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The old grey donkey, Eeyore stood by himself in a thistly corner of the Forest, his 
front feet well apart, his head on one side, and thought about things. Sometimes 
he thought … to himself, ‘Why?’ and sometimes he thought, ‘Wherefore?’ and 
sometimes he thought, ‘Inasmuch as which?’

A A Milne, Winnie the Pooh

Everybody reflects, even fictitious donkeys! And this particular donkey has enlisted the help 
of some rather useful reflective words: ‘Why?’, ‘Wherefore?’ and ‘Inasmuch as which?’ If 
Eeyore were really to push the reflective boat out perhaps he could come up with some more 
handy words; words such as ‘What?’, ‘If?’, ‘How?’, ‘What else?’ and ‘Supposing?’ to name 
just a few.

Of course, for Eeyore in his thistly corner of the forest, the concept of reflective practice is no 
more real than Eeyore himself, so he probably does not need to bother. But the same can-
not be said for anyone teaching in further education (FE). Indeed, in FE it is difficult to avoid 
hearing about, reading about or participating in discussion on reflective practice. Scholarly 
articles on the subject abound; educational libraries have dozens of books on the topic and 
teacher training courses invariably have reflective practice as a key element of their course 
design. This is no coincidence, nor is it overkill.

Why reflective practice is so important
There are three main reasons why reflective practice has become so significant: firstly the 
influence of educational theorists, secondly the concept of the teacher as an autonomous 
professional and finally the introduction of government regulation designed to ensure high 
standards of teaching in the FE sector.

The influence of educational theorists
During the second half of the last century, educational theory witnessed a change in emphasis 
away from concentrating on didactic skills where the teacher’s job was to impart knowledge 

1 Introduction
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and skills to a passive audience. Rather the teacher was increasingly seen as a facilitator of 
learning, and the focus was centred on the learners rather than the teacher.

One of the most influential writers in this regard was David Kolb. His 1983 book Experiential 
Learning proposed a model involving reflective practice as a key teaching skill whereby the 
teacher reflects on and analyses a teaching problem prior to identifying ways of solving it and 
trying out possible alternative strategies. Around the same time, Donald Schön proposed 
that reflective practice was an indispensible characteristic of effective teaching, and that 
teachers gradually build up the ability to reflect in an increasingly sophisticated manner 
throughout their careers. Other writers have developed these theories – Graham Gibbs, Gary 
Rolph and Chris Johns, for example – and in consequence, developing the skills of critical 
reflection has now become an indispensible element of the training and professional devel-
opment of FE teachers.

The teacher as an autonomous professional
This trend to incorporate reflective practice in the skill set of FE teachers has been partly 
driven by the perception of FE teachers as autonomous professionals: well-trained teach-
ers delivering a high quality product and with considerable discretion on how they carried 
out their work in the classroom. Consequently, the vast majority of initial teacher training 
(ITT) courses in the late twentieth century included a strong focus on reflective practice with 
novice FE teachers being required to reflect on the lessons they taught, to keep a learning 
journal and to discuss their successes, problems and feelings with colleagues, mentors and 
tutors.

In this context, reflective practice was seen as an emancipatory and individualised experi-
ence that was encouraged and supported on a voluntary basis by most college manage-
ments. For FE teachers the emphasis was on intrinsic rewards; enthusiasm for reflective 
practice was a good attitude to develop because it would improve your teaching and increase 
your personal satisfaction in doing a rewarding professional job.

Government regulation
Increasing government regulation is the third reason why reflective practice has become so 
ubiquitous within the FE sector. At the time that writers like Kolb and Schön were encouraging 
teachers to become reflective practitioners, successive governments started to adopt pol-
icies that were designed to make the teaching profession more efficient and accountable.

Before 2001, there was no mandatory requirement for teachers in FE to hold a recognised 
teaching qualification. The tradition in the sector was that the key requirement for vocational 
teachers was experience and qualifications in their subject specialism. If you wanted some-
body to teach welding, your prime need would be to find an expert welder; their teaching 
skills could be acquired on-the-job or by undertaking a part-time teaching course. A sig-
nificant number of teachers did undertake part-time qualifications such as City and Guilds 
7407, PGCE or Cert Ed and were supported by their employers in doing this. However, as 
gaining an ITT qualification was not mandatory, there were many teachers in the sector with 
no teaching qualification and little involvement with the ideas of reflective practice.
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This rather ad hoc and haphazard system came under the political spotlight, particularly fol-
lowing the 1997 election and Tony Blair’s mantra of his priorities as ‘Education, education, 
education!’. In 1998 it became government policy that all teachers in FE should not only be 
teacher trained but also that this training should meet agreed national standards. The aim of 
this policy was to raise the status of the teaching profession to equate with that of other pro-
fessional occupational areas such as medicine or law. Service users and other stakeholders 
needed a guarantee that learners in FE would be taught by well-trained teachers working to 
high professional standards.

The result of this policy has been the design of a succession of written standards that are 
intended to guarantee a professional service delivered by well-trained and motivated teach-
ers. The first set of standards, known as the Further Education National Training Organisation 
(FENTO) standards, was published in 2001. These were superseded in 2007 by the Lifelong 
Learning UK (LLUK) standards. There was an additional mandatory requirement that FE 
teachers would need a qualification that met these standards in order to gain a licence to 
practice. Since the publication of the Lingfield report in 2011, this policy has been modified 
to encompass a less centralised approach. At the time of writing, the FE sector is working 
with the 2014 Education and Training Foundation (ETF) set of professional standards, which, 
like its predecessors, has a strong focus on reflective practice.

In summary, reflective practice is here to stay, a key professional skill for FE teachers, sup-
ported by current educational theory and encouraged by government regulation. This is why 
it is so important and worth investigation.

About this book
This book is an examination of reflective practice, primarily intended for all teachers working 
in FE, no matter which part of the sector you are working in and what stage of your career 
you have reached. A basic premise is that reflective practice is a skill not only for the profes-
sional role of the FE teacher, but it is also a life skill providing a philosophical basis for a wise 
and fulfilling life.

Content
The content of the book is designed to help you become a more effective reflective practi-
tioner. It moves from an introduction to reflective practice to a consideration of a series of 
key themes relevant to the work of an FE teacher within which effective reflective practice is 
illustrated. The final part of the book aims to encourage a deeper understanding of reflect-
ive practice by offering a critique of the concept in the light of the issues introduced earlier. 
There is consequently a progression from the earlier chapters, where the emphasis is on 
practical situations, to the final chapters, where there is a greater focus on the philosophical 
basis of reflective practice.

Here it is worth commenting on the use of educational theory. Your understanding of reflect-
ive practice will be formed from a variety of sources: your personal teaching experience, 
discussions with colleagues, reading, formal training courses, casual chats with friends and 
so on. The content of this book reflects this variety, using case studies and the authors’ 
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personal experiences to illustrate the main learning points alongside material drawn from 
a range of writers and theorists whose insights have contributed to the understanding of 
reflective practice. Hence, educational theory has an important contribution to the narrative 
of this book, increasingly so as ideas are developed in greater depth in the later chapters. 
However, the emphasis is always on the practical experience of teachers as the starting point 
for understanding reflective practice, while theory is seen as supporting and enriching this 
experience.

Chapter content

Chapter 2 introduces the concept of reflective practice through the eyes of professional prac-
titioners. It covers its processes and key features, emphasising the need to match these to 
your own individual requirements.

Chapters 3–6 look at reflective practice in action, starting with the theme of planning and 
the practicalities of teaching. Chapter 3 focuses on developing and maintaining these skills 
and, as in all other sections of the book, uses case studies and appropriate theory to illus-
trate how the chapter theme can be integrated within your reflective practice. The theme of 
Chapter 4 is the relationship between reflective practice and self-awareness, considering 
issues relating to personality, personal strengths, beliefs and values. Chapter 5 is concerned 
with communicating and managing behaviour, and uses examples from a range of teach-
ing and learning situations to demonstrate the importance and value of critical reflection in 
developing effective communication techniques and behaviour management skills. Chapter 6 
highlights reflective practice as a cornerstone of continuing professional development (CPD). 
Through a series of case studies you will be encouraged to engage in reflective practice in 
order to identify, plan, undertake and evaluate your own developmental activities.

The final three substantive chapters develop the themes introduced earlier. Chapter 7 is 
a more in-depth study of reflective practice. It traces its development and its increasing 
popularity since the work of Dewey in the 1930s and reviews recent theory in the context 
of contemporary FE teaching. It describes how reflective practice has been used in a var-
iety of professions as a tool for professional development and is now an important elem-
ent of government encouragement for FE teachers to attain and develop high standards of 
professionalism.

Chapter 8 evaluates the potential limitations of reflective practice and balances these against 
its benefits. This chapter emphasises the need to be realistic about what it can achieve but 
suggests that, even in an unsympathetic environment, there are many ways in which reflect-
ive practice enriches professional life.

Chapter 9 introduces action research as a key method of developing reflective practice fur-
ther, leading to a deeper understanding of its power and range. It highlights the philosophy 
of action research, looks at its key features and uses an in-depth case study to illustrate the 
role of reflection in action research. The aim is to inspire you to engage in your own action 
research as a means of developing your skills as a reflective practitioner. This point is rein-
forced in the conclusion (Chapter 10).
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Structure and use
Each chapter, apart from this introduction and the conclusion, follows the same structure 
that includes:

a statement of aims that outlines the purpose and rationale for the chapter, plus a • 
visual map that depicts the chapter content;

an introduction that briefly outlines the chapter content;• 

case studies that give practical examples of the learning points under consideration, • 
together with questions for discussion and further research;

critical thinking activities designed to draw out the relevance of the chapter content • 
to your own reflective practice;

a conclusion and chapter reflections that summarise the content and learning points • 
of the chapter;

suggestions for further reading headed ‘Taking it further’;• 

references.• 

There are many terms in common use to describe teachers and learners: lecturer, trainer, 
tutor, instructor, student and client come to mind. Normally this depends on where you are 
working, but for the purposes of this book the generic terms teacher and learner are used 
throughout the narrative.

The case studies that you will find throughout the book are based on real-life situations. In 
these studies you are asked to consider certain points, and hopefully to relate the situation 
to your own experience. They are designed to stimulate thought and discussion.

The critical thinking activities are designed to help you consolidate and develop what you 
have learned. They encourage you to think about a particular aspect of the chapter and 
relate it to your own practice and to the theoretical concepts discussed in the chapter. They 
also give you the opportunity to explore these concepts in relation to your own situation.

These features should help you to develop as a reflective practitioner no matter what your 
professional role is and how much you already know about reflective practice. You will want 
and need different things from your reading dependent on your professional situation and 
experience. If the whole concept is new to you, the book may well serve as a practical intro-
duction that can be related to meeting the everyday challenges facing you in your work. 
Alternatively, if you are interested in the philosophical aspects of reflective practice you may 
find the later sections covering theory and research most useful. The main premise is that 
anyone working in the FE sector – novice teachers, teacher training tutors, experienced 
teachers – will be able to enhance their skills as reflective practitioners.



SA
M

PLE

Index

action, 118
action research 

approaches, 118
case studies, 119–27
collaboration, 118
definitions, 117
dual role of reflection, 119
empowerment, 118
features, 118
illustration study of, 119–27
knowledge gained from experience, 128–9
models relating to, 119
reasons for, 117
reflection, 118
theories, 118

activists, 90
advanced practitioners (APs), 110
APs. see advanced practitioners
Argyris, C, 53
asking for help, 31

becoming process, 73
beliefs 
benefits in reflective practice, 112
case studies, 48–50
efficacy, 47
self-awareness, 48–50

benefits, reflective practice 
beliefs and values, 112
constant learning, 112–13
organisational, problem-solving and decision making 

skills, 112
personal and professional relationships, 112
personal strengths and weaknesses, 112
solutions to problems, 111

Blair, T, 3
Boud, D, 105, 119
bureaucracy, 104–5

Carper, B, 93
Carroll, L, 89
Chartered Institute of Personnel and Development, 97
Chartered Management Institute, 97
Chartered Society of Physiotherapists, 97

collaboration, 118
communal reflective practice, 96
communication skills 
disruption management, 66–8
interacting with learners, 57–9
learning management, 61–2
patterns of interacting, 63–5
responses to others, 59–60

communities of practice, 96
confusion of terminology, 106–7
continuing professional development (CPD) 

activities, development needs, 78–80
as continuous processes, 81–3
becoming process, 73
date and identifying development needs, 76–8
dual professionalism, 71–2
evidencing, 85–6
four-stage process, 73
fully functional process, 73
further education environment, 72–3
gaining experience, 73–4
growing process, 73
Institute for Learning, 75
logical, 80
maturing process, 73
objective analysis, strengths and weaknesses, 80
outcomes evaluation, 83–4
realistic, 80
reflective practice cycle, 76
SMART outcomes, 78–80
sources and methods, 80

corporate reflective practice, 95–7
CPD. see continuing professional development
critical incident proforma, 134
critical reflection 

concept, 89–90
Dewey’s investigation, 90
Gibbs investigation, 91
Kolb’s investigation, 90–1
reflexivity, 92

critical self-reflection, 92
cultural values, 50
curios reflective practice, 18
cyclical reflective practice, 17



SA
M

PLE

Index  •  141

Darwin, C, 131
deficit-type questions, 46
delivery (teaching), 25–31
Dewey, J, 10, 90
disruption management, 66–8
double loop learning, 53
Dreyfus, H, 73
dual professionalism, 71–2

Education and Training Foundation (ETF) standards, 3, 99
educational theorists, reflective practice, 1–2
efficacy beliefs, 47
Einstein, A, 44
Elliott, J, 118
emancipatory benefits, 113
empowerment, 118
espoused theory, 65
ETF. see Education and Training Foundation
evaluating teaching/lessons, 31–3
experiential learning 

Gibb’s aspects, 91
Kolb’s theory, 91

exploring personality, 43

feedback, 33
Finlay, L, 104
formal support mechanisms, 110–11
four-stage process, CPD 

becoming process, 73
fully functional process, 73
growing process, 73
maturing process, 73

four-step process, reflective practice 
critically reflecting on experience, 15
evaluation, ideas in practice, 16
ideas in practice, 16
working out differently, 15

Franklin, B, 44
fully functioning phase, 73
Further Education National Training Organisation (FENTO) 

standards, 3

General Medical Council, 97
Ghaye, K, 13
Ghaye, T, 13, 46
Gibbs, G, 2, 30, 91
government regulation, reflective practice, 2–3
Gregorc, A, 73
growing process, 73
guided reflection, 93

Hitching, J, 64

IfL. see Institute for Learning
inclusion, 27
initial teacher training (ITT), 2
Institute for Learning (IfL) 

activities, development needs, 78–80
as continuous processes, 81–3

date and identifying development needs, 76–8
fundamental approach, 75
logical, 80
objective analysis, strengths and weaknesses, 80
outcomes evaluation, 83–4
realistic, 80
SMART outcomes, 78–80
sources and methods, 80

interacting patterns 
case studies, 63–5
espoused theory, 65
mental maps, 64
theory in use, 65

interacting with learners, 57–9
introspection and isolation, 108
ITT. see initial teacher training

Johns, C, 2, 93
Johnston, R, 98
journal entry sheet, 135
Jung’s model of personality, 43

Kemmis, S, 118
Kennett, K, 46
Kolb, D, 2, 90–1
Kolb’s learning cycle model, 21
Koshy, V, 125

learning 
constant, 112–13
double loop, 53
experiential, 91
in community of practice, 96
management, 61–2
organisations, 96
single loop, 53

learning styles 
activists, 90
pragmatists, 90
reflectors, 90
theorists, 90

Lewin, K, 118
Lifelong Learning UK (LLUK) standards, 3
limitations, reflective practice 

bureaucracy, 104–5
confusion of terminology, 106–7
formal support mechanisms, 110–11
help from others, 109–10
introspection and isolation, 108
problems of context, 105–6

logical reflective practice, 18

Malthouse, R, 100
maturing process, 73
McIntosh, P, 129
mental maps, 64
Midgley, M, 50, 64, 128
Milne, A A, 1, 13
Moon, J, 119



SA
M

PLE

142  •  Index

multi-sourced reflective practice, 17
Myers-Briggs indicator, 43

negative emotions, 59

objective reflective practice, 18
objectivity, 30
on-going reflective practice, 17
open-minded reflective practice, 18
organisational, problem-solving and decision making 

skills, 112

patterns of interacting 
case studies, 63–5
espoused theory, 65
mental maps, 64
theory in use, 65

personal strengths, 44
personal values, 50
personality 

case studies, 40–3
description, 40
exploring, 43
HR aspects of, 43
Jung’s model of, 43
Myers-Briggs indicator, 43
self-awareness, 40–3
selfie creation, 43

Peterson, C, 44
planning and delivery skills 

acknowledging feelings, 30
case studies, 25–9
objectivity, 30
reflection as continuous activity, 31
thinking on your feet, 30
uncertainty, 30
value of asking help, 31

political involvement, reflective practice, 98–9
positive emotions, 59
pragmatists, 90
problems of context, 105–6
professional reflective practice, 98
professional standards 

ETF standards, 3
FENTO standards, 3
importance of, 137
knowledge and understanding, 138
LLUKstandards, 3
skills, 138–9
values and attributes, 138

professional values, 50

recorded reflective practice, 17
reflecting on evaluating, 32
reflecting on managing time, 33–7
reflection 

action research, 118
continuous activity, 31
interpretation of, 89

reflection-in-action, 30, 94
reflection-on-action, 94
reflective practice 
benefits, 111–13
bureaucracy and, 104–5
communal, 96
concept, 104
confusion of terminology, 106–7
continuous activity, 31
corporate, 95–7
curiosity, 18
cyclical, 17
educational theorists influence, 1–2
ETF standards, 99
features, 16
formal support mechanisms, 110–11
government regulation, 2–3
help from others, 109–10
illustration of, 18–22
importance of, 1–3
introspection and isolation, 108
logical, 18
meaning, 88–9
multi-sourced, 17
objective, 18
on-going, 17
open mind, 18
own experiences, case studies, 8–10
political involvement, 98–9
problems of context, 105–6
professional, 98
recorded, 17
reflection, 89
Rolfe’s investigation, 95
Schön’s investigation, 94
teacher as autonomous professional, 2

reflective practice characters 
opportunities, 11–12
self-dialogue, 12–13
self-reflection, 7–8
wholeheartedness, 10

reflective practice process 
critically reflecting on experience, 15
evaluation, ideas in practice, 16
ideas in practice, 16
working out differently, 15

reflectors, 90
reflexivity 
critical reflection, 92
John’s aspects, 93

Roffey-Barensen, J, 100
Rogers, J, 40
Rolfe, G, 95
Rolph, G, 2

Schön, D, 2, 30, 53, 94
self-awareness 

beliefs, 48–50
double loop learning, 53



SA
M

PLE

Index  •  143

personal strengths, 44
personality, 40–3
self-perception, 44–7
single loop learning, 53
values, 51–3

self-dialogue, 12–13
self-efficacy, 47
self-esteem, 47
selfie, 43
self-perception 

case studies, 44–7
deficit-type questions, 46
efficacy, 47
positive outcomes, 46
self-awareness, 44–7

self-reflection 
critical, 92
reflective process, 7–8

Seligman, M, 44
Senge, P, 96
Shackleton, E, 44
single loop learning, 53
SMART outcomes, 78
Stenhouse, L, 118
subsidiary questions, 95

Tarrant, P, 10, 13, 31, 112
teacher 

autonomous professional, 2
professional standards, 138–9

teaching and learning hub (TLH), 110
teaching issues 

acknowledging feelings, 30
case studies, planning and delivery  

skills, 25–9
evaluating, 31–3
objectivity, 30
planning and delivering skills, 25–31
reflection as continuous activity, 31
solutions to problems, 111
thinking on your feet, 30
time management, 33–7
uncertainty, 30
value of asking help, 31

theorists, 90
theory in use, 65
time management, 33–7
TLH. see teaching and learning hub

uncertainty, 30

values 
benefits in reflective practice, 112
case studies, 51–3
cultural, 50
personal, 50
professional, 50
self-awareness, 51–3

Wallace, S, 73
Warnock, M, 7
Wenger, E, 96, 109
Wenger-style community of practice, 110
Winfrey, O, 44



SA
M

PLE


	9781909682856pre_pi-viii.pdf
	9781909682856c01_p1-5.pdf
	9781909682856ind_p140-144.pdf



