Academic Critique of Current Thinking in Relation to Reflective Practice in Teaching and Learning.
In this submission the concept of reflective practice will be defined and explored with a focus on the context of teaching and learning and current thinking will be examined and critiqued.
Reflective practice has many different definitions ranging from very simple to extremely wordy and convoluted, however it can be broadly defined as, the process of learning by ‘thinking about things that have happened to us and seeing them in a different way which enables us to take some kind of action’ (Jasper, 2003. P.2). 
Although it can be argued that reflective practice in some form has been evident since the seventeenth century, due, in no small part to the growth in popularity of personal diaries (Valentine, 2013), reflective practice as we know it today is thought to have been developed from the writings of John Dewy (1933) and Donald Schon (1983). Dewy, who is claimed to be the originator of modern reflective practice proposed that reflection is; ‘active, persistent and careful consideration of any belief or supposed form of knowledge in the light of the grounds that support it, and further conclusions to which it leads’ (Dewey 1933 pg. 118). He posited that reflection is something that is done deliberately to make sense of puzzling events and allows the practitioner to explore possible solutions and shape future actions and thinking (Lyons, 2010). Schon, (1983) expanded on this theory and proposed that there are two distinct elements to reflection; ‘Reflection IN Action’ which is consciously thinking about, and analysing ones actions whilst in the process of carrying out an action or activity (Lowenstein and Bradshaw, 2004), and ‘Reflection ON Action’ which is a process of reflecting on and evaluating an event, situation or action in hindsight and developing and thinking about future actions (Bassot, 2016; Schon, 1983). 
There are several models of reflection, which stem from the discourses of Dewy and Schon, used to assist practitioners to engage in reflective practice. Some of these are very simple, such as Driscolls (1994) ‘What?’ model which consists of a framework of three straightforward questions; 
1. WHAT? A description of the event
2. SO WHAT? An analysis of the event
3. NOW WHAT? Proposed actions following the event
(Driscoll, 1994, cited in Bassot, 2015, p. 24).
This model was first formulated for use in nursing although it has been used in many other areas including adult learning. An advantage of this model is that it is easy to follow, but one disadvantage may be that it only leads to reflection about the situation and not the practitioner (Scales, 2008). 
Common models used in education include ‘Gibbs Reflective Cycle’ (Gibbs, 1988), which is a cyclical model that consists of six stages; Description. Feelings, Evaluation, Analysis, Conclusion and Action Plan and encourages continual self-reflection and learning (Coles, 2005). Another model frequently used is ‘Kolbs Learning Cycle’ which is also cyclical and consists of four stages; Experience, Reflect, Conceptualise and Plan (Kolb, 1984). 
Although these models have their uses, it has been argued that if reflective practice is to be as effective as possible it must be approached in a wider more critically reflexive manner (Zeichner and Liston, 1996; Finlay, 2008) in order to not only examine practice but to effect positive change, and in response to this supposition, other models such as Jay and Johnsons three dimensional model which has three aspects ‘Descriptive’, ‘Comparative’ and ‘Critical’, aim to encapsulate the complex nature of reflective practice, especially necessary when guiding future educators in its use (Jay and Johnson, 2002). 
Although it has been introduced and widely used in many sectors such as business, hospitality and health and social care, reflective practice is extensively utilised in the field of education. Reflective practice is embedded in the teaching standards of the education systems of many developed countries including ‘Australia, England, New Zealand, Scotland, Singapore and the United States of America’ (Brandenburg et al, 2017, p.3.). Here in Wales, the ‘New Deal for the Education Workforce’ is an initiative that was launched by the Welsh Government in 2015 and pledged that it would offer world class learning opportunities to all professionals involved in the education sector in Wales in order to develop and progress their professional practice (WG, 2016). This would be achieved by working in partnership with organisations such as the Education Workforce Council (EWC), Estyn and Teaching Unions as well as practitioners to review current policy and develop new ones that would improve and enhance teaching and learning in Wales (Learning Wales, 2016). The ‘New Deal’ guaranteed to introduce a professional learning guide to assist educators in their professional practice and one of the main characteristics in this model was ‘Reflective Practice’ (Learning Wales, 2016). In response to this, a booklet was produced outlining the key features of reflective practice as a whole and describing and describing how this can be implemented in a practical manner in teaching and learning environments to enhance practice and develop the skills of educators (WGa, 2015).
Academics also tend to agree that reflective practice bridges the gap between the ‘high ground’ of theory and the ‘swampy lowlands’ of practice. This may be taken to mean that reflective practice can assist educational practitioners to examine and analyse not only formal academic theory but also their own personal ideas and use a structured approach to relate them to real life experiences as well as encouraging self-exploration of beliefs, values and assumptions and using these to find ways to solve issues that they may encounter (Skills You Need, 2019). Skills that are needed to become an effective reflective practitioner include ‘keen observation, reasoning and analysis and these are all regarded as central to successful reflective practice…linking reflection to problem solving’ (Higher Education Academy 2007).
Proof of reflection is now often a requirement imposed by many employers an all sectors as reflective practice, if carried out effectively has been proven to be an aid to personal and professional development (Jasper, 2003, Bassot, 2016). This is especially evident in the area of teaching and learning as it is acknowledged, as previously mentioned reflective practice is not only beneficial to learning but also to teaching practices (Sellars, 2017). Student teachers in particular are required to provide reflective logs, accounts and journals as proof of their use of reflective practice and it is mandatory in all accredited teaching courses in the UK. It is more often than not part of a portfolio or personal development plan which needs to be produced before a teaching qualification, such as a PGCE can be earned (Rubenson, 2011; Zwozdiak-Myers, 2012). This process, however is not without its issues and although such reflections are valuable in order for a student teacher to develop critical self-evaluation and autonomy and also to allow their progress to be assessed and monitored by their supervisors, it is not always straightforward (Appleyard and Appleyard, 2015; Sellars, 2017).
As we have already ascertained, there are many advantages to reflective practice and this assumption is supported by countless theorists, academics, organisations and practitioners (Moon, 2004; Sellars, 2017), nevertheless it must be said that there may also be disadvantages. Tate, (2005) proposes that during unsupervised reflective practice an individual may have difficulty in challenging themselves, may have a negative perspective or low self-esteem or even deceive themselves into recording false reflections as well as this they would only have one view of the world.  Furthermore, during supervised reflective practice, an individual would have to possess trust and respect for the facilitator (which does not always happen) in order for the reflection to be productive and as well as this, the individual may not be honest in their reflections and feel obliged to tell the facilitator what they perceive that he or she wants to hear (Tate, 2005; Zwozdiak-Myers, 2012)
For these, and many other reasons, such as the practitioner not fully understanding the process or feeling uncomfortable challenging their own practice, not everyone is able or willing to engage in reflective practice (Learning Wales, 2016) and indeed it would be counter-productive to attempt to force individuals to do so (Finlay, 2008). Furthermore, Finlay (2008) suggests that reflective practice can be emotionally draining, and in the field of education, both students and teachers may find this tedious, taxing and time consuming. If individuals are not guided on how to use reflective practice effectively it can descend into merely a series of check-lists which individuals follow by rote because they feel that they are obliged to. When this happens and reflective practice is not applied critically, there is a danger that it is not only rendered ineffectual but may even re-inforce not just existing practice but also prejudice and bad practice (Loughran, 2000; Boud and Walker, 1998).
[bookmark: _GoBack]In conclusion, throughout my teaching placement and indeed through the whole of my PGCE PCET course, reflective practice has been constantly in evidence. I myself found reflecting on my own practice very problematic and laborious at first but in the course of the year have come to understand its purpose and the advantages it can bring. I now find myself automatically reflecting on my practice and striving to find ways to improve both as a teacher and a student. I have observed both good and bad reflective practice from my lecturers as well as my students and what I have deduced from this is that reflective practice is an invaluable tool that that can be used to inform and improve practice, but it can only work if those undertaking it are willing, able and properly educated in its use.
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