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For this assessment, I have submitted the following:

Component 1: Professional Development Plan

Component 2: Briefing Paper 

Component 3: Written Essay



	Improvement/ Development Goal
	Steps to Achieve
	Timelines
	Success Criteria
	What will help me achieve this?

	Receive feedback from SLT regarding a role I was observed and interviewed for before the summer holidays to progress in my career.
	1. Discuss initial feedback with headteacher (completed 20/10/25).
2. Email headteacher after half term to arrange a review of lesson plan with deputy headteacher (3/11/25).
3. Arrange observations of colleagues who demonstrate effective practice. 
4. Implement suggestions in my own practice.
	Approached and emailed headteacher to arrange feedback meeting (September 2025)
Initial feedback (20/10/25)
Next step: email headteacher after half term. Lesson plan review and observations scheduled shortly after (20/12/25)
	- Opportunity to meet with deputy headteacher to review lesson plan.
- Complete observations of colleagues.
- Successfully applying feedback in my practice.
- Supports quality teaching in Early Years as it shows reflection, determination and improvement.
	- Constructive feedback and guidance from SLT.
- Opportunities to observe effective practice.
- Time for reflection and applying suggestions.
- This will help develop professional skills, and confidence to apply in Early Years practice.  

	Finalise and present a structured plan for ‘The Hive’ to our ALNCo – a life skills and social development programme for students with additional learning needs.  

	1. Develop and share proposal with headteacher and ALNCo (completed).
2. Await feedback from ALNCo regarding the meeting they had about programme with Local Authority.
3. Discuss next steps and professional development during meeting with ALNCo after half term (4/11/25).
4. Adapt plan based on feedback and professional development meeting. 
	‘The Hive’ proposal shared and feedback received (October 2025). Follow up meeting with ALNCo after half term to review next steps (November 2025).  
	- ‘The Hive’ Proposal has been positively received by headteacher and ALNCo. (9/10/25)
- Further input from the Local Authority and a professional discussion with ALNCo will inform next steps for programme. 
- Supports inclusion and social development, in line with Early Years Framework (Welsh Government, 2015).
	- Support and guidance from ALNCo and SLT.
- Feedback from Local Authority.
- Time to refine and develop ‘The Hive’ based on new information. 
- Chances to visit different settings supporting learners with additional needs to observe their practice and support collaboration.

	Complete my ‘Early Years Education and Care: Early Years Practitioner Status’ with First-Class Honours degree. 

	1. Develop and maintain positive and consistent study habits to meet assignment deadlines. 
2. Apply feedback given from tutors when completing future assignments. 
3. Access any academic support when needed such as Study Skills, Wellbeing Support, Statement of Compensatory Measures and DSA.
4. Apply theoretical knowledge from my degree to real life experiences to cement understanding. 
	Course completion: July 2027.
First assignment feedback (23/10/25) achieved 74/100, showing determination and clear progress.
Continue tracking grades and feedback throughout the course. 
	- Achieve high grades consistently across assignments. 
- First assignment feedback (74/100) is a positive indication of academic progress.
- At times additional support and task breakdowns are needed to ensure full understanding of assignments, good time management, and use of strategies like chunking. 
	- Constructive feedback and guidance from tutors.
- Access to academic and wellbeing support.
- Effective time management and motivation. 
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	What is reflection and reflective practise?
Reflection and reflective practice are valuable aspects for personal and professional development. Reflection is the act of thinking deeply about one's experiences to gain clarity and a better understanding. As a result, this will provide guidance for future actions. There are multiple definitions available for reflection and reflective practice. Cottrell (2023, p. 203) refers to reflection as enabling individuals who may be unknowingly distracted by external pressure or routine demands to redirect their attention to themselves and their experiences. Applying this ‘mental discipline’ will lead to improved future actions, outcomes, and approaches. To fulfill this, it is necessary to remain logical and be influenced by plausible evidence, which some may find challenging, as it is personal and it can be uncomfortable.  
According to Hanson (2012, p. 144), reflective practice is the process of thoughtful analysis, such as rethinking assumptions, values, and actions by considering different perspectives, including social, political, and cultural contexts, to achieve positive change.
 
 
 
 
	Why is reflective practise important to EY practise?
Reflective practice is significant in early years because it helps practitioners frequently analyse what they do, learn from it, and improve. Historically, education accepted harsh methods like physical punishment, but reflecting on practice has helped move to more thoughtful approaches that focus on children’s wellbeing and needs. For instance, the Foundation Phase framework consists of principles that are statutory and guide early years practice. Its principles emphasise holistic development, building on children’s previous learning, and promoting equality, diversity, and inclusion (Welsh Government, 2015). Reflective practice brings many benefits. It helps practitioners build confidence by identifying what is effective and what could be developed further, helping them make more informed decisions. It also allows them to make sense of their own experiences and continue growing in a professional role. Additionally, Lindon and Trodd (2016, p. 7) explain that practitioners who regularly engage with reflective practice are more likely to take the best possible course of action as a default response to most situations that might unfold. Reflective practice can promote clarity, especially when done collaboratively as others may be able to help identify any mistakes an individual might be unaware of or overlook (Lindon and Trodd, 2016, p. 9). Consequently, practitioners will become more familiar with theories, understand how to apply them, and adhere to professional standards. Furthermore, this is likely to enhance the quality of provision, encourage self-confidence for practitioners, and mean better outcomes for children and families. In fact, fostering these positive relationships can create a sense of community, resulting in wider benefits for society as these transitional skills prepare children and families for later life. Reflective practice draws on practitioners’ knowledge and capabilities, empowering them to develop their professional voice. In Early Years practice, this professional voice is most effective when led by those actually doing the work, rather than being imposed by theorists or policy makers. (Brookfield, 2017, p. 12)

	The theory of reflective practise:
There are multiple theories on reflective practice; however, for the purpose of this briefing paper, the focus will be on the contributions of Schön and Kolb.
Schön’s (2016, np) theory of reflective practice is based on prior knowledge and experience and consists of two types of reflection.
· Reflection-in-action: This occurs when an individual is responding to something that is happening in real-time. As Schön (2016, np) puts it, “our knowing is in our action”, meaning our responses to a situation demonstrate how we apply previous knowledge and experience without having to pause or reflect. 
· Reflection-on-action: Schön does not directly use the term ‘reflection-on-action' (Dicks, 2025), but it is commonly used to refer to reflection after an event. This enables practitioners to analyse what happened, reflect on their actions, and implement improvements for next time. 
Kolb’s (2015) experiential learning cycle consists of several modes that support reflective practice.
· Concrete experience focuses on learning through direct, personal involvement, such as in the “here and now” (Kolb, 2015, p. 36). It acts like a scaffold for learning, providing a foundation which can be reflected on and developed further.
· Reflective observation involves looking back on experiences and taking into consideration different perspectives (Kolb, 2015, p. 42). This stage allows individuals to make sense of what has happened.  
· Abstract conceptualisation means using what has been learned from experience to create or apply ideas or theories to deepen understanding (Kolb, 2015, p.42)
· Active experimentation is when individuals use the knowledge and theories, they have developed to make decisions and solve future problems (Kolb, 2015, p.42) 

	Gibbs’ model
[image: ] 
	Kolb’s model
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	Analysis of models – compare/contrast/pros/cons:  
Kolb’s Experiential Learning Cycle (2015, p. 190) uses four key stages to learn from direct experiences. These are concrete experiences, reflective observation, abstract conceptualisation and active experimentation.
Gibbs Reflective Cycle (1988) is discussed in Thompson’s book (2021) as a popular model that has six key stages. Its purpose is to support practitioners to learn from experiences by analysing them and identifying how to improve practice (Thompson, 2021, np). It encourages reflection on actions and emotions.
While both models' intention is to develop learning through reflection by providing a framework, they differ in approach. Kolb is flexible, as it can be used in different situations, and the stages do not need to be linear. Plus, what is learnt can be connected to existing theories or concepts and inspire practitioners to develop their own understanding. However, the language used in Kolb is not easy to understand due to academic terminology.
In contrast, Gibb’s provides a clearer step-by-step model with more stages that practitioners might find easier to follow. It also considers practitioners' emotions during the reflective process, which would provide a more thoughtful and insightful evaluation of practice. The addition of emotional reflection can improve self-awareness and encourage deeper consideration for actions. However, Gibb’s model might be considered lengthy and rigid, limiting spontaneity and creativity (University of Cambridge, ND). 

	Conclusion 
In conclusion, reflective practice is essential to Early Years as it improves outcomes for children and families, enhances practice such as quality of provision, supports professional development, and allows practitioners to learn from experiences. The theories of Schön and Kolb emphasise how reflection can happen at any time, whether during or after an experience. Analysing Kolb and Gibbs highlighted how Kolb is flexible and conceptual, whereas Gibbs provides clear instructions and encourages emotional awareness. Both models support practitioners to reflect effectively and enhance their professional growth and improve practice.
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Written piece: Recognise and analyse the significance of different aspects of professional practice and why these are important in meeting the individual and inclusive needs of children - including professional values, communication, multiagency work, observations, planning and the UNCRC. (1500 words) 

Being a professional is generally viewed as someone possessing the skills, expert knowledge and formal qualifications to carry out one's practice consistently to a high standard (Solvason and Webb, 2023, n.p). Professionalism in the Early Years is set out by the Foundation Phase Framework (Welsh Government, 2015, p. 4) which emphasises how practitioners should support children’s holistic development by creating supportive and stimulating environments. Its intention is to make sure practitioners strike a balance between child-led and adult-led activities, develop differentiated learning opportunities to meet individual needs, and regularly reflect on their practice (Welsh Government, 2015, p. 4).

Professional values are essentially a shared set of beliefs amongst practitioners within a setting. In addition, practitioners may possess personal attributes such as empathy, compassion, and patience to help with putting these values into practice. As Laming (2003, p. 3) reports, it takes a practitioner with certain skills and personal qualities to do their role successfully. These values are modelled for children and influence how practitioners behave and respond to situations. Also, Cunningham (2020, p. 149) citing Bryk et al. (1999) and Newmann et al. (2001), suggests that personal and professional values can determine whether change is actioned or not within a school. This concept extends beyond schools, as shared values affect how people work together and respond to change across a range of professional settings, including Early Years. Professional values are also central to practitioners’ pedagogy and the curriculum, supported by frameworks and policies such as the UNCRC (UNICEF UK, 2019) and Foundation Phase Framework (Welsh Government, 2015), which put children’s rights and wellbeing first. Brock (2013, n.p) identifies values as one of seven dimensions of professionalism in Early Years. These include a dedication to play-based learning, a commitment to act ethically for the benefit of children, families, and society, being accountable for the quality of education and care provided, and creating environments where mutual trust and respect are prioritised (Brock, 2013, n.p).  

Watzlawick and Jackson (2010, p. 2) rightly describe communication as “indispensable”. It is particularly significant in Early Years, as babies and toddlers are not yet able to articulate their needs clearly, meaning practitioners depend on observations and non-verbal cues to understand behaviour and respond appropriately. In addition, establishing strong relationships with those close to a child, such as parents and carers, is likely to have a positive impact on their development and wellbeing, for instance recognising and solving any problems that may arise. Every child is unique, meaning that what works for one child might not work for another. Due to the diversity of children’s needs, it is often not possible for one individual to meet them all. This highlights the importance of an inclusive approach and collaboration between carers and professionals to support each child’s development and wellbeing. Throughout a child’s life, they will encounter numerous practitioners for various reasons to support and fulfill the child’s rights (NSPCC, 2023). Cunningham (2020, p. 150) highlights how professional settings seek to maximise the benefits of human and social capital by making use of the knowledge, skills, relationships, and social networks within a team. Unfortunately, there have been many instances where a lack of effective communication has led to tragic outcomes for children, like the case of Victoria Climbie (Laming, 2003, p. 3). 

As mentioned previously, children will encounter multiple practitioners throughout their lives to meet different needs. Society has progressed significantly, and it is no longer possible to depend solely on a single caregiver, parent unit, or even familial support to meet every need a child might have. We have developed beyond traditional kinship networks, and with a better understanding of children’s medical, psychological, and developmental needs, collaboration between professionals with different expertise has become essential. This raises the question of whether children have always had these complex needs, or whether our growing knowledge and changing society have simply made us more aware of them. Mason (2021, np) explains that it can be beneficial for practitioners to work with external agencies, as these relationships can provide valuable insights into children's lives outside of school. Working alongside these agencies helps build a stronger sense of community for children and families, while also creating opportunities to access additional funding that may not otherwise be available (Mason, 2021, np). Overall, Mason (2021, np) highlights the benefits of multi-agency work for supporting inclusive education and developing relationships. 

Observations are valuable for practitioners because they provide an opportunity to gauge where a child is on their learning journey and make appropriate adjustments to support their development. A lot can be learned from taking the time to observe a child, as it offers insight into their interests, abilities, and interactions. As Bruce (2020, np) emphasises, “observe, then support and extend”. Observation can highlight any differences in behaviour or whether a child might be experiencing developmental delays (Tallent and Thompson, 2022, np). It is important to be mindful of when or where an observation takes place, as individuals in new settings might display untypical behaviours as they adjust to unfamiliar routines, relationships, and environments (Tallent and Thompson, 2022, np). Observing a child across environments is also likely to reveal behaviours a child might not usually exhibit (Sharman, Cross and Vennis, 2015, p.10). Furthermore, observation is not limited to the child alone; practitioners must be aware of the actions or inactions of parents and carers, as well as how they interact with the child (Wales Safeguarding Procedures, 2021). Sharman, Cross and Vennis (2015, p. 9) highlight how observations help practitioners make connections to theory. In addition, it is important that those observing do not influence the child’s actions in any way, so that their behaviour remains authentic (Sharman, Cross and Vennis, 2015, p. 10). However, when observing, practitioners must be careful to avoid making assumptions such as about a child’s social class. Practitioners can utilise observation to inform both planning and assessment (Sharman, Cross and Vennis, 2015, p. 106).

The Welsh Government (2022, p. 3) clearly outlines the aims for settings to guide practitioners in developing their practice, with an emphasis on making planning purposeful. Planning provides a clear framework and objectives for children to achieve. It ensures that activities are purposeful, build on prior learning, and support each child’s development effectively. Assessment is helpful when tracking a child’s progress and ensuring any planning meets their needs individually or collectively (Welsh Government, 2022, p. 5). Thomas and Lewis (2016, p. 140) note how practitioners use different forms of planning, these are short-term, medium-term and long-term. Long-term planning includes continuous provision, referring to resources and activities (like literacy and math materials) that are always accessible (Thomas and Lewis, 2016, p. 140). Medium-term planning usually explores a theme or topic over several weeks or a term (Thomas and Lewis, 2016, p. 140). Short-term planning is flexible and responsive, focusing on day-to-day or weekly activities based on the children’s interests, progress, and needs (Thomas and Lewis, 2016, p. 140). Ultimately, each planning term forms a cyclical process, informing and shaping both the setting and the practitioner’s actions.

The UNCRC provides the foundation for anyone involved in a child’s life, including practitioners, parents, carers, and other professionals. It is a convention recognised across the world and signed by 196 countries (UNICEF UK, n.d). Each right is to be considered equally; however, there are four known as general principles which underpin them as a whole: “non-discrimination”, “best interest of the child”, “right to life survival and development” and “right to be heard” (UNICEF UK, n.d). Historically, children were viewed as having no rights, with phrases like "children should be seen and not heard" reinforcing this perspective. The UNCRC gives children autonomy and establishes practitioners' responsibility to uphold every child’s rights, guiding professional practice. Article 23 supports inclusive practice regarding children with a disability, outlining how they should still access a life that is "full and decent," be treated with respect, be an active part of their community, and receive any necessary support to enable this (UNICEF UK, 2010). 

Finally, all aspects explored in this assignment play a significant role in meeting the inclusive and individual needs of children. It is apparent that there has been exceptional progress regarding policies and practices to promote positive outcomes for all children (UNICEF UK, 2010). However, implementing these theories in everyday practice is something practitioners continue to find challenging to uphold, particularly as some theoretical frameworks have been developed by individuals who do not work directly with children. Possessing specific professional values and skills underpins everything, and a lack of these has proven to be detrimental to the outcomes of children (Laming, 2003). Communication and relationships are at the heart of everything individuals do, as humans are social beings, and any connections made between practitioners, children, families, and others can influence how everyone develops, socialises, and ultimately where they end up in life. Observations highlight where a child might be on their developmental journey; however, practitioners must be mindful that they may not always be accurate without other information. Although planning is important for providing purposeful and structured learning experiences, it does not always go as intended, meaning practitioners must demonstrate adaptability and reflective practice. The UNCRC is vital to providing a legal framework for countries to protect children’s rights. Although the articles of the UNCRC are non-negotiable and valuable, establishing a balance in practice can present challenges, as not all children may be developmentally ready to exercise certain rights fully.
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