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“Maybe reflective practices offer us a way of tryingnake sense of the
uncertainty in our workplaces and the courage toknapmpetently and ethically
at the edge of order and chaos.(Ghaye, 2000, p.7)

Reflective practice has burgeoned over the lastdegades throughout various fields of
professional practice and education. In some psadas it has become one of the
defining features of competence, even if on oceagibas been adopted - mistakenly
and unreflectively - to rationalise existing preet The allure of the ‘reflection
bandwagon’ lies in the fact that it ‘rings true’oiighran, 2000).

Within different disciplines and intellectual tridns, however, what is understood by
‘reflective practice’ varies considerably (Fookagt2006). Multiple and contradictory
understandings of reflective practice can everobed within the same discipline.

Despite this, some consensus has been achievedlamdofusion of definitions. In
general, reflective practice is understood as tbegss ofearning through and from
experiencetowards gaininghew insightsof self and/or practice (Boud et al 1985; Boyd
and Fales, 1983; Mezirow, 1981, Jarvis, 1992).s Diien involvegxamining
assumptionsof everyday practice. It also tends to involveitidividual practitioner in
beingself-awareandcritically evaluating their own responses to practice situations.
The point is to recapture practice experiencesnamtthem over critically in order to
gain new understandings and so improve future jg&cthis is understood as part of the
process ofife-long learning.

Beyond these broad areas of agreement, howeveergmm and difficulty reign. There

is debate about the extent to which practitionemikl focus on themselves as

individuals rather than the larger social contekihere are questions about how, when,

where and why reflection should take place. Faylprofessionals short on time,

reflective practice is all too easily applied imidl, mechanical, unthinking ways,
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Would-be practitioners may also find it testingstand back from painful experiences
and seek to be analytical about them. In thisleaofunderstandings, misunderstandings
and difficulties, exactly how to apply and teacfiegive practice effectively has become
something of a conundrum.

This paper explores current ideas and debatesngkat reflective practice. In the first
two sections, | review key definitions and moddiseflection commonly used in
professional practice. Then, in the reflectiveispayself, | critically examine the actual
practice of the concept, highlighting ethical, gsdional, pedagogic and conceptual
concerns. | put forward the case that reflectnaetice is both complex and situated and
that it cannot work if applied mechanically or simsfically. On this basis, | conclude
with some tentative suggestions for how educateghimurture an effective reflective
practice involvingeritical reflection.

Defining reflective practice

...reflection can mean all things to all people...used as a kind

of umbrella or canopy term to signify something ikagood or
desirable...everybody has his or her own (usuallyisahoised) interpretation
of what reflection means, and this interpretatisused as the basis for
trumpeting the virtues of reflection in a way thakes it sound as virtuous as
motherhoodSmyth (1992, p.285)

The term ‘reflective practice’ carries multiple mézggs that range from the idea of
professionals engaging in solitary introspectiothitt of engaging in critical dialogue
with others. Practitioners may embrace it occadlgnn formal, explicit ways or use it
more fluidly in ongoing, tacit ways. For some |eefive practice simply refers to
adopting a thinking approach to practice. Othessisas self-indulgent navel gazing.
For others still, it involves carefully structuradd crafted approaches towards being
reflective about one’s experiences in practicer éxample, with reference to teacher
education, Larrivee argues that:

“Unless teachers develop the practice of critieflection, they stay trapped in
unexamined judgments, interpretations, assumptenms expectations.
Approaching teaching as a reflective practitiomsolves fusing personal beliefs
and values into a professional identity” (Larriv2épo0, p.293).

In practice, reflective practice is often seenheshiedrock of professional identity.
“Reflecting on performance and acting on refectj@as McKay (2008, érthcoming

notes, “is a professional imperative.” Indeedhas been included in official benchmark
standards laid down for professional registratiod practice (see table 1 in Appendix 1).
One example is in the way it has been includedlj@ttp and implicitly, in all Project
2000 curricula for Nursing Diplomas, while reflaxiiis highlighted as a pivotal skill to
achieve required Standards of Proficiencies iningrand other health professional
education (NMC, 2004; HPC, 2004). It has also bexa key strand of approaches to
the broader field of continuing professional depet@nt, work-based learning and life-
long learning (Eby, 2000; HPC, 2006).



Given its growing emphasis in professional practiod education, it would seem
important to explore the concept of reflective piccin some detail. To this end, this
section distinguishes between different types théctive practice and looks at the sister
concepts of reflection, critical reflection andleivity.

Reflection ‘in’ and ‘on’ practice

Dewey (1933) was among the first to identify refii@c as a specialised form of thinking.
He considered reflection to stem from doubt, hésiteor perplexity related to a directly
experienced situation. For him, this prompted psgbal inquiry and problem resolution
(Sinclair, 1998). Dewey also argued that reflextivinking moved people away from
routine thinking/action (guided by tradition or extal authority) towards reflective
action (involving careful, critical consideratiohtaken-for-granted knowledge). This
way of conceptualising reflection crucially stantsh experience and stresses how we
learn from ‘doing’, i.e. practice. Specifically @ey argued that we ‘think the problem
out’ towards formulating hypotheses in trial ancbereflective situations and then use
these to plan action, testing out our ideas.

Dewey'’s ideas provided a basis for the concefrediective practice’ which gained
influence with the arrival of Schon’s (1983)He reflective practitioner: how
professionals think iaction’. In this seminal work, Schon identified vgap which
professionals could become aware of their impkowledge and learn from their
experience. His main concern was to facilitatedé&eelopment of reflective practitioners
rather than describe the process of reflegtiense However, one of his most important
and enduring contributions was to identify two tyé reflectionreflection-on-action
(after-the-event thinking) an@flection-in-action (thinking while doing).

In the case of reflection-on-action, professioraus understood consciously to review,
describe, analyse and evaluate their past prastibea view to gaining insight to
improve future practice. With reflection-in-actigirpfessionals are seen as examining
their experiences and responses as they occuootlntypes of reflection, professionals
aim to connect with their feelings and attend tevant theory. They seek to build new
understandings to shape their action in the unfgldituation. In Schon’s words:

The practitioner allows himself to experience sisgrpuzziement, or confusion
in a situation which he finds uncertain or unigde.reflects on the phenomenon
before him, and on the prior understandings wheetbeen implicit in his
behaviour. He carries out an experiment which setegenerate both a new
understanding of the phenomenon and a change sittlaion. (Schon, 1983, p.
68)

For Schon, reflection-in-action was the core obfpssional artistry’ — a concept he
contrasted with the ‘technical-rationality’ demadd®y the (still dominant) positivist
paradigm whereby problems are solvable throughitjoeous application of science. A
contemporary example of this paradigm is the eviddmsed practice movement, which
favours quantitative studies over qualitative oreesl established protocols over intuitive
practice. In Schon’s view, technical-rationaligjiéd to resolveéhe dilemma of ‘rigour
versus relevance’ confronting professionals. Sthargument, since taken up by others
(e.g. Fish and Coles,1998), was as follows: Pradaa$ practice is complex,
unpredictable and messy. In order to cope, psajaals have to be able to do more



than follow set procedures. They draw on both tizakexperience and theory as they
think on their feet and improvise. They act botiuitively and creatively. Both
reflection-in and on -action allows them to revismdify and refine their expertise.

Schon believed that as professionals become maertex their practice, they developed
the skill of being able to monitor and adapt thpgactice simultaneously, perhaps even
intuitively. In contrast, novice practitionersckang knowing-in-action(tacit

knowledge), tended to cling to rules and procedwsch they are inclined to apply
mechanically. Schon argued that novices needeigpobsmck and, from a distance, take
time to think through situations. Whether experhovice, all professionals should reflect
on practice — both in general and with regard gcH situations.

Schon’s work has been hugely influential - someld@ay ‘canonical’ — in the way it

has been applied to practice and professionalitigaeind education. For example, in the
health care fieldAtkins and Murphy (1993) identify three stages of the reflective
process. The first stage, triggered by the pradess becoming aware eincomfortable
feelingsand thoughts, is akin to Schon’s ‘experience opsse’ (what Boyd and Fales,
1983, identify as ‘a sense of inner discomfort'wrfinished business’). The second
stage involves aritical analysisof feelings and knowledge. The final stage ofectfon
involves thedevelopment of a new perspectivatkins and Murphy argue that both
cognitive and affective skills are prerequisitessriflection and that these combine in the
processes of self-awareness, critical analysighsgis and evaluation (see Appendix 2).

In the education fieldirushka, Hinde-McLeod and Reynolds(2005) distinguish
between ‘reflection for action’, ‘reflection in a@h’ and ‘reflection on action’ (see
Appendix 3). They offer a series of technical,ghial and critical questions for teachers
to engage with. For example, under reflectiorafction teachers are advised to consider
their resources and how long the lesson will ta&ehnical); how to make the resources
relevant to different learning styles (practicalyd to question why they are teaching this
particular topic (critical). Zeichner and Liston (1996) differentiate between five
different levels at which reflection can take placeing teaching:

1. Rapid reflection - immediate, ongoing and autiberection by the teacher.

2. Repair — in which a thoughtful teacher makessilaas to alter their behaviour in
response to students’ cues.

3. Review — when a teacher thinks about, discussesites about some element of their
teaching.

4. Research — when a teacher engages in morensgteand sustained thinking over
time, perhaps by collecting data or reading netea

5. Retheorizing and reformulating — the proceswbich a teacher critically examines
their own practice and theories in the light ofderaic theories.

While Schon’s work has inspired many such modelefiéction and categories of
reflective practice, it has also drawn criticisiraut (2004) faults the work for its lack of
precision and clarity. Boud and Walker (1998) arthuat Schon’s analysis ignores
critical features of theontextof reflection. Usheet al(1997) find Schon’s account and
methodology unreflexive, while Smyth (1989) deptotiee atheoretical and apolitical
quality of his conceptions. Greenwood (1993), mdale, targets Schon for
downplaying the importance of reflection-beforei@tt Moon (1999) regards Schon’s
pivotal concept of reflection-in-action as unaefiele, while Ekebergh (2006) draws on



phenomenological philosophy to argue that it ispassible to distance oneself from the
lived situation to reflect in the moment. To asl@ecal self-reflection, she asserts, one
needs to step out of the situation and reflecospiectively (van Manen, 1990).

Given this level of criticism, questions have tsea about the wide adoption of Schon’s
work and the way it has been applied in profesdipractice and education (Usletral,
1997). There have been calls for a more critiedlexive exploration of the nature of
reflective practice.

Reflection, critical reflection and reflexivity

Contemporary writing on reflective practice invig®fessionals to engage in both
personal reflection and broader social critiquer éxample, work within the Open
University’s Health and Social Care faculty hasfomvard a model whereby reflective
practice is seen as a synthesisaflection self-awarenesandcritical thinking (Eby,
2000) (see figure 1). In this model, the philosophroots of reflective practice are
identified in phenomenology (with its focus on livexperience and personal
consciousness) and also in critical theory (whatdrs the development of a critical
consciousness towards emancipation and resistipigesgion ).

Self-awareness
Roots: phenomenology
- The cognitive ability to think, feel,
sense and know through intuition
- To evaluate the knowledge derived through
self-awareness to develop understanding

Reflection
Roots: existential
phenomenology and
critical theory
-interpretive and critical theory
- tool for promoting self- and

Reflective
Practice

Critical thinking

Roots: scepticism and
critical theory

- identifying and challenging

- assumptions
social awareness . .
. ) - challenging the importance
and social action
of context

- improving self-expression,
learning and co-operation
- links theory and practice

- to imagine and explore
alternatives which leads to
reflective scepticism

Figure 1 Skills underpinning the concept of reilex practice.

Other authors argue for the conceptufical reflection, which is seen as offering a
more thorough-going form of reflection through tree of critical theory (Brookfield,
1995). For adherents of critical reflection, reflen on its own tends to “remain at the
level of relatively undisruptive changes in techugg or superficial thinking” (Fook,
White and Gardner, 2006, p.9). In contrast,aaltreflection involves attending to
discourse and social and political analysis; iksdée enable transformative social action
and change. For Fook (2006), critical reflection



“enables an understanding of the way (socially dami) assumptions may be
socially restrictive, and thus enables new, mor@a@mering ideas and practices.
Critical reflection thus enables social change ieigig at individual levels. Once
individuals become aware of the hidden power ofasgd¢hey have absorbed
unwittingly from their social contexts, they areethfreed to make choices on
their own terms.”

Fook and Askeland argue that the focus of critiefiection should be on connecting
individual identity and social context:

“Part of the power of critical reflection in opegirup new perspectives and
choices about practice may only be realized ifdhenections between individual
thinking and identity, and dominant social beliefe articulated and realized.”
(Fook and Askeland, 2006, p.53).

For Reynolds (1998), four characteristics distisbuiritical reflection from other
versions of reflection : (1) its concern to questassumptions; (2) its social rather than
individual focus; (3) the particular attention &@ys to the analysis of power relations; and
(4) its pursuit of emancipation (Reynolds, 1998).vilay of example, Reynolds argues
that when managers critically reflect (rather thast reflect) they become aware of the
wider environment in which they operate. They begigrasp the social power exercised
by their organisation through its networks andtreteships. :

In the field of teaching, Brookfield (1995) chamxises critical reflection as ‘stance and
dance’. The critically reflective teacher’s statoward teaching is one of inquiry and
being open to further investigation. The danceives experimentation and risk towards
modifying practice while moving to fluctuating, apdssibly contradictory, rhythms
(Larrivee, 2000).

A key concept giving momentum to the idea of raflexpractice involving both
personal reflection and social critiqueédlexivity . Reflexive practitioners engage in
critical seltreflection: reflecting critically on the impact tifeir own background,
assumptions, positioning, feelings, behaviour whig® attending to the impact of the
wider organisational, discursive, ideological awditical context.

The terms reflection, critical reflection and redflety are often confused and wrongly
assumed to be interchangeable. Finlay and Gou@8(3. ix) find it helpful to think of
these concepts forming a continuum. At one enadstaeflection, defined simply as
‘thinking about’ something after the event. At thtber end stands reflexivity: a more
immediate and dynamic process which involves caoimigpselfawareness. Critical
reflection lies somewhere in between.

Previously, I've proposed five overlapping variaotseflexivity with critical self-
reflection at the core: introspection; intersubjexreflection; mutual collaboration;
social critique and ironic deconstruction (Finla@902, 2003). These variants can
similarly be applied to distinguishing between tyyges of reflection practitioners could
engage in when reflecting on practice. Reflecpikectice asntrospection involves the
practitioner in solitary self-dialogue in which thprobe personal meanings and



emotionsintersubjective reflection makes the practitioner focus on the relational
context, on the emergent, negotiated nature otfipeaencounters. Witmutual
collaboration, a participatory, dialogical approach to refleetpractice is sought - what
Ghaye (2000) calls a ‘reflective conversation’. &ldor example, a mentor and student,
or members of a team, seek to solve problems aotdibely. Reflective practice as
social critique focuses attention on the wider discursive, saunal political context. For
instance, the practitioner may think about coerangtitutional practices or seek to
manage the power imbalances inherent in educatactipe contexts. Finally, reflective
practice asronic deconstruction would cue into postmodern and poststructural
imperatives to deconstruct discursive practicesraptesent something of the ambiguity
and multiplicity of meanings in particular orgartisaal and social contexts. At the very
least, a critical and possibly satirical gaze cdagdurned to challenging the ubiquitously
unreflexive rhetoric of reflective practice.

In practice, introspection is the dominant modeefiective practice. Sometimes
presented as merely a promising personal attrifusteghran , 2006), it is a
predominantly individualistic and personal exer¢Reynolds and Vince, 2004) in
which practitioners tend to focus on their own thiois, feelings, behaviours and
evaluations. This passes as legitimate ‘reflegbnaetice’ which professionals then can
use to advance their cause to fit formal requirégméar continuing professional
development. While such reflective practice m&gtplace in dialogical contexts such
as supervision sessions, the onus stays on thadnodl practitioner to reflect upon and
evaluate their own practice. What is lacking is anytual, reciprocal, shared process.
Institutional structures and quality assuranceesystencourage, perhaps even require,
this individual focus. It starts early on duringfessional education and training where
learners engage professional socialisation anthaght how to reflect, using structured
models of reflection.

One of the consequences of the lack of consenslslarity about the concept of
reflective practice is the proliferation of differteversions and models to operationalise
reflective practice.

Modelling reflective practice

“Let us not forget that the model is a tool, naharor.” (Gordon, 1984, p.243)

A number of models of reflection have been advaricetifferent fields of professional
practice and education. Ghaye and Lillyman (198&itify five different types:
structured, hierarchical, iterative, synthetic &aotistic. Models vary in their levels of
prescription, explanation, criticality and reflesyw but most share a focus on reflection
as being essentially retrospective (Schon’s raflaebn-action). Quinn (1988, 2000)
suggests that the different models all tend to Ivevthree fundamental processes:

» “retrospection: i.e. thinking back about a situation or experanc
» self-evaluation i.e. critically analysing and evaluating the ant and
feelings associated with the experience, usingréteal perspectives;



e reorientation, i.e. using the results of self-evaluation touefice future
approaches to similar situations or experiencéguirin, 2000, p.82).

In the nursing field, one of the models of reflentmost commonly cited (Sibbs’
Reflective Cycle (1988) (see figure 2). Built frafolb’s experiential learning cycle, it
proposes that theory and practice enrich each atlenever-ending circle. Originally
conceived as a “de-briefing sequence” (1988, p@&bs’ cycle has become adopted in
nursing and other professional education as a wégcilitate reflection.

Description
What happened? ﬁ

Action Plan Feelings
If it arose again what . What were you
would you do? Gibbs thinking and feeling?
Model for
¢‘ Reflection \l/
Conclusion Evaluation
What else could you What was good and
have done? bad about the

experience?

Analysis
What sense can you

make of the situation?

Figure 2 Gibbs’ reflective cycle

While models such as Gibbs’ may offer useful basiestions to help structure reflection,
some argue that a broader, more critically reflexapproach is needed. Zeichner and
Liston (1996) argue that reflective teachers shoubde beyond questions about whether
or not their practice is working to critically exanmg values and how practice can lead
to change, commitment to quality and respect ffiedince.

Such arguments have encouraged more elaborate srtodeid favour in higher levels of
professional practice and education. For exandalg and Johnson(2002) developed a
typology of reflection involving three intertwinetimensions: descriptive, comparative
and critical reflection. In thdescriptivedimension, the practitioner describes the matter
for reflection, e.g. “What is happening?” “Is thisrking, and for whom?” “How am |
feeling?” “What do | not understand?”. In tb@emparativedimension, the practitioner
reframes the matter for reflection in the lightadternative views, perspectives and
research: “How do other people who are directlindirectly involved describe and
explain what is happening?” “What does researcltrituie to an understanding of this
matter?” “How can | improve what is not working?Then in thecritical dimension a
new perspective is established: “What are theigapbns of the matter when viewed
from these alternative perspectives? Given theseusalternatives, their implications,
and my own morals and ethics, which is best fa farticular matter?” “What does this



matter reveal about the moral and political dimensif schooling?” “How does this
reflective process inform and renew my perspective?

Models which recognise differelgvelsof reflection, like that of Jay and Johnson, have
proved useful when applied to different levelsesrher needs. One of the most
frequently cited models used in this context coimas the early work oBoud, Keogh
and Walker (1985). In their three-stage model, they recomntaatlearners first reflect
on an experience by mentally replaying the expegeand describing it in a descriptive,
non-judgemental way. The second stage involvesditig to feelings — both positive
and negative — triggered by the experience, ‘digghg’ any negative feelings which
may obstruct the reflection. The learner is theardy to re-evaluate the experience by
progressing through four substages: associatedatiing new data to what is already
known); integration (seeking new relationships letwthe data); validation
(determining the authenticity of the new ideas kting for inconsistencies or
contradictions); appropriation (making the new kiexge/attitudes one’s own).

One problem with this model is that it tends tofawnreflection to a retrospective role:
reflection-on-action rather reflection—in-actiorlsé, the focus stays on individuals’
mental activity; practitioners are not encouragedrigage in reflective dialogue in a
wider social arena. Bougtal have countered such criticism by highlighting th
complexity of the reflective process given the weayotions and cognition interact, for
example in the way that learners who feel moretpasabout themselves are more likely
to persist with reflective activities. Ideas liteese have since been applied in
professional education with the use of mentorssaumervisors who are understand the
importance of giving students external validationd @ositive feedback about their
reflections.

Other theorists have also emphasised the needlta@amemotions towards offering more
critically reflexive accounts of practicdohns’ Model of Structured Reflection (1994),
used mostly in the health care field, offers sucéfiexive approach. Although wary of
being overly prescriptive - and of reductively cugthuman experience into neat pieces -
- he saw his model as a way for nurses to leam freir reflection on experience (see
appendix 3). As Quinn (1988/2000) notes, therebatk advantages and disadvantages
to such a detailed model. On the positive site nursing literature suggests that nurses
need to be taught how to reflect and models likendboffers a comprehensive checklist.
The disadvantage is that imposing an external frzonleleaves little scope for
practitioners to draw on their own intuitions, v@duand priorities.

Over the years Johns has repeatedly revised higlijmmueach occasion tending to offer
more holistic, less mechanical elements to enceudagper reflection. Increasingly he
has moved away from providing detailed structuosgtrds the inclusion of more
reflexive, spiritual and phenomenological dimensidn his most recent presentation
(the 1%"), Johns foregrounds reflexivity through a seribguestions (see appendix X).
Reflection, he now says, is about being “mindfuselfi” — whether during or after
experience. It is a “developmental process of gagittention to and learning through
everyday experiences, with the goal of realizings#éon of practice as a lived reality.”
(Johns 2007). This turn towards complexity, with loss of clear prescriptions for
reflection, has alienated some practitioners, paldrly those who doubt the value of
reflection.
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In summary, different conceptions and models déotifve practice continue to emerge
across different professional groups. Paradoyicdie demand for better (i.e. more
thoughtful, reflexive and critical) reflective pta®e has tended to generate yet more
models or typologies - which, if used blindly orthinkingly, can render practice more
mechanical andexternally subscribed. This, of amussthe very antithesis of Schon’s
notion of ‘professional artistry’. In the endsgems neither possible nor desirable to fix
on any one model as the definitive ‘answer’. D& models are needed, at different
levels, for different individuals, disciplines anthanisations, to use in different contexts.
Professional practice and education are also liteelyenefit from the stimulus — and
challenge — provided by competing perspectivesmanitiple modelsModels need to be
applied selectively, purposefully, flexibly andigidusly.

Given the growing call for more critical and refilex approaches to reflective practice,
the first step in this direction must be to takeritical look at its current state.

Critiquing reflective practice

“Because the use of reflection is eminently seesdlold reasonable in developing
one’s understanding of the practice setting, ihevitably bandied about,
misunderstood and reinterpreted as it is used Hermdint people in different ways
to highlight particular aspects of practice. Inrpat is as a result of this diversity
of views and understandings that has led me tapeefeflective practice with a
qualifier — effective — in order to begin to foattention on the action as well as
the outcome of reflection” (Loughran, 2000)

That reflective practice is a desirable, foundalatimension of professional action and
life-long learning is often taken as self-evidafthether the rhetoric emanates from
colleagues, professional bodies, educators, marexgenr the government, practitioners
are forever being exhorted to reflect and to altjcevaluate their performance. Yet, as
Brookfield (1991) notes, there are few intellectgaksts so enthusiastically lauded for
such meagre, unsatisfactory returns.

Done well and effectively, reflective practice daan enormously powerful tool to
examine and transform practice. Hobbs (2007) recends that this self-development
process be encouraged in any field whose membeatswith people.

However, reflective practice is not without its rlaide’. There are cultural and personal
risks involved, and not everyone ends up feeling@nered (Brookfield, 1994, 1995).
Moreover, busy, over-stretched professionals &edito find reflective practice taxing
and difficult. Bland, mechanical, routinised amthinking ways of doing reflective
practice are too often the result. As Ash 2002 satgy new teachers can “choose not to
reflect on their practice constructively and catlg, preferring to fall back on pre-
conceived understandings of how they and theirlpghiould conduct themselves in the
classroom” (cited in Hobbs, 2007, p.406). SimyaBoud and Walker (1998) decry the
way that reflection can be turned into recipe-fwilag “checklists which students work
through in a mechanical fashion without regarchigirtown uncertainties, questions and
meanings” (1998, p.193). They give the exampleursing students being asked to
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reflect on clinical experiences by responding tesiions to which specific answers are
expected. As they point out, the danger hereaisréflection becomes “ritualised,
without reference to context or outcomes” (199&98), leading to a false sense that
reflection is linear and unproblematic.

In this section | attempt to examine somethinghefdark, problematic side of reflective
practice by reviewing and discussing some key corscever the way it has been applied.
Following Quinn (1988/2000), who highlighted herroethical, professional and
pragmatic reservations, | identify four areas aiarn about reflective practice: ethical,
professional, pedagogic and conceptual.

Ethical concerns

The teaching and application of reflective practiege generated a range of ethical
concerns. These relate to confidentiality, rigbtprivacy, informed consent and
professional relationships. Practitioners whoeargaging reflective practice need to
aware of the risks and also of the potential farflocts of interest.

It needs to be remembered that reflection can hgy®found emotional impact on the
person reflecting and therefore has the poterdibetharmful.

“Questioning the assumptions on which we act aqudioging alternative ideas are
not only difficult but also psychologically explesi...[it] is like laying down charges
of psychological dynamite. When these assumpiopsode...the whole structure of
our assumptive world crumbles. Hence, educatosfatter transformative learning
are rather like psychological and cultural demofitexperts.” (Brookfield 1990,
p.178).

Given such dangers, the extent to which studentsiwrees are obliged to engage in
reflection is raising concern. Boud and Walker @Q§uestion the compulsory inclusion
of reflective practice as a required (and possiisisessed) course component. A similar
point is made by Quinn (2000), who notes that sitaipractitioners appear to have little
choice about having to do reflection as it is oféesignificant component demanded by
those in authority. Ethical issues also ariseapjropriately high levels of disclosure are
coerced from students. Quinn detects a certanyiin this situation, given
professionals’ normal preoccupation with to ‘infathconsent’ when it comes to
research/treatment.

A further problem to do with the impact on the widual reflector is the way reflection
can involve constant striving for self-improvemdhtan lead to feelings of self-
disapproval and self-rejection (Quinn, 1988/200@hd if an individual understands the
word ‘critical’ to mean ‘negative’, they canceap in an unduly negative frame of
mind.

Educators, mentors and,supervisors need to be ai#rese risks and proceed with
sensitivity (Morley 2007). They also need to warikhin establish carefully established
boundaries if learners are to address difficulspeal and work issues (Hunt, 2001).

Educators may themselves be at risk — not leastusecthey may feel tempted to go
beyond their own level of expertise. As Boud andi#&fa (1998) point out, teachers need
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to “be aware of what they can and cannot handlé'to& easily things can spin out of
control:

“Disturbed by what they have unwittingly eliciteat, feeling that they cannot leave
the student in the emotional state which they haadvertently provoked, they may
endeavour to work further with the issues raiseithéodetriment of the student (1998
p.195).

What is clear is that both learnensd educators require support to help them manage the
ethical challenges that may arise during refleqtireectice.

Professional concerns

Professional concerns come to the fore when réfeegiractice is done badly,
ineffectively or inappropriately. In such case® foint of the undertaking is missed and
its value goes unrecognised. All too often the pssanay simply rationalise existing
practice (Loughran, 2000). If applied uncritigalleflections can reinforce prejudices
and bad practice, leading practitioners unwittinglgollude with dominant cultural
assumptions that work against challenges to wealthpower (Boud and Walker, 1998).

In this context, Quinn (1988/2000) suggests thatlappropriate use of reflective
models may actually devalue practitioners’ profasal work instead of promoting it. By
way of example, she notes that the emphasis placgsdychological components by
reflective practice could have the effect of deirajuthe physical care dimension of
nursing. Clearly, the process of reflection shawdtloverwhelm actual practice.
Reflective activities need to be used judiciousid aelectively — they cannot replace
clinical reasoning or other forms of professionagice.

Ineffective reflective practice also shows up ia guise of self-absorbed navel gazing.
As I've noted elsewhere, reflexivity should be ‘ther an opportunity to wallow in
subjectivity nor permission to engage in legitindigsmoting” (Finlay,1998, p.455). The
opposite also applies. Where practitioners folloadels in mechanical, routinised or
instrumental ways, they all to easily fall into tinep of engaging neither critical analysis
nor their emotions. Lacking critical elements)eefion may become bland, self-evident
description or self-justification, colluding wittkxisting practice and rationalising it
(Loughran, 2000; Boud and Walker, 1998).

Reflective practice at the level of the individpa&ctitioner can also be a means by which
organisations divest themselves of responsibifibstering good practice here becomes a
matter for the individual rather than the organ@af{Quinn, 1988/2000). For example, a
healthcare practitioner may focus exclusively aiter own role in dealing with a
problematic situation, thereby failing to questlaspital policy which may have
contributed to that situation. As Quinn notes:

The concept of victim-blaming is well establishadhe field of health promotion
and refers to approaches that focus on the individsi the prime cause of his/her
own ill-health... Similarly, reflective practice sesito put the onus on to the
individual practitioner for the maintenance and ioyement of standards of
nursing.” (1988/2000, p.87)



13

The problems that can arise when reflective pradtdénappropriately applied
demonstrate how difficult it can be to do refleetpractice well. They indicate that
personal reflection should be used not as an efitdetf but as a springboard for more
general insight, personal growth and professioraetbpment. They also highlight the
challenge in ensuring that reflective practice &lwaught and adequately supported.

Practitioners in the field who may be responsiblenfientoring learners and, are
therefore supposed to model the process, facefgpesues. In her empirical research
on nursing students, Rees (2007) found that memtaréical practice rarely facilitated
reflective learning activities with students, désphe guidelines offered by the various
nursing councils and professional bodies. Thisifail Rees believed, could relate to
mentors’ own difficulties with the process. Quess need to be asked about how
mentors might be encouraged and supported to supiars — particularly in view of
busy workloads and conflicting priorities.

Pedagogic concerns

Teaching reflective practice raises two main pedgogncerns: developmental
readiness, and the extent to which forcing studientsflect may prove counter-
productive.

To take developmental readiness first, some conmatanst(e.g. Hobbs, 2007; Girffin,
2003; Burrows, 1995) suggest that learners nebé ttevelopmentally ready to engage
in critical reflection and that some individualsyrize incapable of doing so. The
respective abilities of ‘novices’ and ‘experts’ aedevant here. There is evidence that
novices, by definition lacking ‘practical mastergie inclined to follow models
mechanically, and also that such reliance on mddst®ens with experience (Gordon,
1984). Mallik (1998) found that novice nursedgiitgoners did not progress to deeper
levels of critical reflection despite access tarj@ls and discussion groups. Roberts
(1998) argues that novice teachers have not yehiered their own personal theories of
learning/teaching, and that using ‘borrowed’ roetimequires depths of understanding
these new teachers do not possess. As a resuigeftbction that does occur can only be
less effective.

For Loughran (2000), helping novices to see difiyels best done through practical and
practice experiences; it is not simply a questibthe educator telling them what they
should see or know. Instead, the educator neeaslpostudents do their own analysis
and meaning-making. Eraut (2004) suggests thé¢gsmnal educators are forced to
focus on learning for the future rather than reffecon incidents in context. It seems to
fall to clinical teachers and mentors to createeotive moments on the job which help
novices become aware of significant contextualufiesst.

Taking a different tack, Morley (2007) draws attentto the role played by professional
or disciplinary background. While teaching criticaflection to a group of nurses, she
became aware of the impact of her own assumpti®assacial work educator. It was
her experience that social work students in geémecagnised the importance of ideas
such as social justice and the structural dimessod oppression and social inequalities.
Her group of nurses, on the other hand, showedaeaseness of these issues. This
limited the degree of critical analysis that cobédengaged.
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A second serious pedagogic concern relates tootmpulsory element in reflective
practice. When required of individuals through feag and assessment exercises,
reflections can end up being superficial, strategid guarded. Where assessment lurks,
any genuine, honest, critical self-examination mayl be discouraged. As Hobbs (2007,
p.413) puts it, “reflection and assessment are lgilnpompatible”. A number of
empirical studies (Roberts, 1998; Cameron and Mitcth993; Smith and Lev-Ari, 2005)
have shown how students feel compelled to writeatthe teacher wants’. Students may
develop considerable antagonism towards theirg@fle assignments, which they view
as having no intrinsic meaning. Students tendltppha minimalist approach, writing
just enough to meet the requirement for a passen @riting fictionalised accounts of
idealised practice (Wellard and Bethune, 1996; 4oBB07).

In the healthcare field, Hargreaves (2004) makamdar point about how the pressure

to perform well academically discourages studemmis funinhibited, honest reflection.
However, nursing literature as a whole tends tantlee practice and teaching of

reflection more positively. Jasper (1999), fatance, argues that students are helped to
develop more structured and reflective approadimesigh the academic imperative to
produce reflective writing for assessment. Expignieflective processes with ten final
year students, Rees (2007) found that reflecti@blea them:

“to engage with the struggle to locate themsehersgnally and professionally in
the context of care, to establish and refine pextsand professional values and
beliefs and to consider the realities of their mggpractice. Reflection enabled
the participants to recognise and affirm that thagt become nurses.” (2007, p.3).

Rees distinguished between ‘authentic reflectieenimg’ (which enabled the emergence
of ‘own knowing’ and stimulated meaningful ongoirgjlection) and the academically
driven activities perceived as ‘doing reflectionitibound that both were found to be
valuable for deepening understanding.

Conceptual concerns

| have already highlighted some criticisms of tiféedent conceptualisations of reflection
and models of reflective practice. Despite theiithtions, a greater problem is posed by
the way practitioners appropriate and embrace thamcritical, piecemeal and
reductionist ways. Often ideas are transplanteédowt sufficient care across
philosophical, disciplinary and cultural boundayiesthe process becoming distorted or
‘lost in translation’.

Reflexivity is a concept which can readily provakess-disciplinary miscommunication.
It can be understood in a multiplicity of ways, eing to the aims and functions of the
exercise at stake and the theoretical/methodolbgaaitions engaged (Finlay, 2003). |
some may see it primarily as a personal, confeatmetount while for others it is a
means to deconstruct socially situated actiortedms of theoretical/methodological
commitments, the social critique and discursivaifofavoured by postmodernists stand
in opposition to the more individualistic stancgpbEnomenological or psychodynamic
practitioners. When people talk about ‘reflexivitwhat exactly are they referring to?
Are they even aware that the term is contested?
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Debate can be too quickly curtailed as individdalsprofessional groups) assert certain
ideas or theories in black and white terms. Schoonhcept of reflection-in-action, where
practitioners are said to have a capacity to retlacheir intuitive knowing in the midst
of action, is a case in point. While some praatiics endorse this idea (saying, for
example, that it mirrors the way they work), otherig it out as a possibility (Ekebergh,
2006). Such differences seem to stem from diffevederstandings of the concept. In
strict phenomenological terms actual pre-reflectiived experiencdyy definition can
never be grasped in its immediate manifestatioat pfienomenologists also argue
against splitting mind, body/action and emotiond dany that thinking is removed from
embodied action. The philosopher Merleau-Ponty 219668) developed the idea of
‘radical reflection’, arguing that self-comprehesiconsists, paradoxically, in
recovering our unreflective experience. It maytad, for practical purposes, reflection
and action do occunore or lessimultaneously. Further, it may be possible, with
experience, to become mindfully aware of one’somstj as Johns 2006 amongst others
argues. But practitioners should be aware theyraagling contested territory.

Regardless of the specific conceptual or theorediebate at stake, care needs to be taken
to recognise complexity and problematise whatvslved in reflective practice, rather
than accept it unquestioningly as ‘fact’ or ‘selident’.

The ethical, professional, pedagogic and conceptuaterns discussed above neither
condemn reflective practice nor suggest that itikhaot be pursued in professional
practice and education. What they do indicate,dwaw; is that reflective practice should
beapplied selectively, taught sensitively and gengnaded with care Practitioners need
to be critical and reflexive about the tool theg Being given and not use it blindly.

Much depends on how well reflective practice istumed through effective, sensitive
teaching: the subject of the next section.

Nurturing effective reflective practice

“We have to see ourselves less as transmittergperé knowledge and more as
facilitators of critical learning and perspectiveahsformation. As Boud et al.
(1993, p.9) state, ‘while we commonly assume #watHing leads to learning, it is
the experiences which teaching helps create th@npt learning, not primarily
the acts of the teacher’.(Redmond, 2006, p.226)

The problem with reflective practice is that itisrd to do and equally hard to teach. Itis
even harder to do and teagffiectively This is hardly surprising given the confusion
about what exactly it is, the complexity of the ggeses involved and the fact that there is
no end to what can be reflected upon. That reflegractice seeks to tap tacit and
taken-for-granted dimensions of practice makesenemore problematic. The more
qualitative elements of practice (such as profesdiartistry and focusing on subjective,
relational or ideological dimensions) are - by diibn - hard to see, articulate and
quantify. In addition, reflective practice is higltontext specific. Each individual
practitioner will need to reflect in different wagsdifferent times. And different contexts
(environment, organisation and relational) will dard different sorts of reflecting.
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In this section | offers some suggestions for gaching and nurturing effective reflective
practice. | identify the following four guidingipciples educators:
» present reflective practice(s) with care
* provide adequate support, time, resources, opptesiand methods for
reflection
» develop skills of critical analysis
» take proper account of the context of reflection

As | briefly discuss each of these principles,feomy personal view of how each might
be operationalised.

Present reflective practice(s) with care

The concept of reflective practice(s) needs toresgnted with some carertwtivate
students to want to engage the process. This@mmilbe a dry academic exercise of
presenting models to memorise. Instead it shoydtica something of theontextof
reflection and how it is used by professionals segto cope in the ‘'swampy lowlands’
of practice. For example, students in healthcasépsions could be introduced to how
reflection is intertwined with clinical reasoning.

One possible way forward would be for studentsdartabout the experiences of other
learners and practitioners in practice and hoveo#thn helped them. In addition, |
would recommend they be givetudent-centredpportunities to discuss various
situations/incidents such that any reflection igumed naturally, following the students’
own values and spirit of inquiry. Opportunities thscussion also allow students to
guestion and be questioned. Importantly, studess to see (early on) that practice
often involves uncertainty and that answers arenelear-cut.

Once students have begun to engage reflectionamdee a positive value in it,
structured models could be offered to help thenpeeéheir thinking. Where models are
presented, however, they should be offered in cbné@d it should be emphasised that
each is simply one ofr@nge of tools Models should be used to trigger broader
reflection rather than feature as ends in themseltidents should not be presented with
just one model, the implication being that ‘thishe way reflective practice is done’

They need to grasp that different models engaderdiit levels of complexity and
therefore need to be used selectively and judigrouStudents should also be helped to
see something of the strengths and limitationseffdy the different models and/or
methods of reflection.

Students may well appreciate being introducedrtgkar, more descriptive models
initially and being allowed to try them out saf@hypractical/experiential ways (Hobbs,
2007). Gradually, as their confidence grows, ttey learn to embrace models
demanding more analysis and critical, reflexivel@aton. However, even in the early
stages of learning, students might still benefitfrbeing introduced to more complex
models and seeing the potential of deeper reflecotivity. Otherwise there is a danger
they could become complacent and get into the ledlaiccepting unduly simple
descriptive reflection as sufficient.
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Given the key pedagogic aim of developing studesdsfidence and proficiency in
reflection, | would not recommend combining refleetexercises witlassessmenin the
early stages of their learning — a point suppobiedthers such as Hobbs (2007).
However, it may be appropriate to offer such exsagiin the context of formative
feedback. Stewart and Richardson (2000) suppa@ipibsition while also recognising the
value of using assessment to highlight the impasaof certain skills. They recommend
the use of small group work and of self-assessasks that highlight autonomy and
self-determination (both core principles of caliceflection).

Provide adequate support, time, resources, opportuties and tools for reflection
Bearing in mind the potentially stressful and edhycchallenging nature of reflection, it
is important that students are given plenty of tand are well supported when they
engage reflection. They need to feel safe an@vwe laccess to others who are effective
at reflecting and on whom they can model.

It is important for students to practise differéarims of reflection in different contexts:
for example, trying out both reflection-in and jamractice; engaging in both private and
dialogical reflection; experimenting with differeforms of formal, informal, written and
verbal reflection, and so forth. Through engagiifterent forms, students can learn
what is appropriate for different contexts and wiwatks best for them in what types of
situations. Quinn (1988/2000) recognises thaeaotifte activities are extremely time-
consuming and may not be realistic in pressurisedk\wontexts. She suggests that
lengthy writing exercises might be appropriatedtudents as part of their studies, while
busy practitioners might be better encouraged velde their reflection-in-action. |
would add that practitioners gain from working idialogical team contexithat enables
them to hear the alternative perspectives so fatakeflective practice.

Rees (2007) found that her student nurses pantigwalued the solitary reflecting they
didin private This was especially important when student®odéid on situations that
revealed them in a less positive light and wheerehvere issues of service user
confidentiality to consider. The students desditieese opportunities for reflection as
being particularly meaningful and enduring. Notrgeee agrees. Some commentators
argue that working alone does not nurture critieflection and that we need others to
clarify and challenge tacit assumptions, the eristeof which we may be unaware. New
alternatives can be created, explored and chaltetitgeugh working with others in a
team. As McKay (2008,dfthcoming says: there are “compelling reasons” to do
reflection in collaboration with others.

Beyond the kind of reflective learning that canuwaa the field when ‘thinking on one’s
feet’ and/or observing other professionals in axttbere are numerous ways of teaching
reflection. The most commonly ustblsinclude using critical incidents, case studies,
reflective journals/diaries, reflective dialogiedercises (with peers or mentors), role-
plays andpractical exercises. (Schon, himself, was a supporter of what heedall
‘practicums’). Evidence supports the use of aksihmethods. For example, when
Griffin (2003) examined the effectiveness of ustnigical incidents to increase the
critical thinking of pre-service teachers, she ftmat writing up the incidents and
subsequent analysis helped concrete thinkers makder contextual issues. A third of
her participants reported that while they hadafifiblamed a difficult situation on
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others, the reflective exercise had the effect aking them assume some responsibility
for it.

If such teaching tools are to be used for assedgmeposes, students might perhaps be
allowed to choose their preferred reflection metffod example, group discussion versus
written diary format) (Hobbs, 2007). As ever, tracial point is that they should never
be used mechanically towards achieving professiedatational requirements to

‘reflect’.

Develop skills of critical analysis
As part of the call to engage in more criticaleeflon, learners need to be shown the
value of deepening their criticality. As | argmeny analysis of ‘variants of reflexivity’,

“Introspection and intersubjective reflection witharitical self-analysis is...of
limited value and open to the charge of self-indualge. Collaborative reflexivity
which fails to reveal conflicting voices and lacksvell-grounded critical
rationale can rhetorically disguise inequalitiesgant. In the case of reflexivity
as social critique, it is naive, if not disingenspto pay lip-service to the power
dimension by assuming a fixed and knowable sulgesttion: the focus, instead,
needs to be on the diverse and shifting positiontually adopted. Finally ironic
deconstructions, taken too far, can become imigatather than thought-
provoking.” (Finlay, 2003, p.17)

One way of deepening students’ ability to engageitical, more reflexive, reflection is
to link the skills up with the critical analysisrdanded when doingesearch For
example, students might usefully engage in carrgimiga small piece of data analysis
based on a critical incident, diary excerpt orratgion that took place in practice. They
could be introduced to the complexity involved ifiedent research methodologies by
engaging in:

1) ethnomethodologicalnalysis — examining taken-for-granted assumpiaoms
rules of everyday social behaviour;

2) hermeneutic phenomenologicatalysis — reflecting on interpretations of bibté
learner’s experience and the phenomena being stgdias to move beyond the
partiality of previous understandings;

3) discursive analysis probing how speech and texts construct sociahs’.

Students could be taught these skills as a prectodearning how to do research.

Take proper account of the context of reflection

The context in which reflection (practice or teax})itakes place has a powerful
influence. It might even be “the single most impaottinfluence on learning and
reflection” (Boud and Walker, 1998, p.196). BoumtlaValker argue that context has
been a “seriously underdeveloped” dimension ofudismns on reflection, partly because
it is “so all-pervasive that it is difficult to regnise its influence”. Because it is taken-
for-granted, educators need to make the extratafiaxplore the contextual influences
which both foster and inhibit the learning of retige practice.
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While institutions and professions embody the aggions, practices, rules and values of
wider society, it is helpful to distinguish betwero levels of context: the institutional
and/or professional, and the wider political antiuzal.

At theinstitutional/professional level practitioners/educators/students often work in
busy, pressurised departments where space an@teret a premium. Of crucial
importance is the value attached to reflection ioynatitution or profession. Within
some institutions, resistance to critical reflestinay be pervasive. Boud and Walker
(1998) found it difficult to promote the use oflesftive journals in an institutional setting
which emphasised competitive, cognitively-oriendedissessments. Morley (2007, p.67)
describes “a complicit embrace of discourses ofgrtegsness” engaged in by group of
school nurses with whom she was working. They welectant to reflect on their own
agency and responsibility as they viewed this agtaount to “selling out and colluding
with an agenda that disadvantaged the nurses athdheen responsible for what they
saw were the structural flaws in the school nursgm@mme”.

Boud and Walker (1998) argue that supportive intihal contexts are not as common
as might be assumed. They suggest that manageedanators need to work harder to
enable more supportivenicro-contexts They recommend the development of local
‘ground rules’ to counter negative influences filtg in from the larger context (Boud
and Walker, 1998).

An illustration of how a micro-context supportivereflective practice was created
comes from my own experience of teaching occupalitherapy students. We offered
one course where students engaged in self-diréededing. We decided that it was
appropriate on this course for students to negotlagir final assessment mark with
myself (the tutor) and even take prime responsgybith decide their mark. The idea that
students could be given this level of responsipdibuntered the norm of educational
practice in that institution. The process workeglywhowever, and although time-
consuming, it generated substantial and significethective learning.

At abroader political and cultural level, many questions arise. To what extent can
practitioners/educators/students step outsidedh@reant ideological context? To what
extent can they avoid colluding with negative stgyrpes, assumptions and practices?
Are they able to challenge inequality and oppresgparticularly when these are enacted
in subtle, unseen ways? Might not educators somesticollude with the dominant
culture by guiding students’ reflection so thatytla@oid engaging with issues of power
and control (Boud and Walker, 1998)?

One example, again from my own experience, higtdigime challenge. As an educator
of healthcare practitioners, I've often strugglethwhe discourse of ‘client-centred
practice’. While | ideologically support the hunigtic sentiments underpinning the
movement, | can also see its potentially perniciatlsence. I've been aware of how
many tutors and students, confident (and compla@etieir view that client-centred
practice means ‘they value and respect individeglglly’, have not reflected adequately
on issues relating to ethnicity and race. | remearsbeeral discussions where | tackled
students about this and witnessed their confusioenw challenged the potentially ‘racist
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assumptions’ which underlay their denial of ethgieind other social (as opposed to
individual) dimensions.

A further problem is raised by the Western socilieeal origins of reflective practice
itself. People who write and talk about refleetpractice often assume it to be flexible
enough to work across social and cultural diffeesndut this assumption needs to be
interrogated further (Gardner, Fook and White, 30ung-Chan and Yuen-Tsang
(2006) write about their variable experience othteag social work in China. They saw
some students responding negatively, and only dpgneciated the potential
incompatibility between Western ideas of reflecforactice and Chinese values. They
highlight the need for educators to be culturaligstive as they seek to nurture
reflective practice.

Some thoughts from Boud and Walker (1998, p. 206yide an apposite, thought-
provoking end to this section:

“It is necessary for teacher to be clear about drethey are really interested in
fostering reflection and whether they are prepaoddke a sufficiently
contextualisted view of it into account. If theyathey must confront themselves,
their processes, and their outcomes. An honesapelfaisal conducted in
conjunction with peers is one of the hallmarksmok&#ective promoter of
reflection.”

Conclusion

In its exploration of reflective practice, this gaas drawn attention to the problems —
conceptual as well as practical — which surrourahd render its application complex and
difficult.

The key is how well - how effectively - reflectipeactice is done (or taught). Does it
embody professional artistry, encourage critict@e@are evaluation and embrace
transformation and change? Or is reflective pradbiand and mechanical with
practitioners disinclined to ask awkward questiom#®v should models of reflection be
used and in what context? We need to continueftect critically on these questions.
Then, reflective practice will fulfill its potentiao help us “make sense of the uncertainty
in our workplaces” and offer us the “courage to kvoompetently and ethically at the
edge of order and chaos” (Ghaye, 2000, p.7).
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Appendix 1

Table 1 (Reproduced from Christie and Kirkwood, 2@6, p.268)
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Benchmark standards and expected features relate@ the importance of reflection for initial teachereducation:

Benchmark standard

Expected features

2.4.3 Reflect on and act to improve the effectivene
of their own practice and contribute to the
processes of curriculum defelopment and sch
development planning

5S

ool

Know how to draw on evidence in making
decisions about professional practice

Know how to adopt a questioning approach t
their professional practice and engage
appropriately in professional enquiry and acti
research

Know how to contribute to the processes of
curriculum development and school
development planning

pNn

3.2 Value themselves as growing professionals by
taking responsibility for their professional leargi
and development.

Demonstrate a commitment to self-evaluation
and continuing professional development.
Demonstrate a willingness to contribute and
respond to changes in education policies and

practices
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Appendix 2 Johns’ 1994 model

Core question: What information do | need access to in order to learn through this experience?

Cue questions
1.0 Description of experience
1.1 Phenomenor describe the ‘here and now’ experience
1.2 Causal- What essential factors contributed to this elepee?
1.3 Context \What are the significant background factors to ¢xigerience?
1.4 Clarifying - What are the key processes (for reflectionjis éxperience?

2.0 Reflection
2.1 What was | trying to achieve?
2.2 Why did I intervene as | did?
2.3 What were the consequences of my actions for?
- myself?
- the patient/family?
- the people | work with?
2.4 How did I feel about this experience when it wapgening?
2.5 How did the patient feel about it?
2.6 How do | know how the patient felt about it?

3.0 Influencing factors
3.1 What internal factors influenced my decision-making
3.2 What external factors influenced my decision-maRing
3.3 What sources of knowledge did/should have infludnog decision-making?

4.0 Could | have dealt better with the situation?
4.1 What other choices did | have?
4.2 What would be the consequences of those choices?

5.0 Learning
5.1 How do Inow feel about this experience?
5.2 How have | made sense of this experience in the 6§past experiences and future practice?
5.3 How has this experience changed my ways of knowing:
- empirics?
- aesthetics?
- ethics?
- personal?



Appendix 3 Johns’ current model of structured refl ection (2006)

Model for Structured Reflection
(Edition 15a; adapted from Johns, 2006)

Reflective cue Link with Carper’s wayskofowing

Bring the mind home Personal

Focus on a description of an experience that ss@ngicant in some way Aesthetics

What issues are significant to pay attention to? Aesthetics

How are people feeling, and why do they felt thay@ (empathic inquiry) Aesthetics

How was | feeling, and what made me feel that way? Personal

What was | trying to achieve, and did | responéetffely? Aesthetics

What were consequences of my actions on the patitr@rs and myself? Aesthetics

What factors influence the way | was/am feelingaking and responding to this situation? Perkona

What knowledge informed me or might have informezgPm  Empirics

To what extent did | act for the best and in turiia wy values? Ethics
How does this situation connect with previous eigeres? Reflexivity
How might | respond more effectively given thiasition again? Reflexivity

What would be the consequences of alternativeregfior the patient, others and myself?  Refigxi

What factors might constrain my responding in neays® Personal

How do | NOW feel about this experience? Beas

Am | better able to support myself and others esrsequence? Reflexivity

What insights have | gained through this reflectiginaming perspectives ) Reflexivity

27



