also identified supports not explored in the questionnaire, such as having structured prompts to guide reflection. This extra detail strengthens the secondary research question on enablers of journal use, showing that both mentor feedback and guided reflection can help student teachers use journals more effectively.
For the secondary questions, both data sets confirmed that journals were used to reflect on and improve teaching practice. The qualitative findings added specific examples of how participants adapted lessons after reflecting. On barriers, both approaches identified time pressure as the main difficulty, but qualitative data added context, showing how tiredness and workload could affect the quality of entries.
Chapter Summary
Taken together, the findings show that learning journals were viewed as a valuable part of the placement experience. Both the quantitative and qualitative results point to their role in helping student teachers develop reflective habits, identify strengths and areas for development, and support professional growth. Mentor involvement emerged as an important factor in making journal use more purposeful. Differences were seen in how often journals were revisited and in how closely they were linked to professional standards. The qualitative results added detail about how reflection took place in practice, the benefits of structured prompts, and how mentor-led discussion could make the process more meaningful. The results suggest that learning journals were valued for building reflective habits, identifying strengths and areas for development, and supporting professional growth, though their role in meeting professional standards was less consistent. These findings are significant for ITE in Wales as they highlight both the potential of structured reflective tools and the practical considerations needed for them to be used effectively.
These combined findings set the stage for the conclusion chapter, which will consider the results in relation to existing research and the wider context of Initial Teacher Education in Wales.
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Chapter five- Conclusion
This chapter brings together the findings of the study, showing how they address the research questions. It also considers the wider significance of the research, its limitations, and implications for policy, practice, and future study.
This study explored how primary PGCE student teachers viewed the use of a learning journal during their school placements. The aim was to find out whether the journal was seen as a supportive tool for reflection and professional growth, and to look at the barriers and supports that shaped its use. A mixed-methods design was used, combining a questionnaire with 15 student teachers and a group interview with 3 participants. The questionnaire provided an overview of attitudes, while the interview gave more detailed insight into individual experiences.
The study is significant because reflection and enquiry are central to Initial Teacher Education (ITE) in Wales. National policy and professional standards stress that teachers should be reflective and able to connect theory and practice. By listening to the voices of student teachers, this study offers useful insights into how a common reflective tool is experienced in practice.
Overview of Key Findings
The study found that student teachers generally viewed learning journals as supportive tools. Questionnaire responses showed high agreement with statements about identifying strengths, reflecting on lessons, and tracking progress. Interview data reinforced this, with participants describing journals as useful for connecting classroom experience with theory.
Mentor engagement emerged as a key influence: when mentors read and discussed entries, journals were seen as more meaningful. In contrast, limited mentor involvement left journals feeling like an isolated task.
Time was the main barrier identified. While many participants struggled to balance journal writing with placement demands, most still regarded the exercise as worthwhile.
Views on professional standards varied. Some participants linked journals directly to these expectations, while others valued them primarily for personal reflection.
Together, these findings provide the basis for answering the research questions and for considering their wider significance.
Significance of the Study
The study adds to research that shows the value of structured reflection in professional learning (Boud, 2001; Larrivee, 2008). It confirms that reflection helps student teachers develop self-awareness and professional identity. At the same time, it shows that the impact of journals depends on context, especially the role of mentors.
The findings are also significant for the Welsh ITE landscape. The EWC Professional Standards for Teaching and Leadership (2017) stress reflection and professional learning as central to teacher growth. This study shows that journals can support those standards in practice.
The Welsh Government’s revised Criteria for the Accreditation of ITE Programmes (2023) highlight the need for providers to produce reflective and research-informed practitioners across strong school-university partnerships. The evidence here about mentor involvement is particularly relevant, showing that journals are most effective when supported by consistent mentoring.
In addition, Estyn’s inspection framework for ITE (October 2023) places reflective logs, mentoring quality, and critical analysis at the heart of evaluation. This study therefore provides evidence that is relevant not only to academic debates, but also to inspection, accreditation, and the quality assurance of ITE in Wales.
Limitations
Like all small-scale studies, this research has its limits. The sample size was small: only 15 questionnaire responses and 3 interview participants. This means the findings cannot be generalised to all student teachers.
Participants were also drawn from a cohort already required to use journals, so responses may have been influenced by compliance as well as authentic views. My own role as a teacher educator in the partnership was another limitation. Although I took steps to reduce bias, it is possible that my position shaped how participants responded.
Finally, the research took place during one placement period, so it only gives a snapshot of experience. It does not show whether reflective habits are maintained in the longer term. These limits are important to note but also point to possible next steps for research.
Future Research
Future studies could build on this work in several ways. Larger-scale research across multiple ITE partnerships would provide a broader evidence base. It would also be useful to compare different forms of journals, including digital formats, to see whether these ease some of the time pressures identified.
Longer-term studies following student teachers into their induction year and beyond would help to show whether reflective habits last beyond initial training. In addition, research that includes mentor perspectives would shed light on how mentors support or limit journal use in practice.
Comparative work could also explore how national policy expectations for reflection are enacted in day-to-day placement contexts. This would help to bridge the gap between policy and practice.
Implications for Practice and Policy
The study highlights several implications for ITE providers, mentors, and policymakers. For providers, it shows the importance of giving student teachers clear structures and prompts to support their reflections. Journals are most useful when they encourage depth rather than routine description. Providers should also ensure mentors are trained to engage with journals as part of their regular discussions with student teachers.
These steps align closely with the 2023 Accreditation Criteria for ITE, which stress the need to develop reflective, research-informed practice within strong school-university partnerships. Consistency in mentor training and engagement would help providers meet these requirements and also improve student teacher experience.
At a policy level, the findings link directly to Estyn’s 2023 ITE inspection framework, which highlights reflection, mentoring, and critical analysis as key features of effective provision. Addressing the barriers raised by student teachers, particularly time pressures, would strengthen alignment with inspection priorities.
The study also confirms the continuing relevance of the EWC Professional Standards (2017), which call for teachers to be reflective and enquiring. Journals remain one practical tool for supporting these standards, but their value depends on time, structure, and mentor involvement. For policymakers, this suggests that journals can contribute to the development of reflective, independent practitioners if supported properly.
As a practical next step, the findings could be shared with the APLP leadership group and disseminated across the wider ITE partnership to inform ongoing developments in reflective practice and mentor training.
Critical Reflection on the Research Process
Carrying out this study was itself a reflective process. I began with the belief that journals would be valued positively, and while the findings supported this, they also challenged me to see more complexity. The variation in mentor engagement and the mixed views about professional standards were aspects I had not fully expected.
The mixed-methods approach proved valuable. The questionnaire gave a clear picture of general trends, while the interview data explained why these patterns occurred. Bringing the two together gave a fuller picture than either method alone could have provided.
At the same time, my dual role as researcher and teacher educator required careful consideration. I was aware that my position could influence participants, and this made me more cautious in interpreting the data. This experience has deepened my understanding of the challenges of practitioner research and the importance of reflexivity.
Time pressures were another challenge, both for participants and for me as a researcher balancing professional duties with academic work. In this sense, I shared some of the same difficulties described by the student teachers. Completing the project has therefore not only contributed to my academic development but also strengthened my appreciation of the lived experiences of student teachers.
Conclusion
This study has addressed the primary research question: To what extent do student teachers perceive the use of learning journals as a supportive mechanism during school placements within Initial Teacher Education in Wales? The evidence suggests that journals were widely perceived as supportive tools for reflection, growth, and linking theory to practice. Questionnaire responses highlighted their usefulness for identifying strengths and areas for development, while interviews confirmed that participants valued the opportunity to track progress and critically reflect.
The first secondary research question asked: How do student teacher mentees use learning journals to reflect on and improve their teaching practices? Findings showed that journals were most effective when they moved beyond descriptive accounts towards deeper reflection. Students used them to connect classroom experience with theoretical ideas, and in some cases to plan adjustments to future teaching. Mentor engagement played a pivotal role in shaping this process: when journals were discussed in mentoring conversations, they became more powerful tools for professional learning.
The second secondary question explored: What are the perceived barriers and enablers to effectively using learning journals among student teacher mentees? Time emerged as the main barrier, with many participants struggling to fit reflective writing into the demands of placement. However, the presence of supportive mentors, structured prompts, and clear expectations acted as important enablers. These contextual factors determined whether journals felt like meaningful tools or isolated tasks.
Taken together, these findings demonstrate that while student teachers perceive journals as valuable, their impact depends strongly on the quality of mentor interaction, the structures provided by ITE programmes, and the practical realities of workload. This suggests that journals can play a significant role in helping student teachers to become reflective practitioners, but only when barriers are recognised and supportive conditions are in place.
The findings also reflect Mezirow’s (2000) idea that reflection can be more than describing events. Some student teachers explained how writing in their journals led them to change aspects of their teaching, for example by trying a new approach or rethinking how they managed a lesson. In this way, the journal supported reflection that was not only about recording but about making real changes in practice.
These findings also connect with Biesta’s (2012, 2022) idea that teaching is not only about acquiring skills but about being challenged and formed through relationships and responsibilities. The ways in which student teachers described using learning journals - to reflect critically, to question their practice, and to see teaching as more than technique - suggest that journals can play a part in this wider process. At the same time, the barriers they faced, particularly time pressures and uneven mentoring, point to the difficulty of sustaining this deeper engagement within the everyday demands of school placements.
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Critical Reflection
Undertaking this research project has been both professionally rewarding and personally challenging. As a teacher educator in a Welsh ITE partnership, I began with a strong belief in the value of reflection. This belief also comes from my own work as a school teacher, where I am expected to keep a reflective journal. Reflection is valued in both my school and my ITE role, yet carrying out this study made me question my assumptions and recognise how complex it can be to support student teachers with reflection during placement.
A key learning point was the gap between policy and practice. Welsh Government accreditation criteria and the Education Workforce Council’s Professional Standards place great emphasis on structured reflection, but my findings showed that the success of learning journals depended on context. Mentor involvement and time made the greatest difference. This helped me see more clearly how national policy is lived out in schools and reminded me that supporting mentors is just as important as supporting students.
I chose a mixed-methods approach to capture both breadth and depth. The questionnaire gave me a useful overview, but the group interview brought the student teachers’ experiences to life. Listening to them describe how journals helped them track progress, process feedback, and grow in confidence was powerful. It also challenged some of my expectations. I had not anticipated that journal use might decline as confidence increased, or that some students would see reflection as a performative task when mentors were less engaged.
Reading Mezirow’s work on transformative learning, alongside critical realism, gave me a helpful way to think about these findings. Mezirow’s idea that reflection can change perspectives fitted well with accounts of students shifting their thinking or approaches. At the same time, I questioned whether all reflection was transformative or whether much of it was more routine. This made me think more carefully about the role of prompts and mentor dialogue in deepening reflection. I now see this as an area that deserves more focus within ITE.
Reflexivity was an important part of the process. Because I work within ITE, I was aware of the risk of bias and kept a research diary to challenge my own assumptions and be more cautious in interpretation. I also recognised that my role may have influenced participants’ responses. Familiarity may have encouraged openness, but it may also have led to more positive accounts of journal use. 
Time was a recurring theme. It was an issue for student teachers trying to complete journals and for me as a researcher balancing professional duties with study. This gave me greater empathy for the students’ experience and highlighted the need for realistic expectations about reflective practice. It also led me to consider whether digital formats might make journals easier and more flexible to use.
Overall, this project has strengthened my commitment to reflective practice while also making me more critical about how it is supported. I no longer see learning journals as stand-alone tools. They are part of a wider system that includes mentoring, feedback, and school culture. It is my hope that my findings will help to shape discussions in my ITE partnership, and I hope they will contribute to improving how reflective practice is encouraged and improved for the student teachers that are training within our partnership.
In conclusion, this dissertation has given me the chance to explore a topic I care deeply about, to question my own views, and to contribute to teacher education in Wales. It has reminded me of the importance of listening to student teacher voices and grounding practice in both theory and lived experience.
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Appendix A- Questionnaire
Likert scale statements

· The learning journal has helped me track my progress and development as a student teacher.

· Reflecting in my learning journal has increased my confidence in the classroom. 

· The learning journal has encouraged me to think critically about my teaching experiences. 

· Completing my learning journal has helped me meet the professional standards required for qualification.  
· I use my learning journal to reflect on my teaching strengths and areas for development.  
· I actively refer back to previous journal entries to inform future teaching decisions.  
· I find it beneficial to discuss my journal reflections with my mentor.

· The learning journal encourages deeper reflection beyond my weekly mentor meetings.  

· My mentor values and supports my use of the learning journal.
· I see a clear link between my journal reflections and my professional growth.
· I struggle to find time to complete my learning journal regularly.
· The learning journal feels like an additional workload rather than a useful tool.

Open ended question

Please share any additional thoughts on how the learning journal has (or has not) supported your progress during placement.



Appendix B- Interview Schedule
Focus Group Question Guide
Use these open-ended questions to encourage discussion:
1. How have you been using your learning journal during your placement?
1. Do you feel the learning journal has supported your learning and development? In what ways?
1. What kind of support (from mentors, tutors, peers) have you received when using the journal?
1. Have there been any challenges or barriers to using your journal regularly or meaningfully?
1. If you were advising new student teachers, how would you describe the value of keeping a learning journal?
1. If I could ask you to describe the change in yourself from when we first met, to know. 1, what would that change look like and 2, Can you tell me what has contributed to that change?
Introduction Script for the Meeting
“Thank you all for joining today. As part of my dissertation, I’m looking at how student teachers experience and use learning journals during their placement. This will be an informal discussion, and you’re welcome to speak openly. There are no right or wrong answers - I’m really interested in hearing about your honest experiences.
Everything you share will be anonymised, and your name will not appear anywhere in the research. If you’re happy to continue, I’ll begin recording now, and we can start with the first question.”









Appendix C- Ethics Documentation
C0- Ethics Approval Statement
This research study received ethical approval from the University of Wales Trinity St David Ethics Committee on 26.12.23. All procedures complied with the ethical standards outlined by the British Educational Research Association (BERA, 2024).
C1- Participant Information Sheet
Title of Research Project:
How student teachers perceive the use of learning journals during school placements
Researcher:
Rebecca Taylor MA Education student, University of Wales Trinity St David
Purpose of the Study:
The purpose of this study is to explore how student teachers experience the use of a learning journal during school placements. The research will focus on whether learning journals are perceived as supportive tools for reflection and professional growth, as well as the challenges and benefits associated with their use.
Why have I been invited to take part?
You have been invited to take part because you are a student teacher who has been asked to keep a learning journal during your placement. Your views and experiences will provide valuable insight into how journals are used in practice.
What will participation involve?
· Completing a short questionnaire (10-15 minutes).
· You may also be invited to take part in a small group interview (30-40 minutes).
· Participation is voluntary. You may withdraw at any time, without giving a reason, up to the point of data analysis.
Will my data be confidential?
Yes. Your responses will be anonymised. No names or personal details will appear in any dissertation or report. Data will be stored securely and deleted once the study is complete.
Are there any risks or benefits?
There are no known risks in taking part. The benefit is that you will have the chance to reflect on your professional learning and contribute to research that may improve Initial Teacher Education.
Who can I contact if I have questions?
If you have any questions about the research, please contact:
Rebecca Taylor
Taylorr175@hwbcymru.net
If you have concerns about your rights as a participant, please contact:
Laurence Thomas
laurence.thomas@uwtsd.ac.uk

C2- Participant Consent 
Title of Research Project: 
How student teachers perceive the use of learning journals during school placements
Researcher:
Rebecca Taylor, MA Education student, University of Wales Trinity St David
Please read the following statements and tick to confirm agreement:
☐ I confirm that I have read and understood the Participant Information Sheet.
☐ I understand that participation is voluntary and that I may withdraw at any time, without giving a reason, up to the point of data analysis.
☐ I understand that my data will be anonymised and used only for academic purposes.
☐ I give permission for anonymised quotations from my interview to be used in the dissertation.
☐ I consent to take part in this research study.
Participant’s name (print): ________________________________
Participant’s signature: __________________________________ Date: ____________
Researcher’s name: ______________________________________
Researcher’s signature: __________________________________ Date: ____________
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Appendix E- Anonymised transcript and sample of coding used
E0- Anonymised transcript
The following is an anonymised transcript of the group interview conducted with three student teachers. All names, initials, student numbers, and school identifiers have been removed to protect confidentiality. Speakers are identified only as Researcher, Participant 1, Participant 2, and Participant 3.
Researcher (School x [REDACTED]

Researcher (School x [REDACTED]
OK.
Bear with me a second.
So thank you all for joining me today. This meeting is part of my dissertation, which I think I mentioned to you all before and it's I'm looking at how student teachers and I know you're not student teachers anymore, but you're very recently qualified and you're in my, my network of students.

Participant 1 ([REDACTED])   0:34
None.

Researcher (School x [REDACTED]
This year, which is why I've you know, you're included in my sample. So yeah, I'm looking at how student teachers, your experience of sort of placement and how your what your perception was of the learning journal and how how that was of help to you during your placement.
This will really be an informal discussion and I encourage you just to speak openly and there's no right or wrong answers. I'm just interested in your honest experience, your honest thoughts about that particular document, the Learning Journal in relation to your placement.
Everything you share will be anonymized. Your name won't appear anywhere in my in my research or my write up, so if you're happy to continue, as I said, there'll be a recording taking place and we can start with the questions.
Just for you to all be aware, the my research has has got full ethics approval with Beira. So everything that's going to be discussed today has had full ethics approval. Your participation is voluntary.
As I've said, your responses will be anonymized in my write up. You can withdraw any point, so if any point today you feel like you want to leave the call, that's absolutely fine. And the recording is for transcript purposes only. So any videos will be deleted after this, and I will just be.
Using the anonymized transcript within my writing, yes. Is everybody happy?

Participant 1 ([REDACTED])   2:21
Yes.

Participant 2 ([REDACTED])   2:21
Yeah, happy.

Participant 3 ([REDACTED])   2:22
Yeah.

Researcher (School x [REDACTED]
OK, so as I said, it's really important to me. There's no right or wrong answers here, no judgement on anything you're saying. It's just a fought for me. So the first question is, so if you think back to when you're on placement and it's going to be Pte one and Pte 2 and you can.
Scarce if, if it's of importance to you. If maybe there was a shift from Pte 1 to Pte 2. But would you mind talking to me just about generally how how you used your learning journal during your placements?

Participant 1 ([REDACTED])   2:59
Do you need guys to go first? So in PT1 I feel like I did rely on a lot of the information given straight away. Obviously I'd never been in like kind of a teaching environment before, obviously where I'd been the teacher, my mentor in my first place when I was in the year 6, six class so.

Participant 2 ([REDACTED])   3:00
Yeah, well then.

Participant 3 ([REDACTED])   3:01
You gonna?

Participant 1 ([REDACTED])   3:18
I was really, really worried about, you know, that was my most worrying thing was, I didn't know how to deal with the year six class. Obviously they were the older ones as well and I was more focused in my head about going to earliest. So I was really, really relying on any feedback they'd have straight away being able to have my first lesson. We had the feedback straight away.
Away from that, when he wrote, he would write a whole paragraph about what you know. He felt to have the lesson went. Anything I could improve, obviously we done what went well and even better ifs in it as well. I just felt as throat then I could go back and lean back on any even better ifs and we'd move that on. He'd make sure that I was noted then if I carried that.
On.
I would note in the next one, so I always felt as if I was moving forward and he could notice as well if he'd notice it in the book then as well. If I was being a bit too hard on myself, he'd note that down and he'd say I don't think what Ashton mentioned about, you know, maybe the lesson didn't go as well. I don't think that that's anything down to her knowledge.
What she could have done differently in the lesson, I think that's actually what went well, that she's able to criticise herself and be able to improve from that. So there's always a good structure with that, with my earliest placement then as well. Again I went in there not knowing anything about earliest at all. Didn't you know her tough tray was before this whole course? So I was absolutely panicked.

Researcher (School x [REDACTED]
None.

Participant 1 ([REDACTED])   4:38
Again, uh.
Being able to rely back on to the Learning Journal just to have kind of a backup and know where I am because going from week to week and obviously it's more of the teaching in the second placement as well going from week to week, I forget basically daily what I've done the day before, so being able to relay back to that then and if they're even better if they're down there, I know then right, OK, this is what I.
Last week I had a lot of maybe making sure that I have enhanced provision throughout and make sure that next week then all my lessons are really structured around that. So I think it's always good to think just to have it jot it down because during the PTC your brain is kind of everywhere and anywhere. So having that down on a paper, it was always good to be able to relate back to definitely.
Yeah.

Researcher (School x [REDACTED]
Thank you, Ashton. That's great.
Anyone got anything to add from there? Just just generally how how you found it, how you used it. So Ashton mentioned there that she used it as a collaborative tool between her and her mentor. Was that something that you.
Family or Georgia experienced was it. Was it a collaborative tool? Was it a tool that you just used yourself? And again, there's no judgement here and it could be different in from both of your placements. But how how did how was it used for you to?

Participant 2 ([REDACTED])   5:58
Should I go next? I feel like in my first place, and especially I feel like because I've worked in a [REDACTED]

Participant 3 ([REDACTED])   5:59
Yeah, go down.

Participant 1 ([REDACTED])   6:00
Good.

Participant 2 ([REDACTED])   6:14
He's really beneficial because I was the first time I was leaving the classroom. I was, I think, even me and my mentor both, said. The guy I'm quite hard on myself and straight after less and we would have a conversation between ourselves first of all and he would always start off by asking me what, what do you think went well?
And then what would you improve then he would sort of tell me what he thought as well then and then we'd sort of write it down in the learning journal. So it's good in that sense that I always had that, like, reflect back on. And I feel like.

Participant 3 ([REDACTED])   6:32
You.

Researcher (School x [REDACTED]
OK.

Participant 2 ([REDACTED])   6:42
I reflect anyway, but do you know when you actually have to write it down in a journal? I feel like you reflect more like, meaningfully. And you actually think about it. And like Gaston said about, everything's so fast-paced in the PGC, like, I don't remember what I did last week. So I feel like having that written down.

Researcher (School x [REDACTED]
Yeah.
Aye.

Participant 2 ([REDACTED])   6:58
And knowing how I can improve on things as well and it's really beneficial to look back on and I feel like I did look back a lot on the learning journal and then in my second placement then I found that I really like the way my mentor did it, so she would.
Writing it as I was sort of introducing a lesson, so she was literally picking up on anything. Then anything I did well and she was writing it down straight away. So I feel like that was probably easier than.
Trying to think back on what you did maybe like a day or two later because it's so busy and I feel like it was hard to.

Researcher (School x [REDACTED]
Hmm.

Participant 2 ([REDACTED])   7:35
With me being so busy, I'm a mentor being so busy sometimes it was hard to remember to like write in there, thinking back to my first placement. There wasn't enough time.

Researcher (School x [REDACTED]
So it's almost like so it was more maybe second placement, almost like a live update as it were.

Participant 2 ([REDACTED])   7:50
Yeah. And if like doing it that way, it's almost like when you're like live marking, like doing it straight away. You're just constantly staying on top of it rather than letting it all build up. So my second place, when I feel like we wrote in it almost more than because it was like straight away if, like, the feedback was more meaningful because it was.
Done live basically and I'm to rely on memory and what I did, but again I feel like it's just a great way to reflect back on and then I remember one of the first PE lesson I did in earlier is and my mentor had written down a few comments and she said the following week. She's like I can literally tell you've listened to all of that feedback.

Researcher (School x [REDACTED]
OK.

Participant 2 ([REDACTED])   8:27
Back and you put that in place and I can tell the difference. And to just sometimes as well, they'll pick up on things that I might not even think of on ways I can improve. Like I wouldn't have thought of certain things to improve on. But just having that two way like a collaboration thing going on, I think it's is being really beneficial.

Researcher (School x [REDACTED]
Thank you so much, Emily. Georgia. There's if you know, don't feel like you've got to say something for the sake of saying something. If if there's anything else that the girls maybe haven't touched upon, that you've got a different, you know, if you use it differently, then feel free to add. But I don't want you to feel like you've got to say something.

Participant 3 ([REDACTED])   9:03
Yeah. No, that's fine. I was just going to say I completely agree with everything that the girls have said, especially more with what Emily just said now about having it more as a live sort of thing, especially my second placement whereas you know.
Like what Emily said again and you've in Pte one. You'd probably sit there after your lesson and think, right. OK. What when? Well, you know, even better if and then you kind of forget or you know, you're so stressed you've got all this things going on in your head, but then going into Pte 2 where it was done sort of live.
Was just so much easier and more helpful in regards to reflecting and things like that, but completely agree with it being collaborative as well. I think it was a really useful tool to be able to reflect and document different lessons and experiences.

Researcher (School x [REDACTED]
Hmm.
Yeah.

Participant 3 ([REDACTED])   10:10
So you know, whereas you'd start, you're really, really nervous and you think some of your entries to your journal, they're quite short. You could see them getting longer and more meaningful and especially like professional voice and things like that as well. And I think, yeah, overall, it was just really, really helpful. But I'd say more so.
Live rather than sitting down afterwards trying to think right what happened and then it's all piling up on top of you and you think, oh, I haven't done yesterday's one. And yeah, definitely.

Researcher (School x [REDACTED]
Yeah.

Participant 2 ([REDACTED])   10:36
Yeah.

Participant 1 ([REDACTED])   10:37
Yeah.

Researcher (School x [REDACTED]
I get that it's. It's an interesting point. You said that and I'm. I'm going a bit off track now. I've got got some questions, but I'm also really interested in seeing where our conversations go and maybe picking up on key points and something you just said there.

Participant 3 ([REDACTED])   10:40
MMM.

Participant 1 ([REDACTED])   10:47
Yeah.

Participant 3 ([REDACTED])   10:48
Mm-hmm.
Mm-hmm.
Yeah.

Researcher (School x [REDACTED]
George, is that you've looked back on it and you've looked back maybe at the start of your PTC year to the end. And I wonder, is that something that you've all done that Kat, have you looked back at your learning journal, even maybe, maybe not, since you've qualified but?
During your placements, was that a common thing that you did? Did you look back?

Participant 1 ([REDACTED])   11:20
Yeah, I like to see the notes. Really. You know, like the tiny little notes. It would just be at the start. I remember my first placement. So I feel like I didn't have that kind of relationship there yet. It would literally be something like Ashton has got to know the children a lot. Ashton is slowly gaining a confidence and by the end, it would literally be like.
Ashton took over the whole lessons today. She was able to implement different strategies, AFL strategies throughout the whole lesson she took over any lessons that I wasn't able to complete by just looking at the Lesson plan. Like just so much confidence had been gained just from that. So even just seeing the little bit of a nudge from one side to the other and that's.
Well, it was a 12 week placement, 10 replacement, something like that. It's crazy how much that you can see. And if I didn't have that written down, I genuinely don't think I'd even believe that happened. If you want us, I just feel like no, there's no way.

Researcher (School x [REDACTED]
Hmm.

Participant 3 ([REDACTED])   12:11
OK.

Researcher (School x [REDACTED]
That's lovely, right? I'm going to move into question 2, but I feel like question two. We've maybe touched on already, but I'll I'll ask it anyway because there may be something that we can add. So question 2 is how do you feel?
The Learning Journal has supported your learning and development, and in what ways? So we have touched on that a little bit already in in question one, but that's talking about specifically.
It being there as a supportive tool in. In specifically, I'd say getting you to that point of right, I've got my QTS I've I'm working towards my standards and maybe target setting.
Yeah. If there's anything with that one that you think we maybe you haven't got across yet.

Participant 3 ([REDACTED])   13:04
Yeah.

Participant 1 ([REDACTED])   13:09
I feel like I'm sorry, George. No, when you go.

Participant 3 ([REDACTED])   13:10
Oh, go on.
I was just going to say as basic as it sounds, but I think it just helped me make sense of the feedback I was getting. So you know, you'd sit down, you'd chat with your mentor, you know, he'd ask me, you know, do you think that went well? And I'd say yeah, but then.

Participant 2 ([REDACTED])   13:19
Yeah.

Participant 3 ([REDACTED])   13:28
We'd sit down, look over the notes together, and then looking at the comments and things like that. Just help me make sense of the feedback I was getting and help to plan next steps. Like you said, with the targets and things like that to be able to move forward and then touching upon.

Researcher (School x [REDACTED]
Yeah.
MMM.

Participant 3 ([REDACTED])   13:44
What Emily mentioned earlier, then your future lessons are shaped from your target and then you can notice the difference. Then you know your targets from the last lesson of the lesson before and how much it does help you to improve. That makes sense. So yeah, definitely with the.

Researcher (School x [REDACTED]
Mm-hmm.

Participant 3 ([REDACTED])   14:01
Planning for the targets, the next steps, things like that. And yeah, just to help make sense of your feedback.

Participant 1 ([REDACTED])   14:07
Yeah.

Researcher (School x [REDACTED]
Yeah. So which I mean, feedback is an obvious word that I would, I would have expected and hoped would have come up with us. And that word has been used by all three of you multiple times, even in the short part, you know, 20 minutes.

Participant 2 ([REDACTED])   14:08
I agree with that.

Participant 3 ([REDACTED])   14:08
Mm-hmm.
No.

Participant 2 ([REDACTED])   14:11
But.

Participant 3 ([REDACTED])   14:14
Yeah.
Mm-hmm.

Researcher (School x [REDACTED]
So that there are a lot of a lot of research is talking about with with feedback, particularly around student teachers, is that sometimes we need to shift our thinking around like receiving feedback and seeing it as a lot of people talking about seeing it as a gift.
So this isn't a question I've already written down, but I wonder, do you think that the Learning Journal maybe is is helpful in receiving feedback that isn't that can't always be, you know positive or it's got to be constructive and giving us ways in which.

Participant 3 ([REDACTED])   15:00
OK.

Researcher (School x [REDACTED]
We can improve, but what are your thoughts on that? Do you have you felt that the the Learning Journal has helped you receive feedback when it might be something that could be difficult to have just in a face to face or or in the sense of receiving it as in like you've just said there, Georgia?
It helps you make sense of that feedback. Your you said that phrase make make sense of feedback.

Participant 1 ([REDACTED])   15:26
Yeah, I feel like it's kind of helped with like emotional resilience, if anything as well because like we said, like the whole year is kind of, you know you're up in your own head. There's so much going on like I don't, I can't even count the amount of times that I've been emotional throughout the course. And I was just thinking like when it's down on paper. And I remember seeing my first even better if and it was something like.
It's so small. Something like, oh, make sure you do the date and times and the correct format for the [REDACTED]

Researcher (School x [REDACTED]
Yeah.

Participant 1 ([REDACTED])   16:05
Explain the.
Exactly what he meant by the even better if he said you can do this in the snap, perhaps you can do this tomorrow in the lesson. Like do not think that this is anything of a bad feedback, because I think I saw even better ifs as that's a negative comment, but it never was. He made sure that was said then. So by being able to have like you said the feedback talk and explain exactly what it meant by that because just.

Researcher (School x [REDACTED]
Hmm hmm.

Participant 1 ([REDACTED])   16:26
Reading it, obviously you are reading it very, you know monotoned very straightforward and everything being able to have that conversation with my mentor then and him explaining exactly what he meant by everything. It's kind of perfect in that math. Thanks. You know, the feedback is true. It's coming from a teacher that really wants you to succeed as well in it. So I feel like it did really help with that, definitely.

Researcher (School x [REDACTED]
Hmm.
Mm-hmm.

Participant 1 ([REDACTED])   16:45
Yeah.

Researcher (School x [REDACTED]
Did you? So would you say that then to to make it even more powerful? It was when it was coupled with maybe a follow up conversation rather than just an entry written down.

Participant 1 ([REDACTED])   16:56
Definitely. Yeah. I feel like you were able to explain him all because sometimes like you said, like when you read it, it's very much just reading feedback and sometimes it can not come across as harsh but come across like you don't really understand what? What he what they mean by that or anything like that. So being able to have it reflected and spoken about, then you can explain.

Participant 3 ([REDACTED])   16:57
Thank you.

Researcher (School x [REDACTED]
OK.

Participant 3 ([REDACTED])   17:06
Yes.

Participant 1 ([REDACTED])   17:15
Your part of it, they can explain and they can go there. We go sort that tomorrow. The next day it'll be like, yeah, tick followed on from the even better. If it's fine. I think sometimes as a student teacher, you do think it's kind of the end of the world seeing a comment like that. But once it's. Yeah, it's great then.

Researcher (School x [REDACTED]
Mm-hmm.

Participant 2 ([REDACTED])   17:19
Yeah.

Researcher (School x [REDACTED]
Yeah.
Yeah. Yeah. So the so the so the learning Journal then you helped you sort of.
Become more resilient to receiving those types of feedback. OK, that's great.

Participant 1 ([REDACTED])   17:35
Yeah. When? Yeah. Emotional resilience was great throughout there, definitely.

Researcher (School x [REDACTED]
That's great. That's lovely to hear that genuinely lovely to hear. Did you receive any specific support? So from mentors, tutors, peers maybe on the course, was there, did you receive any sort of specific support that helped you?
Use the journal.
If you didn't.
So we didn't.

Participant 3 ([REDACTED])   18:03
I think we were shown a picture when we goes at the start, I think you might have been doing a bridge in. Yeah, it just had like an example, which was great because I think at the start we were all thinking, oh, what do we write? What do we write? But I think we all just saw the what went well, even better. Sorry.

Participant 2 ([REDACTED])   18:05
Yeah, it's like a few pictures.

Participant 1 ([REDACTED])   18:06
Yeah.

Participant 2 ([REDACTED])   18:15
And our mentors as well, felt like that as well. Yeah. So our mentors felt like that as well, didn't they? We weren't sure how to structure it in the learning journal. And then in our first placement, they'd made the little just like a piece of paper. It was like a little, like, template, wasn't it with a girl?

Participant 1 ([REDACTED])   18:17
Yeah.

Participant 3 ([REDACTED])   18:20
Yeah, yeah.

Participant 2 ([REDACTED])   18:30
What went well? Even better if on there. Just to sort of keep it a bit structured. Yeah. Like you said. Yeah. Just seeing those examples was really beneficial. Just let me know what type of thing we should be putting in there. And for the mentors as well then.

Participant 3 ([REDACTED])   18:33
Structured.

Researcher (School x [REDACTED]
I'll guide you a bit.

Participant 1 ([REDACTED])   18:36
Yeah.

Participant 3 ([REDACTED])   18:39
Yeah, I was helpful.

Researcher (School x [REDACTED]
Mm-hmm.

Participant 3 ([REDACTED])   18:42
Hmm.

Participant 1 ([REDACTED])   18:42
Yeah.

Researcher (School x [REDACTED]
None.

Participant 3 ([REDACTED])   18:44
Mm-hmm.

Participant 1 ([REDACTED])   18:44
And.
And obviously in our first visit, sorry, Beck, you and obviously it checked our learning journals as well and even both of you said like you don't have to make massive entries every single time if you don't want to, you can just make comments kind of thing. So over the reflection of more of a conversation to be had rather than this and this this is what this person said this person said just more of a conversation.

Researcher (School x [REDACTED]
And he did, did.
Now you can.

Participant 3 ([REDACTED])   18:50
Hmm.

Researcher (School x [REDACTED]
Yeah.

Participant 2 ([REDACTED])   18:56
Yeah.

Researcher (School x [REDACTED]
Yeah.
Yeah.

Participant 3 ([REDACTED])   19:01
Yeah.

Participant 2 ([REDACTED])   19:02
Yeah.

Participant 1 ([REDACTED])   19:04
But just even having that feedback as we're going along, that and it does help to be able to know like it's not paragraphs and paragraphs you have to write. It's just what the lesson kind of included, how you felt about it and then how the mental health that is supposed to be a conversation throughout the whole you're there.

Researcher (School x [REDACTED]
Yeah.
Yeah, yeah.
That was great. Thank you. Did you with the when you had the guides or the did you find that stifled, sort of your voice in it or or did that not have any impact on that?
You know when you said your [REDACTED]

Participant 3 ([REDACTED])   19:33
No.

Participant 2 ([REDACTED])   19:37
Yeah.
I didn't actually use the template and then Georgia did, but I still use the format of what went well. Even better if my mentor would use it as well, but I just didn't use the template, but I feel like it was good to do what went well and then like a little target for next time as well, and which helped it did help.

Participant 3 ([REDACTED])   19:51
Yeah, I did.

Researcher (School x [REDACTED]
OK.

Participant 3 ([REDACTED])   20:02
Just give you an idea, didn't it? Yeah.

Researcher (School x [REDACTED]
OK.

Participant 2 ([REDACTED])   20:07
US sort of structure our conversations.

Participant 3 ([REDACTED])   20:10
Hmm.

Researcher (School x [REDACTED]
OK, that's great. The next question is just really wanted to ask you, have that not there will have been, but what if there if there were, what sort of challenges or barriers did you face?
To be able to use your learning journal, but not just to use your learning journal, but to use it meaningfully or regularly, what what? What sort of challenges or barriers did you encounter?

Participant 2 ([REDACTED])   20:40
I found more so in the second placement. You know, because you're teaching a lot more. There's things like like the end of term report and stuff like that as well. It's such a busy time. I did feel like if I didn't write in there on that day.
It quickly built up and I I felt like had a lot of entries into writing, even though, like me, Memento would have a we'd have a look at like a verbal conversation at the end of each lesson, but we wouldn't necessarily write it in the in the journal all the time.
And I feel like sometimes, because it was so busy, you did just forget to write in there and then by the end of the week, I think, Oh my gosh, I haven't actually written in there this week. And I feel like then it would become a little bit overwhelming thinking I've got to do all this and not only if I I've got to do it and I've got to ask my mentor to put a comment for each one. And I felt like.

Researcher (School x [REDACTED]
Yeah.

Participant 2 ([REDACTED])   21:27
Even though I like, she was absolutely fab and she would do it, I sometimes didn't want to put that on on someone who's so busy. I don't know if anyone else agrees, but it's just the busyness of it and forgetting sometimes.

Participant 3 ([REDACTED])   21:34
Hmm.

Participant 1 ([REDACTED])   21:36
Yeah.

Researcher (School x [REDACTED]
Mm-hmm.

Participant 3 ([REDACTED])   21:38
Yeah, actually.

Participant 1 ([REDACTED])   21:38
Yeah.
Yes.

Participant 2 ([REDACTED])   21:42
Yeah.

Participant 3 ([REDACTED])   21:42
Yeah, it's just like you said, it's the asking or, you know, do you want to write something? You're like, I just leave mine on the table and then, you know, whether he wanted to write no or not. But then, yeah, you'd still have the conversation, everything afterwards. But I think one of the main things.

Participant 2 ([REDACTED])   21:47
Yeah.

Participant 1 ([REDACTED])   21:49
Yeah.

Participant 2 ([REDACTED])   21:56
Mm-hmm.

Participant 3 ([REDACTED])   21:58
Going from what you've said, I'm obviously coming towards the end of Pte 2 and you know the teachings increase and everything like that and you think, oh, it's OK. I'll fill it in later or something and then it piles up. I feel like only towards the end it was a bit consistent with the quality of your reflections as well, because some might.

Participant 2 ([REDACTED])   22:02
Yeah.
Yeah.

Participant 3 ([REDACTED])   22:16
You know, there might have been a page long, some might have been a bit rushed and they might have been half a page or something like that. Just so you can have something written down. Not saying it wasn't useful because you know, you'd still look in through that reflections in order to look for your next steps, things like that, things you can improve on, but only when.

Participant 2 ([REDACTED])   22:21
Yeah, I agree.

Participant 1 ([REDACTED])   22:24
Yeah.

Participant 3 ([REDACTED])   22:35
Yeah, the teach teaching workload was increasing. You think? Oh, I've got no. Yeah, but other than that.

Participant 2 ([REDACTED])   22:38
Yeah, it was right towards the end, yeah.

Participant 1 ([REDACTED])   22:41
Yes.

Researcher (School x [REDACTED]
Did you feel that you did you feel that you needed your learning journal as much towards the end of Pte 2, say, versus even beginning of do you, do you think, why do you think that was?

Participant 3 ([REDACTED])   22:49
No, really.

Participant 2 ([REDACTED])   22:55
I think just developing in confidence and in the early part of it, I feel like a lot of my targets were to develop more confidence when leading home class licence, that type of thing and I feel like I did rely on it a lot more early on. But then when you're having feedback after feedback, after feedback and your mentor knows how you teach.

Participant 3 ([REDACTED])   22:57
Yeah.

Participant 2 ([REDACTED])   23:14
She knows like she she can just walk out the room and you're absolutely fine. Or can leave your teacher a whole day on your own. I feel like just developing in confidence and knowing that you're doing a good job. So it's fine, I think, towards the very end, I didn't. I didn't miss not writing in there.

Researcher (School x [REDACTED]
Hmm.

Participant 1 ([REDACTED])   23:25
Yeah.

Researcher (School x [REDACTED]
OK.

Participant 2 ([REDACTED])   23:31
I just feel like I didn't rely on it as much as I did in the early part.

Participant 3 ([REDACTED])   23:32
Hmm.

Researcher (School x [REDACTED]
Hmm.

Participant 1 ([REDACTED])   23:36
Yeah, I feel like it did what it was supposed to do kind of thing. Like as if at the start, PT wasn't. Gosh, I I feel as if if I didn't write in that journal, it literally was going to be the end of the world because I wanted that feedback myself kind of thing. I wanted to be able to know. Right. OK. Going forward tomorrow. This is what I have to do. But even for PT2 with the.

Participant 3 ([REDACTED])   23:39
Yeah, definitely.

Participant 2 ([REDACTED])   23:39
Yeah.

Participant 3 ([REDACTED])   23:48
Yeah.

Participant 2 ([REDACTED])   23:49
Yeah.

Researcher (School x [REDACTED]
Yeah.

Participant 1 ([REDACTED])   23:55
That I.
Like, again, I was relying on it a lot because I wanted to have that feedback from my mentor. I didn't know how the she wanted the class to go. I wanted to see how she felt about me teaching the class and everything and how, like the structures must go in. But towards the end, obviously when you are teaching consistently like your girl said and teaching all the time, it comes to a point where you don't really rely.

Participant 3 ([REDACTED])   24:14
Hmm.

Participant 1 ([REDACTED])   24:16
You don't know as much that you don't really need that feedback because you know that you're doing OK and you know that you know, you meant always confidence in it. If she can leave the room and you are going to be completely fine. So you just didn't need that feedback really anymore.

Participant 2 ([REDACTED])   24:17
Yeah.

Researcher (School x [REDACTED]
Hmm.
And.
Yeah, yeah, that's a really, really interesting point. I hadn't that I hadn't even featured really in in the questions I wanted to bring up, but that almost, almost consolidated. To me that actually then the importance of this.

Participant 3 ([REDACTED])   24:27
Hmm.

Researcher (School x [REDACTED]
Document of the Learning Journal in that if you are not needing it as much as you are getting closer to that point where you're going to be qualified.

Participant 1 ([REDACTED])   24:45
Yeah.

Researcher (School x [REDACTED]
It shows that you know you are needing less feedback towards that end part of your placement and it's because you're.
Yeah, you're there, aren't you? You're meeting the standards. That's great. I've got one more question. If you were advising new student teachers, I think of our student teachers now who are coming through UW TSD in September.

Participant 3 ([REDACTED])   25:05
Yeah, pretty much.

Participant 1 ([REDACTED])   25:06
Yeah.

Researcher (School x [REDACTED]
PGS or BAS. How how would you describe all or sort of summarise that the value of keeping a learning journal if you were going to try and persuade them or tell them you know what it's done to you, how it's helped you?
What was? What would you say to them?

Participant 1 ([REDACTED])   25:42
I just say reflections key really. Isn't it? Like you're never going to be able to improve and know your next steps unless you're reflecting on it. And if you're going to leave it for your first week, how do you actually know that you're going to be doing well? It's just having that again written down and being able to reflect on that consistently. That's going to keep you going for the PGC because you have sold.

Participant 2 ([REDACTED])   25:43
I've gone.

Participant 3 ([REDACTED])   25:45
No.

Participant 1 ([REDACTED])   26:02
Too much going on, even with BAS. You have so much going on outside of placement. It's nice to have that written down and it's even just nice to keep. So I'd like to know that, you know, you were doing great in your first weeks and even if you weren't, think you have them. Even better ifs and you know that you've improved from them then because you could be doing the same thing for the first, you know month.

Researcher (School x [REDACTED]
Hmm.

Participant 1 ([REDACTED])   26:21
No learning journal. Not having a clue without that's not something that the mentor would want. And then eventually they're like, oh, actually, I don't need to do that. And you could have swapped down the first day. I mean, it's something that it's a consistent improving thing. So I feel like it's something that anyone really should keep. I feel like I didn't want to keep it now going to my teacher that way.

Researcher (School x [REDACTED]
Yeah.
Yeah. And then definitely do like we we have, we have to keep a reflective journal. So you too, Emily and Georgie will be carrying on with that. But yeah, we I think it is. It is a tool that you've all said and I and.

Participant 1 ([REDACTED])   26:41
Definitely.
Yeah.
Mm-hmm.

Researcher (School x [REDACTED]
I hope you mean it. You're not to say in it, but that it's was useful to you.

Participant 1 ([REDACTED])   26:58
Yeah it does.

Participant 2 ([REDACTED])   26:58
Yeah. I think well, as teachers, if you're constantly reflecting all of the time and starting off in your early careers or starting off doing the PGC, if it could just help structure the reflection a little bit more because something you're going to have to continue to do after the rest of your career to just have that structure.

Participant 3 ([REDACTED])   26:59
Yeah.

Participant 2 ([REDACTED])   27:18
And that like two way conversation with your mentor and then just informing like your targets on how to improve and that's how you're going to get better is by having that feedback and constantly reflecting what you're doing and just having, like I said earlier on, you constantly reflect anyway, but actually writing it down.
Makes it more meaningful and you actually have to think about. Actually I did this. I did this. I did this like this. Went well. I could improve on this. It is more meaningful when you have to write it down. And I think it has. It's been been beneficial.

Researcher (School x [REDACTED]
Hmm.
Yeah.
And.
Thank you M.
Is there anything you want to add Georgia or you?

Participant 3 ([REDACTED])   27:55
Trying to think, I think both of you have covered really everything I was going to say it has, yeah, it has been really, really useful, especially like we were saying earlier about professional growth to look back and like you said Ash, you know, looking back at how far you've come.

Participant 2 ([REDACTED])   27:57
Mm-hmm.

Researcher (School x [REDACTED]
Listen.

Participant 2 ([REDACTED])   28:11
Mm-hmm.

Participant 3 ([REDACTED])   28:12
Being able to look at your even better ifs and obviously just to remember that they're not, you know, the be on end all, they're not like mistakes, but they're more like suggestions. You know how it can be improved next time and yeah.

Researcher (School x [REDACTED]
That's great. OK. Is there anything? Do you have any questions for me or is there anything that my questions haven't covered that you would like to share about your learning journal? Is there any? Is there anything that any of you would like to add?

Participant 1 ([REDACTED])   28:45
Don't think so, my head.

Participant 2 ([REDACTED])   28:46
No, I think we've covered a lot.

Participant 3 ([REDACTED])   28:48
Yeah.

Researcher (School x [REDACTED]
That's great. Thank you. I'm just going to stop.

Researcher (School x [REDACTED]
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