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Abstract
Reflective practice is a common feature of initial teacher education, yet there is a
lack of clarity surrounding the concept and how it should be conducted. The study
investigated reflective practice approaches with pre-service PE teachers (n=11)
who were enrolled on the PGCE PE course at Ulster University for the academic
year 2017-18.
The research was conducted within an Action Research framework, where the
action-reflection cycle was employed to help inform and shape the direction of
the research. The researcher utilised online weekly reflections, peer review and
video-assisted reflection to determine the effectiveness of each approach in
developing the pre-service teachers’ reflective skills. One year after having
completed their PGCE study, and in their role as practising teachers, the
researcher investigated how these teachers used reflective practice during their
induction year.
The study found that these pre-service teachers began reflecting at different
levels and progressed at different rates, highlighting the individual nature of
reflective practice. Although, less than half of these pre-service teachers
demonstrated the ability to reflect to a higher level on their areas of expertise, all
but one pre-service teacher improved their reflective skills, showing that preservice teachers can make progress in deepening reflections. Across the entire
group, there were common subject focused areas that the students chose to
reflect on and in response to this, the researcher has developed the PE Reflective
Wheel which can be used to support pre-service PE teachers’ reflective practice.
Video-assisted reflection was the most effective approach, followed by peer
review, thus highlighting the importance of using collaborative approaches. Most
of these pre-service teachers made some use of weekly reflections to inform
planning and teaching, with a small number failing to utilise these in any way. As
in-service teachers, they used reflective practice in a less formal way to suit fulltime teaching.
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Chapter 1
1.0

Introduction

Reflective practice is a key focus of any initial teacher education (ITE) programme
throughout the world (Buschor and Kamm, 2015; McGarr et al, 2019), a view
supported by Tabachnick and Zeichner (2002, p.13), who state that ‘there is not
a single teacher educator who does not claim to produce reflective practitioners’.
However, it would appear that often the reality of reflective practice does not
match with the claims of its supporters (Marcos et al, 2011). Whilst there are
some who have criticised how reflective practice is presented and utilised
(Russell, 2005; Marcos et al, 2011; Collin et al, 2013), there are others who
question the very existence of reflective practice in teaching (Ecclestone, 1996;
Fendler, 2003), with Russell (2013) claiming that the employment of reflective
practice in teacher education has done more harm than good. He believes that
whilst teacher educators have not been able to clarify the concept or adequately
model reflective practice themselves, their insistence on placing importance on it
outside ‘the realm of real action and classroom experience’ (Beauchamp, 2015,
p.127), means that graduate teachers do not see how reflective practice can be
an important component of their future professional development.
Beauchamp (2015) points out that whilst the criticisms above have been
‘persistent over time in the literature’ (p.127) there has been the emergence of
other criticisms, one of which is ‘the lack of real reflection…a sense that reflection
may be talked about more than practised’ (p.127). Atkinson (2012) supports this
view by taking the criticism a step further, stating that, ‘The agentic reflective
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practitioner may be more of a fiction created in teacher knowledge scholarship
and professional pedagogy than a reality experienced by practicing teachers’
(p.189). Therefore, for many pre-service and in-service teachers, reflection is
often ‘more a promise than a reality’ (Clara et al, p.175). Considering the disparity
that exists between reflective practice theory and how it is received and
conducted in ITE, it was clear that this area required investigation.

1.1

Significance of study

The researcher therefore problematised the concept of reflective practice, with a
view to generating new perspectives on its use with a group of Post Graduate
Certificate in Education (PGCE) Physical Education (PE) students. The widely
held positive beliefs and assumptions relating to the undoubted value of reflective
practice have led to a lack of research in this area, particularly in the area of
Physical Education Teacher Education (PETE), where Jung (2012) notes that
there is a ‘dearth of research studies on reflection in the area of physical
education’ (p.158). Of the few studies that exist on reflection in PETE, MordalMoen and Green (2014) note that these studies ‘confirm that PETE neither
‘shakes nor stirs’ newly emerging PE teachers’ relatively conservative views and
practices in relation to PE, let alone education more generally’ (p.416). The
majority of these studies (Sebren, 1995; Byra, 1996; Napper-Owen & McCallister,
2005; Calandra, Gurvitch, & Lund, 2008) investigated the use of a single
approach to developing reflection, whereas this study aims to provide new
knowledge relating to the impact of various approaches to reflection in the area
of PE and which approaches might be more effective compared to others.
Considering the practical nature of this subject and the specific knowledge,
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understanding and skills required to deliver a broad and balanced curriculum, the
study also provides insights into how pre-service PE teachers reflect when
teaching areas of expertise and areas of non-expertise. The study also provides
evidence relating to the reflective practices of the group during their induction
year, with a view to discovering how PGCE reflective practice prepared them for
their first year of teaching. This is an important component of the study whereby
it provides evidence as to how induction teachers make use of the reflective skills
they developed during PETE. It would seem that this is a novel approach, since
from their review of studies on reflection in PE from 1995 – 2011, Standal and
Moe (2013) stated that, ‘no longitudinal studies were found that follow cohorts of
pre-service teachers from PETE into professional work as PE teachers’ (p.223).

1.2

Background

Finlay (2008) notes that the over the last few years, the concept of reflective
practice rose to prominence in ‘various fields of professional practice and
education’ (p.1) and that in some of these professions, ‘it has become one of the
defining features of competence’ (Ibid, p.1). This is most certainly the case in ITE,
where students are expected to demonstrate competence when reflecting on
their practice. The importance of reflective practice for teaching in Northern
Ireland is obvious by the production of the document, ‘Teaching: The Reflective
Profession’, by the General Teaching Council for Northern Ireland (GTCNI,
2011). This is their Charter and Code, the first of its kind in Northern Ireland and
considering the various aspects of teaching that they could have focused on, they
chose reflection, thus highlighting the significance of this document. The
document outlines how reflective practice should begin during ITE and develop,
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following full registration with GTCNI, through Induction, two years of Early
Professional Development (EPD1, EPD2) and beyond for teachers’ continued
professional development (CPD), presented in such a way where reflective
progression is expected and assumed. Whilst it acknowledges that their Charter
and Code may be viewed as ‘an idealism that sits ill at ease with the realities of
school life’, GTCNI believe that if teachers are to be considered true
professionals, the profession must ‘value idealism as an underpinning
characteristic of the professional persona’ (Ibid, p.8).
The study is also timely as the Department for Education (DE), Education
Authority (EA), Universities Council for Educating Teachers Northern Ireland
(UCETNI), and GTCNI are conducting a review of Induction and EPD as part of
the roll out of the Learning Leaders Strategy (DENI, 2016). Produced by DE, the
strategy outlines how a teacher’s professional learning journey begins during ITE,
followed by Induction, EPD and career long. A central theme running through the
document is that teachers and their schools must take responsibility for their own
professional development. In identifying what it considers to be the ‘key elements
of teacher professional learning’ (DENI, 2016, p.9), teachers as reflective
practitioners is a key component in helping them ‘to determine their continuing
learning needs’ (p.9). Therefore, it is clear that reflective practice is a valued
component of teacher education and beyond in Northern Ireland.
It would seem that, as a concept, reflective practice is consistently presented in
an idealistic way. Literature from teaching councils, ITE courses and departments
of education will all contain some reference to reflective practice, with the majority
using the phrase ‘critical reflection’, usually without clearly defining what this term
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means. Perhaps more surprising is that such documentation fails to provide clear
guidance as to how a pre-service teacher might begin to develop their critical
reflective skills. Implicit in these documents is the message that becoming
critically reflective is a natural occurrence for pre-service and in-service teachers,
without the acknowledgement that developing reflective skills is fraught with
difficulty (Roberts, 1998; Hockley, 2000; Griffin, 2003; Hobbs, 2007). Gore and
Zeichner (1991) note that even though various reflective practices and their
associated criteria are very diverse, ‘important differences between specific
practices are masked by the use of the common rhetoric’ (p.120).
The confusion surrounding reflective practice in education is captured by Finlay
(2008), who points to the existence of ‘multiple and contradictory understandings
of the concept’ (p.1). Therefore, the multiple definitions of reflection (Beauchamp,
2015), along with the lack of consensus on the terminology used to describe it
(Zeichner & Liston, 1996), make it a complex concept that is difficult ‘to adopt or
teach’ (Arslan, 2019, p.112). Arslan (2019, p.111) believes that, ‘reflective
practitioners should learn and grow’ during the process and that the employment
of reflective practice in ITE should allow ‘pre-service teachers to learn from their
experiences’, a view supported by McGarr and McCormack (2014) who point out
that reflective practice is of crucial importance in helping to support student
teachers, particularly during school placements. However, developing preservice teachers’ reflective skills is regarded as a challenging undertaking, with
many authors (Boud & Walker, 1998; Penso, Shoham, & Shiloah, 2001; Bain et
al, 2002; Akbari, 2007: El-Dib, 2007; Fathi and Behzadpour, 2011) quick to
highlight that low-quality reflective work is the most regular outcome for the
majority of pre-service teachers. Low-quality reflective work is characterised by
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descriptive accounts where the individual fails to reflect deeply on their practice,
whereas in high-quality reflective work, the individual reflects deeply on the issues
at hand.
The once accepted assumption that all student teachers can reflect by simply
using their ‘professional judgement’ (Sellars, 2014, p.2), has recently been
replaced by the realisation that student teachers and indeed early career teachers
‘need assistance in order to learn to reflect’ (Clara et al, 2019, p.175). Many
authors (Finlay, 2008; Olson and Finson, 2009; Ajayi, 2011; Williams and
Grudnoff, 2011) believe that reflective practice should be taught explicitly to preservice teachers. Nelson and Sadler (2013) agree, but highlight the importance
of teacher educators increasing their awareness of their own ideas in relation to
‘the deliberate experiences through which that development is meant to occur’
(p.54). However, Dyer and Taylor (2012) found that even though the students in
their study were exposed to deliberate and explicit teaching of reflective practice,
they were unable to think freely about their practice, believing that ‘there are
external and universal rules for good practice that are known to more experienced
practitioners, against which they must be measured’ (p.561). One possible
reason why deliberate and explicit teaching of reflective practice may not have
the desired impact is that its presentation and delivery in university settings may
limit and inhibit students’ ability to learn (Hourani, 2013), whereby reflection is
often rigidly structured (Shoffner, 2008) and ‘forced’ upon students. Beauchamp
(2015) believes that such an approach produces reflections that are perfunctory
and thus unauthentic. Loughran (2002) points out that the majority of pre-service
teachers are simply encouraged to reflect, which is ‘likely to be as meaningful as
a lecture on cooperative group work’ (p.33).
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However, despite the challenges and complexities associated with this concept,
there are some (Larrivee, 2008; Osterman & Kottkamp, 2004; Zwozdiak-Myers,
2012) who emphasise the potential benefits that reflective practice can have on
the practice of pre-service teachers. McGarr et al (2019) point out that reflective
practice is of fundamental importance in teacher education as it allows preservice teachers to explore their beliefs and assumptions (Brookfield, 1995). This
view is supported by Killeavy and Moloney (2010), who see it as a critical
component of teachers’ professional growth. However, in order to have a positive
impact, it must be conducted effectively. Loughran (2002, p.34) states that, ‘for
reflection to lead to valuable learning outcomes for teacher educators and their
students…it must be effective reflective practice’. An exploration of what
constitutes effective reflective practice will be conducted in the review of literature
(Chapter 2). An important factor in the design of this study was the researcher’s
prior experiences with reflective practice, which are outlined below.

1.3

Positionality of the researcher

During my four-year B.Ed in Physical Education (1996-2000), I engaged with the
area of reflective practice. As a pre-service teacher, I encountered many
difficulties with this concept, the biggest issue being that I did not know how to
reflect. The approach to which I was introduced, involved evaluating and
reflecting upon each taught lesson during teaching practice, a practice that is still
very common in many teacher education courses today. Looking back, I realise
that every single one of my lesson evaluations/reflections were contrived,
whereby I set out to criticize myself as much as possible as I often felt this is what
the tutors wanted to read. I also recall investing more time and effort with these
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when certain tutors were coming to observe me, as you were aware that some
tutors appeared to value reflective practice and others showed little interest in this
aspect of your work.
I took up my first teaching position in a Northern Ireland post-primary school in
September 2000, where I taught PE for twelve years. During the first three years,
I completed Induction (Year 1), EPD 1 (Year 2) and EPD 2 (Year 3), all of which
espoused elements of reflective practice. Similar to my experience as a preservice teacher, the approach to in-service practice was devoid of direction in
relation to developing reflective skills. In each of the three years, I identified areas
of practice that I wanted to improve. The guidance for this process was for
individuals to investigate their chosen area(s) by gathering evidence which could
then be evaluated and reflected upon in order to provide an avenue for
improvement. Central to the process was the role of the teacher tutor who was
responsible for supporting and guiding the induction programme. They were also
responsible for observing my practice on at least one occasion each year, with
the Head of Department (HOD) being responsible for conducting the other
observation each year. Across the three-year period, I received just one
observation by the HOD and none from the teacher tutor. I received no input in
relation to the aspects of my practice that I should have investigated. The teacher
tutor was also the Vice Principal and it was obvious that he did not have the time
to support me, so much so that he frequently advised me to, ‘pick something that
is easy for you to do so that we get it out of the way’. After my induction year, the
HOD left me to my own devices and did not display any interest in what I was
working on during EPD1 and EPD2.

9

Almost eight years ago, I began my current role as a teacher educator, where
again reflective practice would become a key component of my everyday work
with pre-service teachers. Transitioning from teacher to a teacher educator was
a challenging experience and supporting pre-service teachers with their reflective
practice work was an area where I felt out of my depth, leading to feelings of
imposter syndrome. I also noted that each colleague approached reflective
practice in a different way, meaning there was a lack of consistency in how the
PGCE team were developing students’ practice in this area. Some colleagues
gave their students a series of set questions which they had to respond to, whilst
others encouraged their group to reflect on any area of their practice that they felt
warranted improvement, without any form of structure or guidance. There were
others who appeared to have their students evaluate lessons rather than reflect
upon them. When I asked colleagues for advice regarding this area, responses
amongst the group were vague and inconsistent. It was obvious that my
colleagues saw reflection as an aspect of the course that must be done and
similar to what is noted above, they appeared to take student reflection for
granted. For the first year I basically copied the approach of one colleague who
appeared to have put some thought into this area. However, during the year I
realised that the students’ reflective work was poor and that only a few had made
progress. The problem was, I did not know what to do in relation to improving my
approach and students’ practice in this area. I began to read around the area and
the more I read, the more I realised I knew little about reflection. It is clear that
my personal experience of reflection resembles many of the issues referred to in
the literature above. Therefore, I needed to find out more about reflective practice
and so decided that this taken-for-granted, much maligned but frequently
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mandated area had to be investigated. The next section addresses the theoretical
concepts associated with reflective practice and the two main theories that
underpin this study.

1.4

Reflective practice theory

As noted above, there is much confusion surrounding the concept of reflection
(Fook et al, 2006). Dewey (1933) defined reflection as, ‘turning a subject over in
the mind and giving it serious and consecutive consideration, thereby enabling
us to act in a deliberate and intentional fashion. Reflection involves active,
persistent and careful consideration’ (p.9). Farrell (2014), in consideration of
Dewey’s (1933) work, points out that ‘reflection is not a point of view with end
products…, but a process of planned exploration and examination of also the
means (process and context) associated with reflection’ (p.2). Therefore, Dewey
(1933) believed that reflective thinking should not be routinized, but rather a
process that ‘emancipates us from merely impulsive and merely routine activity’
(p.17). Dewey’s work ‘provided a basis for the concept of ‘reflective practice’
(Finlay, 2008, p.3), which rose to prominence with the work of Schon (1983). In
his work, ‘The reflective practitioner’, Schon (1983) identified two types of
reflection, reflection in-action (during the event) and reflection on-action (after the
event). He believed that novice professionals tend to reflect on-action since they
do not possess the depth of experience that is required to allow them to react
intuitively

during an

event (reflection in-action),

whereas

experienced

professionals are able to ‘monitor and adapt their practice simultaneously’
(Finlay, 2008, p.4), thus allowing them to reflect in-action. Whilst Schon’s (1983)
work has been the catalyst for much work in the field of reflective practice, it has
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attracted criticism from some authors (Greenwood, 1993; Usher et al, 1997; Boud
& Walker, 1998; Moon, 1999; Eraut, 2004; Ekebergh, 2007), with Smyth (1989)
pointing out that his work is atheoretical and apolitical. According to Finlay (2008),
these criticisms gave rise to ‘calls for a more critical, reflexive exploration of the
nature of reflective practice’ (p.5). It was therefore important to define the terms,
reflection and critical reflection.
Whilst there are authors who use the terms interchangeably, there are those who
recognise the importance of making a distinction. Larrivee (2000) defines critical
reflection as a combination of ‘critical inquiry, the conscious consideration of the
ethical implications and consequences of the teaching practice with selfreflection, deep examination of personal beliefs, and assumptions about human
potential and learning’ (p.293). Fook (2007) distinguishes between the terms,
stating that reflection ‘involves the ability to be aware of the theory or assumptions
involved in professional practice, with the purpose of closing the gap between
what is espoused and what is enacted, in an effort to improve both’ (p.365),
whereas critical reflection ‘focuses on the power dimensions of assumptive
thinking, and therefore on how practice might change… to bring about change in
the social situations in which professionals work’ (Ibid, p.364). These terms are
explored in greater detail in the opening section of the review of literature where
the confusion surrounding the terms is untangled. Providing a clear distinction
was important for the study in that the understanding developed from this critique
influenced the researcher’s decision to utilise Larrivee’s (2004) Reflective
Framework and levels criteria (see appendix 1), as opposed to using other
relevant frameworks. The unique feature of Larrivee’s framework is that it
contains four levels of reflection, as opposed to others (van Manen, 1997;
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Tsangaridou & O’Sullivan, 1994), that include three levels. Larrivee’s first level,
pre-reflection, is where her framework differs from all other frameworks, in that
she acknowledges certain reflective work to be unworthy of being called
‘reflective’, hence the title, ‘pre-reflective’. Larrivee’s other three levels, surface,
pedagogical and critical, are similar to van Manen’s (1997) technical, practical
and critical and Tsangaridou and O’Sullivan’s (1994) descriptive, justification and
critique. Larrivee’s four levels allowed for a more accurate assessment and
classification of students’ reflective work, demonstrating that her framework is
particularly suited to ITE.
1.4.1

Theoretical underpinnings of study

The study is underpinned by two main theories. The first theory is Kolb’s (1984)
Experiential Learning Theory (ELT), where learning from experience occurs in a
cyclical fashion (see fig.1 p.44). Kinsella (2002, p.196) describes Kolb’s (1984)
theory, stating, ‘…we begin with a concrete experience, we reflect on it, we
conceptualize/theorize about the meaning of the experience, and we test out our
new understandings in the world of practice through our actions’. Kolb (1984)
recognises the importance of integrating theory and practice as opposed to ‘the
simple application of ‘scientific’ knowledge to the practice field’ (Kinsella, 2010
cited in Thompson and Pascal, 2012).
The second overarching theory is that of critical social theory (CST). Carrington
and Selva (2010, p.46) note that ‘critical social theory can be linked back to the
Frankfurt School of sociologists’, who were ‘anti-positivist and had an
emancipatory ideal in that they sought to free people from a false-consciousness’.
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Central to the theory is the idea that it provides a ‘framework for a form of critical
discourse that can change the pedagogical process from one of knowledge
transmission to knowledge transformation (Ibid, 2010, p.46). In CST, individuals
recognise that social change must be both personal and collective and therefore,
involve effective dialogue. Brookfield (2009, p.296) supports this view, noting that
from a critical theory perspective, ‘reflection focuses on uncovering power
dynamics and detecting the creation and maintenance of hegemony’. The use of
both theories is critical to this research, as it allows the researcher to demonstrate
the theoretical foundations upon which he bases his understanding of reflective
practice. Both theories are explored in greater detail in chapter 2, where the
underlying concepts of each theory are explained and linked to the
methodological approaches used in this study.

1.5

Research study

If we begin with the premise that reflective practice is important but that there are
considerable challenges in developing it as part of a one-year programme, then
there is a professional imperative to examine the issues and to explore how to
develop current practice effectively. The researcher wanted to develop his
knowledge and understanding of reflective practice (Lesnick, 2005) so that he
may improve his ability to support his PGCE PE students’ reflective skill
development with a view to discovering how reflective practice can be effective.
According to la Velle and Leask (2019, p.9), ‘Education is probably the most
powerful influence on the development of our society…and shapes the values,
rights and responsibilities that make our society distinctive’. Winch (2010)
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supports this view by noting the importance that the philosophy of education has
to play in ITE, stating that if the aim of teacher preparation ‘is to develop
individuals capable of making professional judgements, it cannot be enough that
they are taught recipes derived from the research’ (p.6). la Velle and Leask (2019)
insist that all ITE programmes should allow students the opportunity to explore
the type of teacher they want to be, where they are not only able to make daily
decisions about their practice but that they can ‘contribute to school policy, to
curriculum debate and… to wider debates about the current and future direction
of education’ (Winch, 2010, p.8). Improving pre-service teachers’ reflective skills
is therefore, an important component of helping teachers to work towards a
‘broader, philosophically informed, statement of professional capacity’ (Ibid, p.10)
where individuals can develop their professional judgement by analysing what it
is they are doing, why they are doing it and how they might improve it in the future
(Leask and Liversidge, 2019), and thus avoid becoming the ‘technician’ who
learns ‘through apprenticeship’ (Winch, p.9). Biesta (2015) highlights the ‘appeal
of competence-based approaches to teaching and teacher education… through
its emphasis on performance, standards, measurement and control’ as inhibiting
the ‘professional agency of teachers’ (p.1). According to Biesta (2015), the main
problem with competence based approaches to ITE is that ‘good teachers not
simply need to be able to do all kind of things… but that they also need to be able
to judge which competences should be utilised in the always concrete situations
in which teachers work’ (p.2). Therefore, effective teachers must be able to
decide the most appropriate educational action to take when dealing with ‘this
concrete situation with these concrete students at this particular stage in their
educational trajectory’ (Ibid, p.2). Developing the reflective capacity of pre-service
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teachers is therefore important if teachers are to make effective judgements
about their teaching and pupil learning.
The participants for this study were the entire cohort of PGCE PE (N=11) students
enrolled at Ulster University for the academic year of 2017-18. It must be noted
that whilst the participant group may appear small, it represents the entire
population of PGCE PE students in Northern Ireland and that adds significance
to the study.
The research method employed was Action Research (AR) and the study was
qualitative in nature. Considering that reflective practice is conducted and
experienced in many different ways, it is accepted that there is no set way to do
it. Therefore, in attempting to investigate a concept that remains ambiguous
(Fendler, 2003), it was important to use a research method that would
accommodate an ‘ongoing process of changing for the better over time’ and
where ‘Improvement does not imply an end-point where everything will be perfect’
(McNiff and Whitehead, 2009, p.35). The AR methodology was used during the
reconnaissance period of study (which lasted two years) and the data collection
phase (one year), whereby through the action-reflection cycle (McGrath and
O’Toole, 2012), the researcher implemented, evaluated, reflected and
reimplemented approaches to assist students’ reflective development. Whilst AR
was ongoing for three years, there were six main cycles, with two cycles occurring
in each year. The modifications to the various reflective approaches and indeed
the implementation of new approaches was based on the researcher’s reflection
of the process where he used his evaluation of the students’ reflective work,
student feedback and the ongoing review of literature. Details relating to the
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various amendments/changes that emerged from each phase and how they
influenced the data collection phase of the study will be discussed in chapter 3.
Apart from the end of year induction focus group, all other data was collected
during school experience 1 (SE1) and school experience 2 (SE2). The data
consisted of students’ weekly reflections which were posted to an online group
discussion board (SE1 & SE2), audio recordings of students’ feedback discussion
following a peer reviewed lesson observation and the subsequent lesson
reflection (SE2). Video-assisted lesson reflections were also collected during
SE2, as well as observations of students’ teaching practice (SE1 and SE2) and
focus group data, one set collected at the end of PGCE study (June 2018) and
the other collected at the end of the participants’ induction year (June 2019).

1.6

Research questions

Following the two-year period of reconnaissance study and the review of
literature, the researcher devised the following research questions:
1.

In what ways do pre-service PE teachers’ reflective capacities change
across the PGCE year?

2.

What approaches to reflection are most effective for developing pre-service
PE teachers’ reflective skills?

3.

Does increased subject knowledge allow pre-service PE teachers to
produce higher quality reflections?

4.

How do pre-service PE teachers make use of their weekly reflections?

5.

In what ways do pre-service PE teachers use reflective practice during their
first year as a qualified teacher?
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1.6.1

How questions were formed

Question one was formed as a result of the high number of references within the
literature to the belief that it is difficult for pre-service teachers to make progress
with their reflective work during ITE and the researcher’s analysis of students’
reflective work during the reconnaissance period, whereby reflections tended to
be low-level, descriptive and repetitive.
Question two originated initially from the review of literature where authors
consistently note the differences that exist amongst teacher education courses,
particularly in relation to how reflective practice is approached. The researcher’s
experience during the reconnaissance period also helped to confirm this as a
question since student feedback indicated that written reflections were timeconsuming and subsequently a demotivating factor.
Question three emerged purely from the two-year reconnaissance period, where
upon analysis of weekly reflections from both the 2015/16 and 2016/17 cohorts,
some students reflected better on their area(s) of expertise. The researcher was
keen to investigate if this would be a similar pattern for the 2017/18 cohort.
Question four also emerged from the review of literature and the reconnaissance
period of study. Some authors (Cornford, 2002; Akbari, 2007; Hobbs, 2007; Fathi
& Behzadpour, 2011) point out that reflective practice during ITE has little impact
on teaching and learning and an analysis of students’ reflective progress during
2015-16 and 2016-17 indicated that this could possibly be true. The researcher
was, therefore, keen to investigate if and how these students used their weekly
reflections to inform future planning and practice.
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Question five emerged from the review of literature where it was clear that the
vast majority of studies conducted on reflective practice involved pre-service
teachers, meaning that very few studies investigated practising teachers. The
noted difficulty amongst pre-service teachers in translating reflective practices
beyond ITE and into their teaching career (Olson & Finson, 2009; Poom-Valickis
and Mathews, 2013) also impacted the decision to form question 5 as the
researcher was keen to investigate if these students were able or willing to
continue with their reflective practices.

1.7

Structure of the thesis

Chapter 1 provides a rationale for the study where the purpose and significance
of the research is outlined. Relevant literature is used to identify key issues
relating to the concept of reflective practice. The global acceptance of reflective
practice in teacher education is noted, emphasising the significance that is
attached to its role in preparing pre-service teachers. This is followed by a
discussion relating to common criticisms of its use in teacher education, namely
the lack of clarity surrounding the concept, the gap that exists between what
reflective practice should be and how it is actually conducted and the somewhat
inhibiting structure of reflective practice. The challenges of reflective practice for
pre-service teachers and teacher educators are also noted, along with the
acknowledged benefits. The research questions are presented and there is a
clear justification as to how these questions were formed.
Chapter 2 provides a review of relevant literature relating to reflective practice.
The first section addresses the theory associated with the concept, which draws
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on the seminal work of Dewey (1933) and Schon (1983), and which includes a
critique of Schon’s work. The second part focuses on relevant empirical studies
connected to reflective practice, the majority of which involve studies relating to
ITE, including the small number in PETE. Through these studies, the following
aspects relating to reflective practice are addressed: structured and unstructured
approaches, individual and collaborative reflection, formal and informal reflection,
journal writing, peer review and video-assisted reflection. The themes to emerge
from the review of literature, combined with the two-year reconnaissance period
of study, influenced the focus and design of the research.
Chapter 3 outlines the methodological approaches used in this study. As noted
above, the study was conducted within an AR framework. Types of AR are
presented and critiqued in order to justify the type used in this study. Each data
collection instrument is presented and discussed, starting with the students’
online weekly reflections, followed by the peer review process, video-assisted
reflection, lesson observations and focus groups. The first four collection
instruments were a normal part of the PGCE course and therefore did not require
the same in-depth justification as the use of focus groups did. The use of focus
groups as the fifth data collection instrument is discussed, where advantages and
disadvantages are presented, along with a discussion of the various aspects
required to make a focus group effective i.e. group size, location, discussion topic,
number of questions and wording of questions. The final section outlines how
each data set will be analysed. All reflections (weekly and those emerging from
the peer review and video-assisted process) were assessed against Larrivee’s
(2004) Reflective Framework. The audio recorded discussions from each peer
review were analysed by identifying the types of feedback that each reviewer
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provided and then a comparison was made with the reviewee’s reflection in order
to determine which types of feedback they used in their reflection. All focus group
data was subjected to content analysis where initial codes were identified,
followed by the identification of key themes. The lesson observations were
conducted as part of normal PGCE school experience assessment where
students were assessed as to how well they used their reflections to inform
planning and subsequent teaching and learning. Therefore, this data set is
descriptive, describing for each student to what extent they utilised their weekly
reflection.
Chapter 4 presents an overview of the main findings emanating from each data
collection set, beginning with the findings from the online weekly reflections. The
findings are presented in a systematic fashion where the levels attained by each
student are clearly presented, demonstrating evidence pertaining to reflections at
pre-reflective, surface and pedagogical levels. This is followed by findings relating
to the students’ reflections on areas of expertise. The third section presents the
findings relating to the process of peer review where the reflective levels achieved
by each student on their peer review reflection are presented along with findings
relating to the types of feedback provided by the group and the types of feedback
chosen for reflection by reviewees. The fourth section of the findings addresses
the video-assisted reflection process where the levels attained by each student
who engaged with this process are presented. The next section presents findings
relating to lesson observations where it details to what extent each student
utilised their previous weekly reflection both in terms of lesson planning and
subsequent lesson delivery. The sixth section presents the findings relating to the
end of year PGCE focus group interviews where main themes are presented. The
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final section of findings relates to the end of induction year focus group where
again main themes are presented.
The fifth chapter discusses the key issues to emerge from the findings. In section
one the researcher discusses the differences that exist amongst the group in
relation to their reflective ability, by identifying three distinct groups. This is
followed by a section on the common areas that students from all groups chose
to reflect on. The third section addresses the area of formal versus informal
reflection which is followed by a discussion on the theme of ‘time’. The fifth
section discusses the theme of collaboration and the final section of the
discussion focuses on the issue of induction for beginning teachers, where it
would appear that the induction process in Northern Ireland does little to help
develop teachers’ reflective skills. The discussion utilises relevant literature in
order to establish similarities with other studies as well as identifying how the
findings in this study differ from other empirical work.
Chapter six includes the conclusion and recommendations. In the conclusion,
answers are presented on each research question by linking the final comments
back to relevant literature. Recommendations are presented for various
stakeholders, namely teacher educators, pre-service teachers, EA and GTCNI.
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Chapter 2- Review of Literature
The review of literature will be divided into two distinct sections, with section 2.1
dedicated to the review of literature concerning the theory connected to reflection.
There will be a focus on the complexities surrounding the definition of reflection,
critical reflection and reflexivity. The seminal work of Donald Schon (1983) is
critiqued, allowing the author to interrogate the concepts of reflection-in-action
and reflection-on-action. The role of reflection in combining theory and practice
is then explored prior to a discussion of the two main theories that underpin this
study, Kolb’s (1984) ELT and CST. The next sub-section addresses the question
of whether or not reflective practice can be taught and this is followed by a
discussion on the role of teacher educators.
Section 2.2 explores how reflection is utilised in education, specifically ITE.
Relevant empirical studies are reviewed, with the majority focusing on pre-service
teachers. Various approaches to developing reflective practice are discussed,
particularly the use of structured versus unstructured approaches, individual and
collaborative reflection, formal and informal approaches, journal writing, peer
review and video. The section then reviews reflection in PE, where again most of
the literature discusses reflection in ITE.

2.1

Defining reflective concepts

Parsons and Stephenson (2005) point out that reflective practice continues to be
a focus for writers as they attempt to provide a clear definition of the concept.
Boulton and Hramiak (2012, p.507) note that, ‘Reflection is not a new process.
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Its philosophical foundations can arguably be traced back to the work of Aristotle
in his writings in the Nicomachean Ethics, in which he writes about human
deliberation’. Cahn (2002) in discussing Aristotle’s reference to human
deliberation, emphasises how Aristotle claimed that, when considering important
questions, others are required to assist us in this process; so that deliberations
become focused on the means rather than the ends, and how that end might
possibly be reached.
According to Bell et al (2011, p.799) the concepts of, ‘Reflection, reflective
thinking, reflective learning and critical reflection are not clearly defined’. This
view is supported by the earlier work of Rogers (2001, p.38) who states that,
‘there is a lack of clarity in the definition of reflection, its antecedent conditions,
its processes and its identified outcomes’. Thorpe (2004, p.339) agrees, noting
that, ‘the lack of common definitions for the terms we use continues to complicate
our ability to compare, and therefore, to gain from the research efforts within our
discipline’. Fendler (2003) captures the ambiguity surrounding the concept when
stating that, ‘It is no wonder that current research and practice relating to
reflection tend to embody mixed messages and confusing agendas’ (p.20).
Therefore, the researcher deems it important to explore the theoretical concepts
associated with reflection in an attempt to define and thus make distinctions
between them.
2.1.1

Critical Reflection versus Reflection

As previously noted, developing an understanding of what constitutes ‘reflection’
and what constitutes ‘critical reflection’, is important for the researcher as the
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literature clearly highlights that the concepts are not clear. Collin et al (2013) in
attempting to provide a clear definition of reflection, consulted the works of
Beauchamp (2006) ‘who conducted an in-depth theoretical analysis covering 55
definitions of reflective practice’ (Collin et al, 2013, p.105). It is of significance to
note that Beauchamp’s (2006) analysis did not produce a ‘conclusive definition
of the concept’ but it did manage to ‘distinguish between several types of
reflective processes, objects, and rationales’ (Collin et al, 2013, p.105). Liu (2015)
analysed literature surrounding reflection in teacher education and found that not
only is there a lack of clarity surrounding the definition of critical reflection, she
also points to the lack of guidance available on how to critically reflect and the
absence of a clear statement regarding the main rationale for critical reflection.
In her study with pre-service teachers and teacher educators in Midwestern
University, she highlights the different definitions that were provided by teacher
educators and pre-service teachers as evidence of the gap in understanding that
exists, with teacher educators, unsurprisingly, displaying a more accurate
understanding, while pre-service teachers demonstrated a limited understanding.
Whilst this gap is not surprising, it has raised significant questions regarding the
quality of critical reflective work that continues to operate in many ITE courses.
Reynolds (1997, p.314) makes a clear distinction between reflection and critical
reflection, by arguing that reflection is
‘concerned with practical questions about what courses of action can best
lead to the achievement of goals or solutions’ whilst critical reflection is
regarded as confronting the underlying assumptions in a particular context
and ‘involves engaging with individual, organisational or social problems
with the aim of changing the conditions which give rise to them ,as well as
providing the basis for personal change’.
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From this definition it could be argued that reflection is operational whilst critical
reflection is political (Smyth, 1989).
It is interesting to note that in many peer reviewed published journal articles, the
terms reflection and critical reflection are used interchangeably, with many
definitions of reflection containing what we would consider the language
associated with critical reflection. Brookfield (2009, p.294) notes that the
conflating of these terms ‘implies that adding the qualifier ‘critical’ somehow
makes the kind of reflection happening deeper and more profound’. He proceeds
to state that, ‘reflection is not, by definition, critical’ and that many individuals
engage with reflective practice by ‘focusing solely on the nuts and bolts of process
and leaving unquestioned the criteria, power dynamics and wider structures that
frame a field of practice’ (Ibid, p.294). For many theorists, reflection cannot be
categorised as reflection unless it is critical. According to Yang (2009, p.11)
critical reflection ‘refers to how teachers learn to challenge their own teaching
beliefs in a critical self-analysis and become responsible for their actions’, a
process that also encourages them ‘to take a stand through questioning and
challenging others’ underlying assumptions, which is a way for teaching practices
to be improved and for the conditions in which schooling takes place to be made
more just’. Dymoke and Harrison (2008) support this view by emphasising that it
is only when pre-service teachers/educators question their understanding and
underlying assumptions and aim to make links between teaching and learning
theories and their practice, that true reflection exists. Bard (2014, p.1) argues that
reflection is simply the process of ‘thinking about something while seeking a
deeper level of understanding’ but clearly points out that it is the systematic
application of this thinking by collecting evidence and analysing it in order to

26

improve practice that is important. This view is supported by Farrell (2012, p.15),
who insists that ‘reflective practice is not isolated introspection; rather it is
evidence based, in that teachers need to systematically collect evidence (or data)
and then make decisions (instructional or otherwise) based on this information’.
If we consider the distinction made by Reynolds above and the views of Bard and
Farrell, we can see some difference by what is meant by reflection and critical
reflection. However, it should be noted that Bard’s reference to a ‘deeper level of
understanding’ is important as many authors cite this as a component of critical
reflection. What is of significance is that Bard and Farrell do not emphasise the
scrutiny of one’s values, beliefs and underlying assumptions in the context of their
practice as a vital component of reflection. Therefore, it would appear that Bard
and Farrell have defined reflection rather than critical reflection. It is important to
note that Yang (2009), Dymoke and Harrison (2008), Bard (2014) and Farrell
(2012) all point to reflection leading to a change or improvement in teachers’
practices, whereas Brookfield (2009) does not identify improved practices as the
main goal of reflection. Rather, he views reflection as a process whereby
individuals can gain a deeper understanding of the wider social and political
issues that can impact practice. This view is supported by Elidottir (2019) who
does not view reflection from a positivist standpoint whereby it needs to lead to a
change in a teacher’s practice. She states that, reflection is about ‘using our
imagination…to untangle what is going on around us…to imagine and
comprehend our professional life to get closer to understanding a given situation
or to be able to see other possibilities or ways of thinking and learning’ (Ibid,
p.164).

27

Fund (2010) notes that, ‘reflection is a mental process of active attention with
purpose and/or outcome’, meaning that individuals can develop an understanding
of ‘themselves, their work or others’ (p.680) which according to Dewey (1933)
and Moon (1999), relates to thinking and learning. In recognition of the wide range
of approaches to reflection and the use of various categories, Moon (1999) insists
that the differences in reflective practice are not linked to the process itself, but
are connected to the different ways in which it is utilised or directed. Smith
*/#(2002, p.216) claims that,
‘the term reflective practice describes the nexus between reflection and
practice. If the term practice encompasses both the practice of teaching
and the practice of learning, then practical experience becomes a site for
learning’.
Smith (2002) proceeds to note that this will only occur if the learner possesses a
disposition to be reflective. She refers to Perkins et al (1993) ‘dispositional theory
of thinking’ as helping ‘to frame the need for a reflective disposition that has three
qualities’ (Smith, 2002, p.216-17). According to Perkins et al (1993, p.4), a
disposition ‘is a psychological element with three components: inclination,
sensitivity, and ability’. They describe ‘inclination’ as an individual having the
tendency towards a particular behaviour, in this case, feeling the need to reflect
on their practice when the situation arises. Sensitivity ‘refers to the person’s
alertness’ (Ibid, p.4) to situations when there is a need to employ the particular
behaviour, in this case, being aware of times that reflective practice is required.
Ability is simply having ‘the actual ability to follow through’ (Perkins et al, 1993,
p.4) with the particular behaviour, in this case, knowing how to employ reflective
practice effectively so that it leads to improved future practice (Smith, 2002).
Perkins et al (1993) insist that the ‘triad of inclination, sensitivity and ability
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establishes a foundation for the dispositional analysis of cognition in general’ but
are keen to explain how this triad illuminates thinking ‘and good thinking in
particular’ (p.6). They believe that good thinking can be ‘characterised as
reflecting seven broad thinking dispositions’, which are:
1. To be broad and adventurous
2. Toward sustained intellectual curiosity
3. To clarify and seek understanding
4. To be planful and strategic
5. To be intellectually careful
6. To seek and evaluate reasons
7. To be metacognitive (Ibid, p.6)
Perkins et al (1993) argue that ‘the ideal thinker is disposed toward all of these
thinking behaviours, appropriately exhibiting one or more of them, depending on
the thinking occasion’ whereas the good thinker is disposed ‘toward most of these
at appropriate times, but in a less even and more human fashion’ (p.7).
Farrell (2014) supports the views of Perkins et al (1993) pointing out that
reflection is much more than developing various reflective approaches and that
true reflection can only be achieved when teachers ‘develop three main character
attitudes to accompany the reflective process… open-mindedness, responsibility
and whole-heartedness’ (p.2). Dewey (1933, 1986) defined open-mindedness as
‘freedom from prejudice, partisanship, and such other habits as close the mind
and make it unwilling to consider new problems and entertain new ideas’ (p.136).
Farrell (2014), in consideration of how this attitude of open-mindedness can be
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achieved, notes that the majority of people consider themselves to be openminded, but he points to his experiences when delivering teacher workshops,
where teachers when asked to ‘re-evaluate their beliefs… become a bit
uncomfortable and some become resistant to change’ (p.4). He highlights a key
question in his workshops where he asks the participants if they think about why
they teach their lesson in a certain way or are they ‘faking’ it? He reports that
many teachers are shocked that anyone would consider that their teaching could
be fake. Farrell (2014) points out that if teachers are afraid to critically examine
their practice and do not utilise pupil feedback to inform their thinking, then it is
possible they are ‘faking it’. Dewey (1933, 1986) argues that to be responsible
means to consider the consequences of what you do and learn. Farrell (2014)
notes that a close examination of the attitude of responsibility highlights the
impact that reflections have on not just the teacher, but the pupils and other
members of the teaching community and indeed the wider society to which we all
belong. Whole-heartedness is where ‘a teacher is excited to look at his or her
practice and does so in an undivided manner’ (Farrell, 2014, p.7). Such
individuals will reflect on their practice throughout their entire career, always
questioning their beliefs and underlying assumptions with a view to creating new
meaning.
In consideration of Mezirow’s (1983) work, it must be noted that certain authors
regard his work as not fulfilling all elements of what constitutes critical reflection.
Cope (2003) and Reynolds (1998) refer to Mezirow (1991) and Boud et al (1985)
as theorists who when discussing critical reflection focus on personal
transformation rather than social transformation. Cope (2003, p.444) claims that
for these theorists ‘reflection can be critical if it challenges personal norms,
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assumptions and ‘taken-for-granteds’. Such an approach does not align with
Reynold’s (1998, p.189) view, that ‘the socially situated nature of experience must
be taken into account for reflection to have any meaning’.
Thompson and Pascal (2012) note that much of the literature on professional
development places too much emphasis on individual experience, since
recognising the importance of the social context is imperative in the quest to
develop critical reflective skills (Fook et al 2000). Thompson and Pascal (2011)
believe that:
‘Human existence is fundamentally social. Social issues should therefore
not be seen as merely a backdrop or a set of minor contextual features.
The social context is a primary feature of human reality. There is therefore
a need to see personal reflection as not only an interpersonal matter, but
also as part of the broader context of cultural formations and structural
relations’ (p.16-17).

It would seem that failure to neglect the social context of reflection would deem
such approaches as reflective rather than critically reflective.
Swan (2008) in consideration of the difference between reflection and critical
reflection, notes that critical reflection should involve deeper thinking which leads
to a deeper impact. Many theorists regard “going deeper” as questioning ‘hidden
assumptions and the operations of power’ (Ibid, p.389). It would appear, however,
that some theorists differ regarding their conceptualisation of power. Raelin
(2001) believes that public critical reflection has the power to increase learning at
all levels, even at societal level, which helps to create ‘a sense of the common
good – a condition in which all parties in the human condition are treated as
empowered entities or as human beings with dignity’ (p.16). Brookfield (1994) in
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his research with 337 teachers who produced autobiographical analyses of
critical reflection episodes, states that,
‘In contrast to the relentlessly upbeat rhetoric surrounding much exposition
on empowerment, liberation, emancipation and transformation, their
descriptions of their journeys as learners are quite often infused with a
tone of sadness’ (p.58).
Many of these participants spoke about a so-called loss of innocence whereby
they had imagined that if they invested enough time and effort this would lead to
‘universal certainty as the rewards for all their efforts’ (Ibid, p.58). For many there
was ‘an appreciation of the importance of contextuality and ambiguity…an
emotional craving for revealed truth’ (Ibid, p.58). Brookfield’s (1994) study also
revealed that many participants when discussing critical reflection as a learning
process, described it as a ‘rhythm of incremental fluctuation’ (p.58) or what we
would refer to as one step forward, two steps back. He notes that such rhythms
of learning are characterised by,
‘evidence of an increased ability to take alternative perspectives on
familiar situations, a developing readiness to challenge assumptions, and
a growing affective tolerance for ambiguity, but; it is also one characterised
by fluctuating moments of falling back, of apparent regression’ (Ibid, p.58).
The findings from Brookfield’s study would appear to indicate that questioning
assumptions and the operations of power is a much more painful exercise than
what Raelin refers to.
This section explored the issues surrounding the defining of reflection and critical
reflection, highlighting that amongst many authors there appears to be different
understandings regarding what each term means. This review has allowed the
researcher to establish a distinction between the terms. Reflection in this study
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relates to individuals using relevant teaching theory to think about their past
teaching experiences with the aim of identifying how they can improve their future
practice. Critical reflection involves all the facets of reflection but also involves an
individual being able to explore their underlying values, assumptions and beliefs
and coming to an understanding as to how these are influencing their practice
within the broader social and political issues at play in a specific context.
Therefore, as noted above, reflection involves the transmission of knowledge
whereas critical reflection involves the transformation of knowledge. In the next
section the concept of ‘reflexivity’ is explored, since some authors also tend to
use the term interchangeably with reflection and critical reflection. It is therefore
important to clarify and distinguish this concept.
2.1.2

Reflexivity

Finlay (2008), when discussing critical reflection refers to the concept of
reflexivity, whereby teachers engage in a process of critical self-reflection,
reflecting on ‘the impact of their own background, assumptions, positioning,
feelings, behaviour while also attending to the impact of the wider organisational,
discursive, ideological and political context’ (p.6). Taylor and White (2000), note
that there is much debate regarding the notion that reflexivity and reflection are
the exact same concepts. Pease and Fook (1999) regard both concepts as being
interchangeable, whilst Rennie (2009) offers a distinction between them,
emphasizing that reflexivity is demonstrated when individuals display selfawareness and an acknowledgement of their own personal role within that selfawareness. Fook and Gardner (2007) hold a similar view of reflexivity, seeing it
as individuals being able to locate themselves in the broader picture surrounding
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them and understanding how they relate to the wider organisational context.
However, they regard this as a key facet of what constitutes critical reflection.
Finlay (2008) emphasises that all three terms, reflection, critical reflection and
reflexivity, are often misunderstood and wrongly regarded to be interchangeable.
Finlay and Gough (2003) support this view by identifying these concepts on a
continuum with basic reflection (thinking about) experiences after they occur at
one end, reflexivity (continuous development of self-awareness) at the other end,
with critical reflection positioned in between. Malthouse et al (2014) support the
view of Fook and Gardner (2007) above, when they point out that ‘reflexivity
relates to the understandings of the complex relationships between individuals
and social systems at micro and macro levels’ where the individual displays the
ability to position themselves within ‘the broader social and organisational causes
of particular problems’ (p.599). In her previous work, Finlay (2002, 2003)
identified five overlapping components of reflexivity that has critical reflection at
the centre. These are:
1. Introspection – the examination or observation of one’s own mental and
emotional processes
2. Intersubjective reflection – the individual examines the relational context
of his/her various practice experiences
3. Mutual collaboration – dialogue is at the heart of this component where
through collaboration and debate, a particular problem can be solved
between a mentor and pre-service teacher or indeed it may be a group of
professionals
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4. Social critique – this component considers the political and social
contextual issues where the teacher may focus on the power imbalance at
play in a particular educational context
5. Ironic deconstruction – this component considers the ‘postmodern and
post-structural imperatives to deconstruct discursive practices and
represent something of the ambiguity and multiplicity of meanings in
particular organisational and social contexts’ (Finlay, 2008, p.7).
In analysing Finlay’s (2008) five components above, it can be argued that points
one and two explain what is involved when reflecting, whereas points three – five
could be used to explain the elements of critical reflection. Therefore, it would
seem that whilst reflexivity can be defined, if an individual is to critically reflect,
then they will have to be reflexive. Thus, reflexivity is a component of critical
reflection (Fook, 1999).
The literature reviewed thus far has highlighted the complexities surrounding the
defining of reflection, critical reflection and reflexivity. If such confusion exists
amongst academics, it would seem logical to conclude that this lack of clarity and
consistency will have implications for the implementation of reflective practice
amongst teacher educators, pre-service teachers and indeed practising teachers.
Therefore, in consideration of the hugely influential role played by Donald Schon
in the field of reflection in education, it was deemed appropriate to critique how
his seminal work, ‘The Reflective Practitioner: how professionals think in action’
(Schon, 1983) has impacted understandings and practice in this area. The next
sub-section, therefore, provides a critique of this work.
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2.1.3 A critique of Schon’s work
Finlay (2008, p.3) points out that Dewey (1933) was one of the first theorists to
‘identify reflection as a specialised form of thinking’ where reflection arose from
doubt or confusion related to a specific situation. According to Finlay (2008),
Dewey believed that this doubt led to problem-solving through meaningful inquiry.
Shoffner (2008) supports this view by emphasizing that Dewey’s approach to
reflection saw the process grounded in ‘the deliberate exploration of a problem,
much like that followed in scientific inquiry’ (p.124) where the individual identified
a problem and then began to seek a solution. Dewey’s (1933) work formed the
basis of Schon’s (1983) ‘The Reflective Practitioner: how professionals think in
action’, where Schon made a clear distinction between ‘two types of reflection:
reflection-on-action… and reflection-in-action’ (Finlay, 2008, p.3).
In the context of education, reflection-on-action occurs after the lesson has
concluded and is therefore sometimes referred to as the post-lesson reflection.
Finlay (2008) notes that during reflection-on-action, the teacher consciously
analyses and evaluates ‘their past practice with a view to gaining insight to
improve future practice’ (p.3). Schon (1983) saw reflection-in-action as a process
whereby teachers simply reflect while they are teaching and that it happens
almost intuitively (Hourani, 2013). Schon (1996) sees the process occurring when
addressing a problem, what he terms as the ‘action-present’. Finlay (2008)
emphasises that when reflecting in and on-action, teachers are aiming ‘to connect
with their feelings and attend to relevant theory’ (p.3), as they aim to create new
understandings that will help to inform their actions for the particular situation they
are experiencing. Schon (1983) captures this when stating that,
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‘The practitioner allows himself to experience surprise, puzzlement, or
confusion in a situation which he finds uncertain or unique. He reflects on
the phenomenon before him, and on the prior understandings which have
been implicit in his behaviour. He carries out an experiment which serves
to generate both a new understanding of the phenomenon and a change
in the situation’ (p.68).
Analysis of this statement highlights that Schon sees reflection as a process
whereby the teacher reframes the problem in a way that ‘it can be considered
from different perspectives, rather than simply applying scientific theories to
practical situations’ (Lambe, 2011, p.87). Finlay (2008) agrees, claiming that
Schon (1983) viewed reflection-in-action as ‘the core of ‘professional artistry’, a
concept he contrasted with the ‘technical-rationality’ demanded by the positivist
paradigm’ (p.3) where problems are solved through the application of science.
Rolfe, Freshwater and Jasper (2001, p.7) note that when followed rigidly,
‘technical rationality reduces practitioners to the level of technicians whose only
role is to implement the research findings and theoretical models of the scientists,
researchers and theoreticians’. Thompson and Pascal (2012) believe that such
an approach not only devalues the role of professional practice but portrays
practitioners as professionals who simply follow instructions and procedures
without thinking about or questioning such approaches, which is very far removed
from what Schon (1983) refers to as the ‘swampy lowlands’ of practice.
Schon’s (1983) work ‘has been hugely influential – some would say ‘canonical’ –
in the way it has been applied to practice and professional training and education’
(Finlay, 2008, p.4). Therefore, considering the significant impact that Schon’s
work has had on the development of reflective practice, it is important to address
the limitations of his work and an analysis of these limitations will help create
further clarity on the gap that exists between reflection and critical reflection.
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Smyth (1989) was one of the earliest critics of Schon’s work by highlighting that
his work was ‘atheoretical and apolitical’, a view supported by Fook et al (2006)
and Thompson and Pascal (2012), who claim that these criticisms highlight how
Schon’s work was not sufficiently critical. Boud and Walker (1998) insist that
Schon’s work fails to consider the importance of context. However, it is interesting
to note that Shoffner (2008) argues that Schon’s work stresses the importance of
context when reflecting.
Thompson and Pascal (2012) believe that Schon’s work is often oversimplified
when applied to practice, which could be a result of the lack of clarity and
precision in his work (Eraut, 2004). Thompson and Pascal (2012) highlight
another perceived flaw in Schon’s work, the failure to take into account the
significance of forethought, or what they refer to as ‘reflection-for-action’ (p.317).
Reflection-for-action is the process of using our time effectively to plan ahead,
drawing on our past experiences in order to deal with future practice. This view
is supported by Greenwood (1993) who criticizes Schon for not focusing on
reflection-before-action. Moon (1999) questions Schon’s idea of reflection-inaction, claiming that it is not achievable, a view supported by Ekebergh (2007)
who stresses that it is impossible to reflect in the middle of a lived situation and
for true self-reflection to occur, ‘one must ‘step out’ of the situation and the
actions’ (p.334).
Hebert (2015) in her critique of Schon’s work, argues that ‘Schon’s model over
inflates the role of the rational to the extent that it cannot properly be classified
an intuitive model’ (p.365). Bleakley (1999, p.325), however, sees Schon’s
reflection-in-action as ‘an embedded gesture dissolving mind-body opposition’
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but others such as Erlandson (2005) do not see this distinction as being firmly
established, insisting that Schon’s reflection-in-action reflects a mind-body
dualism where the body appears to be controlled by the mind (intellect) and that
the understanding emerges via rationalisation. Hebert (2015, p.366) points out
that Schon wanted to ‘overcome this dualism by delineating his own reflection-inaction from reflecting-on-action’ but supports Erlandson by emphasising that
Schon’s (1983) model ‘privileges rational understanding of knowing in action
through a reflective process, assuming that all bodily acts can be understood
through the faculties of the intellect’ (p.366). Erlandson (2005) expands upon his
earlier view by arguing that ‘Schon’s reasoning on reflection involves a dualistic,
intellectualistic problem that can be recognised as the “control-matrix”, meaning
‘that something internal (for instance the mind at work) controls external
behaviour (the instance the body)’ (p.622). Hebert (2015) sums this up by noting
that in Schon’s (1983) reflection-in-action, ‘it is the mind that must come to know
through reflection what the body does in action’ and that Schon’s ‘epistemology
of practice’ can be taken ‘as evidence of his rationalist roots’ and ‘perhaps more
importantly, reflection-in-action is not an epistemology, but rather, a process of
knowledge production’ (p.366). Eraut (2006) supports this view by stressing that,
‘reflection in-action is a process of knowledge creation, not a new kind of
knowledge which is somehow different from knowing-in-action’ (p.12).
Hebert (2015) takes her critique a step further when she highlights what could be
called the gap between action and reflection. She believes that reflection-inaction is sequential, meaning it can only begin when ‘cognitive awareness is
brought to the action at hand’ (p.366), a process that Schon (1983, p.50)
describes as thinking ‘back on action and on the knowing which is implicit in
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action’. This is supported by Collin et al (2013), who note that ‘reflection-in-action
may therefore be retrospective, which blurs the distinction from reflection-onaction’ (p.109).
According to Thompson and Pascal (2012, p.317), ‘another significant gap in
Schon’s work is the neglect of the significance of language, meaning and
narrative’. They insist that Schon’s work failed to address these crucial aspects
of ‘meaning making’, a process that is very much at the core of what Schon (1983)
referred to as the ‘reflective conversation with the situation’. Thompson and
Pascal (2012, p.317), therefore, believe Schon’s work to be an ‘oversimplification
of the complex hermeneutical processes involved in reflective practice’. Mezirow
(1983) also refers to the importance of meaning in his work on perspective
transformation. He is of the belief that individuals are prevented from progressing
as they find themselves trapped in a restrictive framework of meaning and what
emerges is the development of ‘self-limiting understandings of the situations they
find themselves in and their role within it’ (Thompson and Pascal, 2012, p.317).
Mezirow (1983) views reflective practice as a process whereby individuals should
have the opportunity to be set free from such limited understandings, allowing
them to create new, empowered meanings. Thompson and Pascal (2012) agree,
stating that,
‘While Schön’s critique of positivistic epistemology is consistent with
postmodernist and post-structuralist concerns with language, meaning
and narrative, his work did not develop in this direction’ (p.318).
As previously highlighted, there is no doubting the significant impact that Schon’s
work has had on the development of reflective practice across many disciplines.
However, the critique above has highlighted gaps in Schon’s work, starting with
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the view that his work is not theoretically based or indeed politically based
(Smyth, 1989), meaning that the criticality of his work has been questioned. It has
also been highlighted that his work is often oversimplified when applied to
practice and that his failure to acknowledge forethought or ‘reflection-for-action’
is a weakness. The concept of reflection-in-action has been questioned, with
some authors (Moon, 1999, Ekebergh, 2007) claiming that it is not achievable,
since true reflection can only exist when the person can remove themselves from
the situation and therefore conduct retrospective reflection. It would also seem
that Schon’s attempt to establish a distinction between the mind and body in
reflection did not work, with some authors (Herbert, 2015, Erlandson, 2005, Eraut,
2006, Collin et al , 2013) emphasising that Schon’s model of ‘reflection-in-action’
reflects a coming together of mind and body where the body acts based on the
decision the mind has made following reflection. It would seem that for these
authors, Schon’s distinction between reflection-in-action and reflection-on-action
is not as sharply defined as he would have intended. The concepts of reflection
and critical reflection both emphasise the importance of individuals integrating
theory and practice when reflecting. The next sub-section, therefore, explores the
role of reflection in linking theory and practice.
2.1.3

Role of reflection in linking theory and practice in education

Allen (2011) insists that separating theory and practice would produce a ‘false
dichotomy’ since theory is embedded in teaching and thus cannot be separated
from classroom practice. Nelson, Miller and Yun (2016, p.650) insist that ‘theory
and practice do not need to be taught in isolation…multiple opportunities to
connect theory and practice are not only possible but also critical for development
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of reflective practice’. Gardner and Williamson (2007) support this view by
claiming that it does not matter which comes first, but rather it is only important
that any approach combines theory and practice. Stenberg, Rajala and Hilppo
(2016, p.470) point out that ‘incorporating educational theory into instructional
practice is not a simple process of adding up elements’ but rather it is a ‘dialectical
process that transforms both theory and practice’. Parra, Gutierrez and Aldana
(2015) also acknowledge the importance of combining theory and practice to
facilitate reflective development. They emphasise that through the process of
reflection-in-action and reflection-on-action practitioners can identify problems,
question the emergence of implicit knowledge and consider alternatives, leading
to new knowledge that will shape their approach to practice based on the theories
that they value.
Orland-Barak and Yinon (2007) also stress the importance of teachers making
connections between theory and practice when reflecting. However, they are
quick to highlight that enhancing the connections between theory and practice is
one of the biggest challenges in teacher education. Marcos et al (2011) point out
that the notion of reflective practice and its role in connecting theory and practice
has been oversimplified and indeed has led to a ‘diversity of intentions and
promises’ where the omission of its associated practical difficulties has resulted
in it being ‘taken beyond its limits’ (p.22). According to Edwards, Gilroy and
Hartley (2002) this has resulted in a loss of clarity around the role and
implementation of reflective practice. Marcos et al (2011, p.22) argue that ‘the
inherent danger of this lack of clarity in embedded assumptions is that teachers
are drawn into an apparent consensus about the prospects and feasibility of
reflection and believe that reflection can help them improve their teaching’.
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Feiman-Nemser (2001) emphasise that the difficulty in establishing strong
relationships between theory and practice derives from the weak connection that
exists between taught courses and practical experience; where quite often
teacher education programmes are fragmented and incoherent. Orland-Barak
and Yinon (2007) claim that many pre-service teachers simply want to ‘survive’
and that a focus on reflection may be too much considering their pragmatic
needs. They believe that the use of reflective practice to enhance theory and
practice connections in teacher education programmes may be too ambitious and
that pre-service teachers are not ready to make abstract connections or
conceptualise teaching and learning in this way. However, Korthagen and
Vasalos (2005) point out that the development of a ‘survival kit’ will be of little use
if applied only to technical issues and that pre-service teachers must adopt a
critical approach, whereby they are asked to consider how their beliefs, attitudes
and relevant theory have helped shape their understanding of various classroom
practices. The issue of whether pre-service teachers should or are ready to
engage with critical reflection is an area that will be developed further in part 2.2
of the literature review.
Kinsella (2010, p.568) advocates an approach to reflection which ‘views the
practitioner as an agent/experient, and recognises that through transaction with
the situation, the practitioner shapes it and becomes part of it’. Gould (1996) adds
weight to this argument by emphasising that expertise is not acquired by applying
rules or protocols from positivist research, but that ‘practice wisdom depends
upon highly developed intuition which may be difficult to articulate but can be
demonstrated through practice’ (p.1). He argues that in consideration of this new
‘epistemology of practice’, reflective practice creates the opportunity for

43

educators to develop their understanding of professional knowledge that is
enhanced through practice and the subsequent analysis of their practical
experience. This view aligns very closely with Thompson’s (2010) concept of
‘theorising practice’ which involves practitioners beginning with practice and then
using their professional knowledge to interpret their experience so they can be in
a position to deal with the challenges that emerge. Thompson and Pascal (2012)
regard this approach as the alternative to technical rationality which expects
educators to begin with theory and apply it to practice. They argue that practice
is ‘more a matter of art or craft than science – drawing on formal knowledge as
and when appropriate, but not being wedded to a scientific ‘technical fix’ approach
to practice’ (Ibid, p.313).
This section addressed the role of reflection in linking theory and practice in
education and there appears to be a general consensus that theory and practice
should not be taught in isolation but that they should be combined. Whilst
combining theory and practice should help facilitate reflective practice, it is noted
that the role of reflection in connecting theory and practice has been
oversimplified. The omission of the common practical difficulties has resulted in
the impact of reflection being overstated which means that the concept is unclear,
with many teachers assuming that reflection will improve their practice. The next
sub-section explores the theory base associated with reflective practice.
2.1.4

The Theory of reflective practice

Despite the importance attached to this area, Thompson and Pascal (2012)
highlight that the theory base associated with reflective practice continues to be
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underdeveloped. They note that whilst there has been a lot of discussion
surrounding the theory of reflective practice, ‘there remains considerable scope
for developing a more sophisticated understanding of the subject’, particularly
since we have a limited understanding of ‘what actually happens when knowledge
is integrated into practice… or how knowledge is generated from practice’ (Ibid,
p.311). Fook, White and Gardner (2006, p.5-6) agree, noting their concern ‘that
popular and perhaps relatively uninformed understandings of reflective practice
and critical reflection have such sway in the field’. Liu (2015, p.137) maintains
that the ‘fuzzy conceptions of critical reflection’ has resulted in a considerable
lack of research in relation to pre-service teachers’ reflective work and a reduction
in efforts to improve approaches that could develop their reflective skills. In an
attempt to ensure that this study had a clear theory base, the researcher identified
two key theories that underpin the research.
Theoretical Underpinnings of Study
As noted above, the theory base underpinning reflective practice is largely
underdeveloped and as a result has contributed to the widespread confusion that
exists in relation to reflective practice in ITE. Having made the distinction between
reflection and critical reflection and the recognition that reflective practice can be
viewed on a continuum, the researcher selected two theories that help to capture
the breadth of the reflective spectrum.
Kolb’s ELT
As noted in the introduction, the first theory is Kolb’s (1984) Experiential Learning
Theory (ELT). This theory (see fig.1, p.46) recognises that all learning begins with
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experience and can be traced back to Dewey (1938), who noted that, ‘all genuine
education comes through experience (p.25)…just as no man lives or dies to
himself, so no experience lives or dies to itself. Wholly independent of desire or
intent, every experience lives on in further experience’ (p.27). Central to the
theory is that practitioners do not begin with theory and aim to apply it to their
practice setting but rather it is a process that involves, ‘wrestling with the
complexities of both theory and practice’ (Thompson and Pascal, 2012, p.314).
Bergsteiner et al (2010) in reference to Kolb’s ELT (1984) note that the theory
views learning as ‘a cognitive process involving constant adaptation to, and
engagement with, one’s environment. Individuals create knowledge from
experience rather than just from received instruction’ (p.30). Dennison (2010,
p.23) points out that Kolb’s (1984) ELT ‘is still the most commonly cited source
used in relation to reflective practice’ but proceeds to note that ELT ‘has not gone
unchallenged’ (p.24). Smith (2001, 2010) notes that Kolb regards learning as
being effective through the acquirement of four different abilities: ‘concrete
experience abilities, reflective observation abilities, abstract conceptualisation
abilities and active experimentation abilities’ (p.6). Kolb and Kolb (2005, p.194)
note that ELT is based on six propositions:
1. Learning is best conceived as a process, not in terms of outcomes.
2. All learning is relearning – learning is best when an students’ beliefs and
ideas are examined and integrated with new ideas.
3. Learning requires the resolution of conflicts between dialectically opposed
modes of adaptation to the world – in learning, individuals move back and
forth between opposing modes of reflection and action and feeling and
thinking.
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4. Learning is a holistic process of adaptation to the world.
5. Learning results from synergetic transactions between the person and the
environment.
6. Learning is the process of creating knowledge – social knowledge is
created and recreated in the personal knowledge of the learner.

Figure 1 – Kolb's ELT
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Smith (2001), however, has identified a number of key criticisms connected to
ELT. The first criticism is that it fails to devote enough attention to ‘the process of
reflection’ (Ibid, p.8), a view supported by Boud et al (1985, p.13) who point out
that ‘it does not help… to uncover the elements of reflection itself’. According to
Anderson (1988), it lacks a focus on cultural experiences since it has ‘been used
within a fairly limited range of cultures, an important consideration if we approach
learning as situated’ (Smith, 2001, 2010, p.9), meaning that learning is affected
by the environment. The third criticism directed at Kolb’s ELT is that his
representation of the relationship between learning and knowledge is too
simplistic (Jarvis, 1987). Smith (2001, 2010, p.10) agrees, pointing out that Kolb
fails to ‘explore the nature of knowledge in any depth’ where he ‘focuses on
processes in the individual mind, rather than seeing learning as situated’. Kolb
also regards learning as knowledge production, thus failing to grasp ‘different
ways of knowing’ (Smith, 2001, 2010, p.10). Dennison (2010) agrees, noting that
ELT does not involve the use of feedback to the learner, which Jarvis (2004) sees
as being crucial in the learning process. Despite the above criticisms, Tennant
(1997, p.92) notes that ‘the model provides an excellent framework for planning
teaching and learning activities and can be usefully employed as a guide for
understanding learning difficulties’. ELT is, therefore, a suitable theory to
underpin this study, since its features relate closely to how pre-service PE
teachers are likely to reflect. Their reflections will be based on teaching
experiences, with the majority composed via reflection on-action. The PGCE PE
course addresses appropriate learning theory and the students will be
encouraged to reflect on theory in relation to their practice, with the aim of

48

devising better learning experiences that can then be put into future lessons.
Figure 2 below shows how ELT underpins the process of reflection.
Kolb’s ELT

Reflection

Concrete Experience

Thinking about experience

Reflective observation

Reflection on-action

Abstract conceptualisation

Integrating theory and practice

Active experimentation

Improving practice

Figure 2 - How Kolb’s ELT underpins reflection

In light of the distinction made above between reflection and critical reflection, it
is clear that Kolb’s (1984) ELT does not underpin the concept of critical reflection.
Therefore, it was necessary to utilise a second learning theory that underpinned
critical reflection. The second theory is Critical Social Theory (CST).
Critical Social Theory
According to Leonardo (2004, p.11), Critical Social Theory (CST) is ‘a
multidisciplinary framework with the implicit goal of advancing the emancipatory
function of knowledge… In Education, CST promotes critical thinking’. Freeman
and Vasconcelos (2010) note that CST is ‘an evaluative as well as a political
activity that involves assessing how things are in order to transform them into
what they ought to be’ (p.7). They first of all note that critical theory is participatory
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and involves individuals critically reflecting on the ‘relationship between
overarching social, economic, or political systems… and everyday practices’
(Ibid, p.8). Secondly, critical theory is pedagogical, since it involves the critical
assessment of practice which ‘involves learning new ways of perceiving people’s
roles and locations in the perpetuation and resistance of oppressive structures’
(Freeman and Vasconcelos, 2010, p.8). Thirdly, critical social theory is action
oriented since knowledge transformation can only be achieved when an
individual’s practice has been changed and thus ‘cannot rely on rhetoric alone’
(Ibid, p.8).
In education, CST is associated with the work of Paulo Freire, who according to
Giroux (1993, p.177) is ‘synonymous with the very concept and practice of critical
pedagogy’. Leonardo (2004, p.12) notes that Freire’s work ‘promotes ideology
critique, an analysis of culture, attention to discourse, and a recasting of the
teacher as an intellectual or cultural worker’. In their critique of Freire’s views on
CST, Mooney and Nolan (2006, p.241) note that Freire (1972) saw CST as a
means ‘to frame enquiry, with the aim of liberating groups from constraints (either
conscious or unconscious) that interfere with balanced participation in social
interaction’. Manias and Street (2000) agree, noting that CST aims to ‘actively
free individuals to question the prevailing norms. Its goal is therefore
transformation from the constraints of unequal power relationships through selfreflection’ (p.51). Freeman and Vasconcelos (2010, p.9) point out that the
‘knowledge generated by oppressive systems has become so embedded in
everyday practices that it is a distortion and misrepresentation of human
experiences and desires’. Critical social theorists are therefore of the belief that
modern society creates ‘oppressive structures by promoting one dominant way
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of thinking’ (Ibid, p.9), which Dant (2003, p.160) refers to as ‘instrumental reason’.
Leonardo (2004) emphasises that in order to make sense of CST, one must
understand ‘the nature of oppression… that oppression is real and formidable…
oppression is simultaneously social and lived’ and that it is ‘part of the human
condition and its structures inscribe our pedagogical or social interactions’ (p.13).
He proceeds to note that in quality education, students must develop an
awareness of ‘social injustice’ and if possible, be active in working against it.
However, in order for students to challenge social inequality, they ‘must have
access to discourses that pose critical questions about the new world order, a
process assisted by theory-informed perspectives on students’ social
experiences’ (Ibid, p.13). Freeman and Vasconcelos (2010) agree, claiming that
in CST, theory and practice are viewed as being ‘intrinsically embodied in praxis’
and discussions that integrate theory and practice do not simply address ‘the
immediate concerns individuals may have’ but stretch beyond these to include a
‘critical appraisal of the values, commitments, visions and principles they have
about their practices, their roles in society’ (p.9).
Freeman and Vasconcelos (2010) note that one of the main criticisms associated
with CST is that these conversations are ‘pushed toward a predetermined
outcome’, a criticism which they feel is not accurate, since critical social theory ‘is
primarily a theory of practice that is shaped through its interaction with others
regarding that practice’ (p.9). Leonardo (2004) agrees, pointing out that in CST,
there is no ‘blueprint solution to a given problem… but rather to pose it as a
problem, to ask questions about common answers rather than to answer
questions’ (p.13).
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In consideration of the main components of CST, it is clear that they underpin the
concept of what constitutes critical reflection. Therefore, CST is a suitable theory
to underpin this study since the aim of the researcher is to develop pre-service
teachers’ reflective skills to a critical level. Figure 3 below displays how the
components of CST and critical reflection relate:

Critical Social Theory involves:

Critical Reflection involves:

Critical thinking

Questioning of underlying values,
beliefs and assumptions

Awareness of political and social
systems and how these have created
oppression
Knowledge transformation through
action enquiry

Awareness of the wider social and
political issues affecting an
individual’s practice
Action focused – considering
alternative ways of practice,
questioning dogma

Participation – knowledge is
personally and socially structured

Collaboration

Effective communication

Dialogue

An understanding of oppressive
structures and power imbalance

Awareness of power relations

Figure 3 - How CST underpins critical reflection

It is important to note that the researcher considered Social Learning theory (SLT)
(Lave and Wenger, 1991) as an appropriate theory to underpin this research but
it was felt that CST adequately addressed the social dimension, meaning SLT
was disregarded. In an attempt to articulate how both ELT and CST have
underpinned this study, the researcher produced Figure 4 below. The diagram is
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followed by a commentary, which explains how both theories relate to the
theoretical concepts associated with reflective practice, the choice of
methodology and the data collection instruments.
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Figure 4 - Theoretical Underpinnings of Study
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Commentary
The two underpinning theories are strategically positioned to the left of the
reflective continuum. Kolb’s (1984) ELT is positioned towards the lower left, next
to reflection, highlighting that this theory underpins the components of what
reflection is in practice. The listed components of reflection clearly align to the
key facets of Kolb’s ELT, where both advocate reflecting on experience with the
aim of improving practice and recognising that central to reflection is the
integration of theory and practice as opposed to the application of theory to
practice (Thompson and Pascal, 2012).
Critical social theory (CST) is positioned at the opposite end of the continuum,
next to critical reflection. It is clear that the components of CST are paralleled with
the key facets of what constitutes critical reflection. CST and the concept of
critical reflection both emphasise the importance of questioning underlying
values, beliefs and assumptions with an awareness of an individual’s power
position in a specific context. Effective dialogue with others is a critical component
of both, where the aim is to move from knowledge transmission to knowledge
transformation (Fook, 2007).
As noted in the literature above, developing pre-service teachers’ reflective skills
is a difficult task. The issues that can impact a pre-service PE teacher’s ability to
reflect are identified in the middle section of the diagram, to the right of the
reflective continuum. These are deliberately positioned next to the continuum,
helping to articulate why pre-service PE teachers find it difficult to make progress
with their reflective skills and convey factors affecting where their reflective
capacities can be positioned along the continuum. For example, all pre-service
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PE teachers want to pass the course and therefore they are likely to invest time
and effort in completing assessed work, such as assignments. Since reflective
practice is often not formally assessed on ITE courses, some students may,
therefore, not consider it to be a priority and thus will invest little time or effort
when completing reflective tasks, which will inhibit their reflective progress,
meaning they are likely to be placed on the lower end of this continuum, close to
reflection.
The previously noted widespread confusion and lack of coherence that exists in
relation to reflective practice in ITE, combined with the researcher’s lack of
knowledge in this area meant that the researcher decided to employ an AR
methodology. The use of AR permits the ongoing action-reflection cycle with the
aim of improving the researcher’s practice in this area. The key attributes of AR
are situated at the bottom of the diagram, indicating that the data collection
instruments which are listed above, have been employed within an AR
framework. Each AR component closely relates to either ELT, CST, reflection or
critical reflection. For example, the participatory and collaborative component of
AR is a key feature of CST and critical reflection whilst the improvement focused
component connects to the features of ELT and reflection.
Each data collection instrument is aligned to either ELT, CST, reflection or critical
reflection. The weekly reflections, peer review and video-assisted reflection all
involve reflecting on experience by integrating theory and practice with a view to
improving future practice. Each of these collection instruments involve elements
of collaboration and dialogue. The weekly reflections are shared with peers via
an online discussion forum with a purpose of reviewing, discussing and
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questioning each other’s experiences. The peer review process addresses the
importance of feedback and dialogue in the reflective process, recognising how
new knowledge can be both personally and collectively structured. Videoassisted reflections involve the same collaborative elements as peer review but
the involvement of the PE teacher mentor in this process brings into focus the
question of power relations, which is a feature of critical reflection. The replaying
of the video presents opportunities for individuals to analyse how their underlying
values, beliefs and assumptions may have influenced their practice or how their
practice may have been influenced by the values of their mentor which again is
a feature connected to critical reflection.
Observations of students’ teaching practice are important in that they can provide
an insight into the attitude that students have towards reflective practice. Whilst
the observations form a normal part of the PGCE assessment process, the
researcher was focused on how each student made use of their previous week’s
reflection in terms of informing planning and subsequently teaching and learning.
Therefore, the researcher was able to make a judgement as to whether individual
students had developed a sense of responsibility, whole-heartedness and openmindedness (Dewey, 1933, Farrell, 2014) which clearly impacts how they
approach reflection and how they are likely to progress or not.
The decision to use focus groups was based on the premise that students would
have the opportunity to share views and discuss their reflective experiences in a
participatory and collaborative way. Therefore, this instrument clearly aligns with
the principles of ELT, CST, reflection and critical reflection. Each data collection
instrument will be discussed in more detail in chapter 3.
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At the extreme right of the diagram is Larrivee’s (2004) reflective framework, a
paralleled extension to the reflective continuum. The positioning of Larrivee’s
levels next to the data collection instruments is significant, indicating that the
reflections emerging from weekly reflections, peer review and video-assisted
reflections were assessed against Larrivee’s framework in order to determine the
reflective levels attained by each student. The positioning of Larrivee’s first level,
pre-reflection, on this continuum, relative to the reflective continuum is important,
since it highlights that Larrivee’s framework contains an extended level of
reflection that the theory connected to reflective practice fails to acknowledge.
This section considered the literature surrounding the theory of reflection and it
would appear that the theory base is underdeveloped, resulting in frequent
misinterpretation and consequently misapplication of reflective practice. The
misapplication of reflective practice has obvious consequences for the
development of teachers’ reflective skills and ultimately teaching practice. In
terms of summarising what this means, it should be noted that the
underdeveloped theory base of reflection not only negatively impacts how
reflective theories are understood but it consequently impacts how reflective
approaches are formed. If such reflective approaches are formed on the basis of
an underdeveloped theory base, then it is likely that these approaches are also
underdeveloped. The application of underdeveloped reflective approaches to
help teachers combine theory and practice is likely to inhibit teachers’ reflective
work, meaning that they struggle to reflect in a purposeful way. The final part of
this section discussed the two theories that underpin this study, Kolb’s ELT and
CST. Figure 4 was presented, providing an overview of how the two theories
underpin the theoretical concepts of reflection and critical reflection and how they
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also relate to the choice of AR methodology and the particular data collection
instruments that were employed. In light of the issues identified thus far, such as
the confusion surrounding the concepts of reflection and critical reflection, the
limitations of Schon’s work, the complexities involved in integrating theory and
practice and the clearly underdeveloped theory base, the next section considers
whether or not reflective practice can be taught to pre-service teachers.
2.1.5

Can reflective practice be taught?

Amongst the majority of literature sources on reflective practice, there appears to
be the assumption that all teachers can reflect. Authors such as Lyons (1998),
however, have posed some very important questions relating to the concept of
reflective practice. Lyons (1998) points to reports relating to North America in the
1990s which highlighted that ‘reflection was not uniformly achieved’ (p.116) and
whilst many experienced teachers lauded the approach to reflection, many could
not differentiate ‘between description, analysis and reflection’ (p.116). This led
Lyons (1998) to pose a number of questions: why can some teachers engage in
reflective practice and others cannot?, what influences an individual’s ability to
reflect?, can reflective practice be taught?, and is it possible that the acquisition
of reflective skills is developmental? It is my intention to address these questions
in relation to pre-service teachers in the quest for further clarification around the
concept of reflective practice.
McGarr and McCormack (2014, p.268) believe that ‘the process of engaging
student teachers in reflective practice is a challenging undertaking’, a view
supported by Huberman (1995) who points out that the early career of many
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teachers is simply concerned with surviving the day-to-day trials and tribulations
of the classroom, meaning that many will not regard reflection as one of their top
priorities. McGarr and McCormack (2014) emphasise that when confronted with
such a challenging context, teachers are more likely to reflect on aspects of their
teaching that permit survival where they ‘draw on existing beliefs’ (p.268),
meaning that such reflections are technical/practical rather than being critical.
Ross (1989) argues that such an approach is normal for beginning teachers as
reflection usually occurs in three developmental stages: 1. Provide examples and
describe what occurred, 2. Provide a thorough analysis from one perspective but
be aware that different situations may require a different approach. 3. Provide
critical reflective accounts whereby a range of perspectives have been
considered and where there is clear recognition of the ‘teacher’s actions beyond
the classroom’ (Lambe, 2011, p.89). This view is supported by Hobbs (2007) who
emphasises that learners need to be developmentally ready to critically reflect
and that some pre-service teachers and indeed experienced teachers may be
incapable of reflecting. To become critically self-aware is a skill that can only be
attained with experience and high levels of intelligence (Hockly, 2000). In
consideration of this assertion, it must be noted that Hockly’s reference to being
‘critically self-aware’ highlights the importance of being reflexive, a skill which he
claims can only develop with experience as well as being dependent on the
individual possessing the necessary intelligence required to acquire these skills.
As noted above, critical reflection requires teachers to question their values,
beliefs and underlying assumptions in the wider social and political context,
therefore, if we take Hockly’s view to be true, we cannot expect pre-service
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teachers to engage in critical reflection. In fact, it is possible that some teachers
will never have the intellectual capacity to reflect at a critical level.
Griffin (2003) acknowledges that acquiring critical reflective skills is a
developmental process and that pre-service teachers begin their study at
different developmental stages along this continuum i.e. technical – critical. King
and Kitchener (2004) share a similar view by highlighting their Reflective
Judgment Model (RJM) which describes ‘a progression of seven major steps in
the development of reflective thinking’ and where each stage ‘represents a
qualitatively different epistemological perspective’ (p.6). Griffin (2003) also
emphasises that experienced teachers are capable of engaging more critically
with reflection than a novice teacher and that to expect novice teachers to
critically reflect is somewhat unrealistic. This view is supported by Gordon (1984)
who points to evidence that novices with their lack of ‘practical mastery’ are likely
to follow models in a mechanistic fashion but as they become more experienced,
they will display greater flexibility in utilising such models. Roberts (1998) argues
that novice teachers, for example, have most often ‘not yet explored or examined
their own personal theories of teaching and learning and that reflection on
‘borrowed’ routines requires a depth of understanding that novice teachers just
don’t have’ (p.59). Finlay (2008) maintains that the reflections derived from this
process cannot be effective. According to Hobbs (2007), even individuals who
are capable of reflecting may simply dislike reflective practice and see it as a
waste of their time. Her view that some teachers may simply not value reflection
is worthy of further scrutiny. The literature identifies some possible reasons for
such an approach. Finlay (2008) highlights the compulsory element often
associated with reflective practice as a barrier to developing students’ reflective
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skills and claims that, ‘where assessment lurks, any genuine, honest, critical selfexamination may well be discouraged’ (p.14). Hobbs (2007) supports this view
by pointing to research she conducted when she was an active participant on a
TESOL (Teachers of English to speakers of other languages) certificate course
in 2005. Each participant had to keep a teaching practice journal that was
assessed and Hobbs found that a number of the participants felt pressured to
reflect in a way that pleased the tutors, meaning that their reflections were
insincere.
Finlay (2008) emphasises the difficulties associated with teaching reflective
practice and emphasises that the emergence of many difficulties in this process
is not surprising, ‘given the confusion about what exactly it is, the complexity of
the processes involved and the fact there is no end to what can be reflected upon’
(p.15). She emphasises that not only is it difficult to be reflective, it is difficult to
teach reflection but that doing and teaching reflection effectively, is even more
difficult. Finlay (2008) highlights that reflective practice can be taught but to teach
effectively requires a very careful and considered approach. The first aspect
which Finlay (2008) considers to be of vital importance, is the presentation of
reflective practice. She points to the importance of presenting the concept with
care so that you maximise the potential of motivating students to engage with the
process. She insists that this ‘should not be a ‘dry’ academic exercise’ (Ibid, p.16)
where various models of reflection are presented but that students should be
introduced to reflection through engagement with context-specific experiences
where they get to see/hear how professionals cope in the reality of practice.
Finlay (2008) stresses the importance of students taking ownership of this
process from the beginning, whereby they engage with student-centred tasks that
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require them to discuss and debate issues emerging, a process that allows
students’ reflective abilities to develop naturally, following ‘their own values and
spirit of inquiry’ whilst also helping them to see from an early stage that ‘practice
often involves uncertainty and that answers are never clear-cut’ (p.16). She
believes that it is only when students begin to recognise the positive side of
reflection that they should be introduced to various structured models of
reflection. The models must also be offered in context and students made aware
that each model is only one of a wide range of available reflective tools. Finlay
(2008) emphasises the importance of allowing students to utilise a range of
models so that they do not begin to think that there is only one way to reflect as
well as letting them experience models that demand a more complex approach
to reflection. Hobbs (2007) maintains that students may prefer being introduced
to more basic models of reflection that requires them to initially describe their
teaching experiences and when they become more experienced, they can begin
to utilise models that require a more analytical and critical reflective approach.
Finlay (2008) highlights the importance of providing adequate support for
students when they begin to engage with reflection and the need for them to feel
safe and have support from others considered to be ‘effective reflectors’. She
argues that students must also have the opportunity to experiment with a wide
range of reflective strategies in a variety of contexts such as, ‘formal, informal,
written, verbal’ (Ibid, p.17), private and dialogic as well as engaging with
reflection-in action and reflection-on action. As a result of engaging in a wide
variety of reflective forms, students can begin to understand what approaches
suit them in particular situations and what methods suit specific contexts. This
view is supported by Pellegrino and Gerber (2012, p.2) who argue that reflection
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‘is personal in nature and, while one method might work best for one teacher, it
might prove less useful to a colleague’. Quinn (2000) notes that reflective
activities are very time-consuming and that very busy professionals may not have
the time to provide lengthy written accounts but may be better to focus on
developing their reflection-in action skills whilst student teachers may have the
time to provide lengthy written reflective accounts. Finlay (2008) also emphasises
the importance of teacher educators exposing students to a wide variety of
teaching tools such as: case studies, critical incidents and role play, arguing that
there is evidence to support the utilisation of each method.
From the evidence presented it would seem that we can answer Lyons’ (1998)
questions to some degree. If we take the first two questions together (why can
some teachers reflect and some cannot, what influences an individual’s ability to
reflect?) it would seem that a lack of motivation can have an impact on one’s
ability to reflect as they may not value the role of reflection in their teaching. The
manner by which reflection is presented to pre-service teachers appears to have
a huge bearing on the attitude towards reflection. Ineffective presentation of
reflection will do little to motivate students to engage with reflection thus inhibiting
their ability to develop their reflective skills. It would also seem that the ability to
reflect is impacted by an individual’s prior experience and level of intelligence. In
response to Lyons’ 4th question it would seem that all pre-service teachers will
begin their reflective work at different stages along the reflective continuum,
therefore, indicating that acquiring reflective skills is a developmental process, a
process that can be accelerated with effective teaching or one that can be
inhibited with ineffective teaching. It would, therefore, appear that the teaching of
reflective practice combined with the individual’s initial reflective skills determines
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the progress that can be made during the early stages of a teacher’s career. It is
also clear that reflection can be taught (answer to Lyon’s 3rd question) but that
teaching it effectively is a challenge. Russell (2005, p.203) supports this view by
arguing that, ‘reflective practice can and should be taught-explicitly, directly,
thoughtfully and patiently’. However, Lynch (2000) insists that the impact of
teacher reflection depends on ‘who does it and how they go about it’ (p.36). The
next section will therefore focus on those responsible for teaching reflection,
teacher educators.
2.1.6

The role of the teacher educator

The responsibility for teaching and supporting the development of reflective
practice mainly lies with teacher educators. According to Lupinski et al (2012), it
is the responsibility of teacher educators to ensure that pre-service teachers have
the opportunity to develop their reflective skills by engaging with appropriate
methods but they must also ‘model how reflection-in-action and reflection-foraction work’ (p.85). This view is supported by Shoffner (2008) who insists that
teacher educators must utilise reflective practice to provide opportunities for
growth and ‘change in individual understanding’ (p.125). Moon (1999)
acknowledges the importance of reflection in teacher education programmes but
emphasises that it must be coached, a view supported by LaBoskey (1994) who
stresses that one of the key aims of teacher education should be to teach preservice teachers what it means to be reflective and how to reflect. Lane et al
(2014) emphasise that the development of a common understanding of reflection
amongst teacher educators is crucial as this helps to facilitate ‘the sharing of
models/exemplars of best practice and the development of a common set of
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indicators for assessing reflection and providing feedback’ (p.482). They are
quick to point out that establishing this consistency of understanding and
approach can be very difficult for teams of teacher educators due to the fact that
quite often these educators work with large numbers of diverse students across
both primary and post-primary courses and indeed across a range of different
disciplines. They maintain that these problems are heightened ‘by the fact that
academics in teacher education often differ in their level of experience designing
and assessing reflective tasks and vary in their awareness of evidence-based
practice in this area’ (Ibid, p.482). From the evidence presented it is clear that the
variations in approach to reflection by teacher educators have contributed to the
confusion and inconsistencies surrounding reflection. If teacher educators are
unclear about reflection how can they develop effective reflective skills in preservice teachers? Can teacher educators develop reflection amongst pre-service
teachers if they do not critically reflect on their own practice?
Whilst Tsangaridou and Polemitou (2015) emphasise that teacher education is
an ‘exceptionally complex’ enterprise, a view supported by Kinsella (2009), they
insist that teacher educators should not view the ‘foci of reflection in a hierarchical
order; instead they should realise that all foci are important and interconnected’
and that they should provide opportunities for students ‘to reflect on all aspects
of teaching and help them develop certain pedagogical practices which have
positive effects on students’ (p.79). It is worth highlighting the views of Uhrich
(2009) who developed the Hierarchy of Reflective Practice in physical education:
a decision map for technical reflection-in action. Having reviewed relevant
literature on reflection in physical education, she states that, ‘each study situates
itself individually and consequently fails to provide a coherent structure for
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teacher educators for use in introducing then reinforcing reflective behaviours
that can be used during and after a teaching episode’ (Ibid, p.503). Uhrich (2009)
claims that this lack of structure has forced teacher educators to develop a
hierarchy, whereby certain reflective practices are appropriate for inexperienced
teachers and more complex practices are appropriate for experienced teachers.
Whilst Uhrich (2009) emphasises the need for a systematic approach to develop
reflective skills in pre-service PE teachers, she does acknowledge that ‘some
physical education teacher educators may not require a logical and sequential’
(p.504) approach and indeed pre-service teachers may not react positively to
being instructed to think in such a linear manner. However, others such as
Tsangaridou and O’Sullivan (1994) disagree with such a linear approach,
claiming that teachers are capable of deeper reflection, depending on the
particular context and their values and beliefs.
This section highlighted that the understanding and value of reflective practice
amongst teacher educators varies due to their individual experience, the
particular subject they teach and indeed the context in which they teach.
Summary
Section 2.1 began by reviewing the literature connected to the theoretical
concepts of reflection and critical reflection, where a distinction between the
concepts is made. The concept of reflexivity is then explored and noted as a key
facet of what it means to reflect critically. Exploration of these concepts
highlighted the widespread uncertainty and confusion that exists in relation to
reflective practice. A critique of Donald Schon’s work on reflection-in-action and
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reflection-on-action is then presented, which acknowledges the significant
contribution of his work to reflection in education and identifies the limitations of
his work. Following this, there is a discussion of the complexities associated with
integrating theory and practice when reflecting. The next section begins by
addressing the underdeveloped theory base connected with reflective practice,
which is followed by a discussion of the two main theories that underpin this
study, Kolb’s ELT and CST, and how they relate to the concepts of reflection and
critical reflection, the AR methodology and the various data collection
instruments. Following this, there is a discussion around whether it is possible or
not to teach reflective practice and the last section discusses the role of those
responsible for teaching it, teacher educators.

2.2

A review of empirical studies

In this section of the literature review, the author will begin by exploring the role
of reflection in education, particularly initial teacher education.
2.2.1

Reflection in Education and Initial Teacher Education (ITE)

Fathi and Behzadpour (2011) in their discussion of the ‘rise of reflective teaching’,
claim that in light of the discord that exists between theorists and practitioners,
reflective practice was introduced because it was viewed as a ‘solution to the
dilemma’ (p.242), a view supported by Akbari (2007). Cornford (2002) points to
the existence of numerous studies on reflective practice where the findings state
that pre-service teachers regard reflective practice as being of great value in their
development. However, Richards and Lockhart (1999) argue that one reason for
this is that teachers gain little from conventional approaches that can be used to
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address their practical issues and that ‘reflective teaching has emerged as a
response to the call for a substitute for the concept of method’ (Fathi and
Behzadpour, 2011, p.242). Giminez (1999) points to teacher education in the 90s
as being the ‘heyday’ of reflective practice while Fathi and Behzadpour (2011)
are keen to emphasise that ‘nobody engaging in the field of teacher education
can deny its ubiquitous role in this field’ (p.242).
Some authors (Beauchamp, 2006; Fendler, 2003), doubt whether reflective
practice should be a component of ITE, claiming that the concept remains
controversial and ambiguous. Desjardins (2000) emphasises that reflective
practice has become a significant feature of teacher education programmes and
this has created heavy expectations, ‘despite the lack of theoretical grounding’
(Collin et al, 2013, p.105). It would seem that the concept of reflective practice
crept into teacher education before its effectiveness could be assessed (Ibid).
Despite the confusion surrounding reflection, it is important to note that over the
years it has gained momentum in education (Fathi and Behzadpour, 2011).
Lane et al (2014) note that ‘there is a long tradition of research highlighting the
importance of reflective practice in teacher education’ (p.482) claiming that many
authors (Bain et al, 1999; Rodgers, 2002; Russell, 2005; Shoffner, 2008)
emphasise that in order to develop reflective skills, student teachers must receive
‘explicit teaching and modelling of evidence-based practice and the provision of
targeted feedback’ (p.482). Boulton and Hriamiak (2012, p.503) note that,
‘Trainee teachers are taught how to reflect both at university and while on practice
but in reality this is a skill that is often hard to acquire’. In reference to their 15
years of educating teachers, they claim that one of the most difficult aspects of
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the course for students, is developing a professional level of reflection. According
to Rocco (2010) many students come from undergraduate courses where the
focus is very much on developing their subject knowledge and therefore have
very little experience when it comes to reflection. Olson and Finson (2009, p.45)
note that, ‘Unfortunately, research indicates that prospective teachers do not
reflect on practice in ways that are meaningful or that will move their practices
forward’. Although the development of reflective practice is regarded as a core
element of all ITE programmes, researchers have discovered that pre-service
and early career teachers generally produce low-quality reflections (El-Dib, 2007;
Penso, Shoham, & Shiloah, 2001). Boud and Walker (1998) noted that reflective
practice in many teacher education programmes was not well consolidated and
designed. Shoffner (2008) agrees, noting that quite often, teacher educators
utilise particular structures to support reflective practice, meaning that student
teachers are given a set framework within which they form their reflections. She
maintains that student teachers are therefore ‘consciously guided through set
aspects of reflective thinking’ but warns that such an approach ‘censors
alternative ways of approaching reflection’ with many students believing that
‘there is only one right way to reflect’ (Ibid, 2008, p.125).
According to Too (2013), the main function of reflection in ITE is to improve the
students’ ability to consider their practice more carefully. Parsons and
Stephenson (2005) in reference to the work of Schon’s (1983) reflection-in-action
and reflection-on-action, cite Clandinin (1986) who claims that Schon’s approach
has one significant limitation. He argues that when Schon is describing particular
observations, he does so from an objective perspective and therefore can only
note behaviour that is observable. This means that the observer fails to capture
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the important thoughts and feelings of the teacher, which are considered to be of
importance in developing reflective skills (Clandinin, 1985). Parsons and
Stephenson (2005, p.96) agree, stating that, ‘a teacher’s personal practical
knowledge shapes a practitioner’s response to a situation and therefore plays a
crucial role in the process of reflection’. Hobbs (2007) holds a similar viewpoint
by highlighting the importance of teacher beliefs in the reflection process. She
maintains that all teachers will have accumulated thousands of hours being a
student and will therefore have developed strong beliefs about what constitutes
effective and ineffective teaching, ‘beliefs that are often rigid in the face of teacher
education’ (Ibid, 2007, p.406). This view is supported by Zwozdiak-Myers (2012,
p.68) who notes that ‘the socialisation process of being a pupil in school for many
years’ has allowed pre-service teachers to build ‘preconceptions about the nature
of teaching’. If progress is to be made, Hobbs (2007, p.406) believes that
‘teachers and teachers-in-training, in particular, must voice, confront and
evaluate these beliefs in the light of alternative models of teaching’. Parsons and
Stephenson (2005) support this view by emphasising that students must have an
awareness of and be in a position to evaluate their own understandings about
teaching if they are to become a reflective practitioner. However, Zwozdiak-Myers
(2012, p.84) claims that ‘teachers are unable to change personal theories and
beliefs they are unaware of, and are often unwilling to confront those they are
aware of unless they see good reason to do so’. Boulton and Hramiak (2012,
p.507) believe that true reflection allows, ‘trainees to build on their professional
knowledge, adding to it as a result of such reflection, and in doing so, also build
on their own understanding of teaching and learning, both as teachers and as
learners themselves’. However, Bain et al (2002) note that developing critically
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reflective skills and making the link between reflective theory and practice can be
difficult for trainee teachers.
Fathi and Behzadpour (2011) emphasise that very few studies have been
published that actually consider the impact of reflection on classroom
effectiveness. Cornford (2002) emphasises that whilst there is no doubt that
reflective approaches are ‘theoretically rich’, the problem lies with trying to
translate this into practice. Fathi and Behzadpour (2011) point out that no
evidence exists which highlights that reflective practice has resulted in better
teaching practice for beginning teachers. Akbari (2007) supports this view by
emphasising that whilst there is evidence to suggest that reflection can increase
both job satisfaction and teacher self-efficacy, there is little evidence to suggest
that it will lead to improved student attainment or improved teacher performance.
Fathi and Behzadpour (2011) argue that due to the lack of evidence linking
reflective practice to improved teaching and learning, reflection as an approach
contains a ‘big flaw’.
From the evidence presented it would appear that reflection is a core component
of many teacher education programmes but that the apparent confusion
surrounding the concept and its application has resulted in many different
interpretations of how reflection should be delivered in ITE. Indeed, the variations
in approach have led some to question the very existence of reflective work in
teacher education. Many pre-service teachers enter ITE with ‘well-developed and
hardy beliefs’ which must be ‘subjected to a form of interrogation and questioning’
(Zwozdiak-Myers, 2012, p.84) so that they become aware of how these views are
impacting their practice. Considering that reflection is a critical component of
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teacher education, it is surprising that there is a lack of evidence linking its
effectiveness to improving teaching and learning. It is the intention of the
researcher to investigate the link between reflective approaches and their impact
on the PGCE students’ practice.
The next sub-section addresses approaches to reflection and considers when
reflective practice should begin for pre-service teachers, how the concept should
be introduced and how structured or unstructured the approach should be.
2.2.2

The when and how of reflective practice

Hatton and Smith (1995) believe that reflective practice should be fostered from
the very beginning of ITE. Fund et al (2002) point out that different researchers
highlight various approaches for nurturing reflective practice, such as ‘practicum,
action research and micro-teaching’ but that ‘written reflections offer the clearest
evidence of reflection’ (p.486). However, as Woodward (1998) points out, many
written reports turn out to be very descriptive and thus non-reflective. Hobbs
(2007) acknowledges that written reflections of past learning experiences are a
significant component of reflective practice in ITE programmes but emphasises
that such approaches have ‘one thing in common, they are all typically required
assignments’ (p.406). It is important to highlight that whilst Fund et al (2002)
consider written reflective accounts to provide valid information, both Woodward
(1998) and Hobbs (2007) disagree, claiming that many are not deserving of the
title ‘reflective’. Hobbs (2007) does acknowledge that when conducted with
sincerity, reflective practice can be a powerful tool for teachers to critically
examine their practice, but argues that, ‘there is some question as to whether or

73

not RP can, in fact, be a required component of a course and still retain validity
as genuine reflection. Can trainee teachers, or individuals for that matter, be
forced to be reflective?’ (p.406).
Larrivee (2008), however, argues that since it is widely acknowledged that it is
difficult to move teachers beyond surface level reflection, ‘without carefully
constructed guidance, prospective and novice, as well as more experienced,
teachers seem unable to engage in pedagogical and critical reflection to enhance
their practice’ (p.345). This view is supported by Hatton and Smith (1995) who
suggest that teachers’ reflective progress through the various levels of reflection
is likely to be developmental in that they will need to consider technical aspects
first, thus indicating a structured approach to guiding reflective practice. There
have been many reflective frameworks produced, each containing similar levels
or categories of reflection (Tsangaridou and O’Sullivan, 1994, Larivee, 2000).
One of the earliest frameworks produced was by van Manen (1997) who
proposed three levels of reflectivity. Technical reflection is the first level where
teachers generally reflect on instructional and managerial issues related to
classroom practice. Practical reflection was van Manen’s second level where
teachers reflect on the assumptions that underpin their actions and decisions.
The third level is critical reflection where teachers reflect on the wider social and
political context of their practice.
Olson and Finson (2009) support the view of Hatton and Smith (1995),
emphasising that reflective progression is possible but that pre-service teachers
must be carefully taught and supported through this process. Poom- Valickis and
Mathews (2013, p.421) agree, stating that, ‘strategies that promote development
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of reflective skills, particularly in the early stages of a novice teacher’s career,
may lead to improved levels of reflection’. It is interesting to note that they have
used the phrase, ‘may lead’ indicating that there is no guarantee that the use of
these strategies will definitely lead to improvement in reflective capacity. Fund et
al (2002) take this a step further by stating,
‘While a wide variety of approaches have been employed to foster reflection
among student teachers and other intending professionals, there is little
research evidence to show that the use and enhancement of reflection has
actually been achieved’ (p.486).
Belvis et al (2013) however, point to research on reflective practice where the
authors agree with its capacity to improve teaching and learning (Parsons and
Stephenson 2005; Johansson, Sandberg and Vuorinen 2007; Kavaliauskiene et
al 2007). Belvis et al (2013) emphasise that student teachers explore their
teaching experiences ‘through observation and subsequent interpretation’; and
that by employing particular techniques gain access to information that, ‘should
lead to an improvement of professional practice’ (p.280). They note that the
experiences gained via teaching practice become the starting point for this type
of learning. Rhine and Bryant (2007) in acknowledging that it is the role of the
teacher educator to facilitate this development, state that,
‘The irony of teacher education is that at the point at which pre-service
teachers are most in need of assistance developing reflective habits and
linking theory to practice they are usually most isolated from their mentors
in higher education’ (p.346).
According to McCormack et al (2007), teacher educators are aware that preservice teachers must go through necessary stages as they develop their
understanding of teaching and learning. Too (2013) insists that guidance and
structure are necessary components of reflective practice for pre-service
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teachers, since ‘their past learning values may be based on limited subject
knowledge and thus, a limited repertoire of skills for assessing their own learning’
(p.161). Larrivee (2000) disagrees with this, stating that, ‘the process of becoming
a reflective practitioner cannot be prescribed’ (p.296). Callens and Elen (2015)
investigated the reflective work of 164 pre-service primary and secondary
teachers by comparing the use of a linear (structured) and non-linear (structured)
approach to reflection. The findings indicate that the use of a linear structured
journal helps to support critical reflection more than a non-linear structured one.
Shoffner (2008), conscious of the various ways that teacher educators attempt to
incorporate reflection into student work, wanted to ‘create authentic experiences
with reflection’ that would ‘translate beyond the University setting into personal
reflective practice’ (p.123). She conducted a study with pre-service teachers who
were asked to use weblogs as a means of recording their reflections. The study
found that weblogs were effective in supporting the students’ reflective work but
more importantly revealed an individualistic approach to reflection. Shoffner
(2008, p.123-124) states that, ‘the pre-service teachers altered the reflective
process to meet their needs, producing a category of reflection I have termed
informal reflection’. She points out that informal reflection involves the integration
of theory and practice, a flexible framework, personal views and group interaction,
and stresses that when working together, these elements create ‘a reflective
approach that assists in bridging the divide between university-structured and
individually-initiated reflection’ (Ibid, p.124).
There is clearly a great divide amongst many authors regarding the utilisation of
structured or unstructured approaches for fostering reflection, with evidence
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supporting the effective use of both. This is an area that the researcher aims to
investigate in this study in an attempt to gain further insight into this aspect of
reflection. The next sub-section will explore relevant empirical studies related to
the following reflective approaches: written reflections, journal writing, peer
review and video.
2.2.3

Approaches to reflection

As was previously noted, many teacher educators utilise reflective essay writing
and journal writing as a means of starting pre-service teachers on their reflective
journeys. Boulton and Hramiak (2012) point out that much of this writing is never
shared with peers or indeed the university tutor, as the majority of teacher
education involves school placements, where tutor visits are infrequent. Alterio
(2004, p.322) points to the need for writings to be shared with others by stating,
‘When we write and reflect with others we can gain multiple perspectives’. Boulton
and Hramiak (2012) used shared online blogs with PGCE students in an attempt
to determine if blogs could be used to provide a setting for reflective practice
where the pre-service teachers could be encouraged to reflect on their
professional development over a sustained period of time. They concluded that,
‘there is substantial evidence that the blogs were a useful tool for reflective
practice, developing a deeper level of reflections and developing a community of
reflective practitioners’ (Ibid, p.513). Rodgers (2002) sees value in sharing
reflections with others in that it allows others the opportunity to view one’s ideas
whilst also revealing ‘both the strengths and holes in one’s thinking’ (p.856). New
understandings can be generated through such interaction as pre-service
teachers are exposed to a variety of perspectives, some of which will challenge
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their beliefs, whilst they will also receive support from others. Danielowicz (2001)
supports this view by arguing that such environments create a shared space
where pre-service teachers can socially exchange views that will involve the
creation of new understandings and the critique of current thinking. Shoffner
(2008) in her study of the use of web blogs (noted above) emphasises that the
communal interaction was highly valued by the participants. A number of the
students emphasised that responding to each other’s comments made it much
more interesting, with one particular student claiming that without interaction from
and with others, she did not value the weblog. Van Wyk (2013) conducted
research on the use of blogging with PGCE students who were teaching
Economics and Management Science in Open Distance Learning environments.
Van Wyk (2013, p.58) concluded that the ‘blogs positively assisted and supported
student teachers in their reflective practice’. It is interesting to note however that
when critiquing this article Van Wyk appears to have overstated the positives in
this study and fails to fully tackle the less favourable findings. For example, he
highlights that for some students the blogs were irrelevant but fails to explore the
reasons behind such views. On another occasion he points to students who did
not use the blog and reports that others saw the blog as an extra burden on top
of other course activities. He does give this point due attention but makes no
reference to any of the negative aspects in the conclusion. Yang (2009)
investigated the use of blogs with 43 student teachers in two teacher education
programmes at two science and technology institutions in central Taiwan. The
findings from this study report that the blog did ‘provide a more flexible time and
space for student teachers to reflect’ (Ibid, p.18). It is important to note however
that a key finding in this study was the important role that the two teacher
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educators played in supporting students with the various blogging activities. They
posed questions that made the students reflect more deeply as well as posting
reflections on their own practice, allowing them to model good practice in
reflection and demonstrate to the students that they were ‘active learners’ who
‘made themselves vulnerable to share their thoughts with student teachers’ (Ibid,
p.17). It would seem that developing an online shared space for reflection is a
valuable approach in helping pre-service teachers to reflect. This is an area that
the researcher intends to investigate. In the next sub-section, the use of journal
writing for facilitating reflection will be explored.
2.2.3.1

Journal Writing

Mason and Klein (2013) emphasise that reflective journal writing is one of the
most often used methods in pre-service teacher education. Seban (2009) in her
study with twenty-four pre-service teachers, analysed 271 journal entries that
were completed over a 14-week teaching practice placement. She found that
there was, ‘little evidence of critical thought on the part of teacher education
students’ (Ibid, p.678) with over 83% of the reflections categorised as technical
or descriptive. Mason and Klein (2013) insist that there are benefits to be gained
from engaging in reflective journal writing but that ‘reflective thinking and writing
are skills that require scaffolding, guidance and practice’ (p.210). It is important
to note that even though Seban (2009) provided clear guidance and structure for
her students, only 3.3% of the reflections were categorised as critical. Hume
(2009) in her work with postgraduate science students used student reflective
journals as a means of providing feedback about teaching and learning in
workshops and communicating their experiences on teaching practice, when
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away from University. Hume (2009) reported that the students’ comments tended
to be very descriptive and lacked depth of thought and as a result she introduced
certain measures into her teaching in an attempt to strengthen students’ reflective
skills. She noted that, ‘in order to encourage my students to engage in purposeful
and regular reflection, some measures and guidelines needed to be provided for
journal keeping and recognition given to the worth of their reflections’ (Ibid,
p.249).
Hume’s (2009) first support tool for her students was introducing them to what
she called, ‘Shulman’s framework’. She believed that her students needed to
understand that ‘good teachers utilise a complex knowledge base gained from a
range of sources’ (Ibid, p.249) to develop their understanding. During teaching
practice, the students were required to record their progress in relation to
Shulman’s ‘knowledge categories’ when completing their reflective journal
entries. The findings from the use of this first support mechanism did not produce
the desired results. She reported that the students’ entries made little reference
to their knowledge gains and only a small number of students made links to
Shulman’s framework. Over the course of the next two years, Hume (2009)
continued to develop her work on reflective journals by making explicit reference
to Shulman’s framework during university-based teaching sessions, an approach
which generated some success as the students began to comment on the
suitability of particular activities for learning rather than just being descriptive.
However, Hume (2009) points out that despite this more deliberate focus, ‘they
rarely related their experiences to Shulman’s framework and the growth of their
knowledge bases’ (p.251). Hume (2009) notes that her expectations for the
students’ reflective work were unrealistic and that she began to realise that
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reflection is more complicated than she had imagined. In response to this, she
decided to utilise AR as a means of investigating and improving the students’
reflective journal writing, with a particular focus on developing their pedagogical
content knowledge (PCK). She highlights the positive outcome of this approach,
stating that, ‘the strategies introduced in this initiative, particularly focused
coaching and practice of these skills in workshop activities prior to journalkeeping, are proving to be successful in promoting deeper levels of student
reflective thinking and greater awareness of what teaching science might involve’
(Ibid, p.248).
The evidence presented by Hume (2009) appears to indicate that journal writing
can be effective but that students will only develop this ability when teacher
educators provide intensive guidance and scaffolding during university-based
workshops. Pavlovich (2007) supports this view by emphasising that journal
writing can be a powerful mechanism for students to develop their reflective skills.
She realised that after using a learning journal with her students in year 1 that a
more rigorous and structured approach was required in order to facilitate and
extend the students’ reflective abilities. Pavlovich (2007) outlined that students
must include course readings, classroom discussions and personal experiences
in their reflections. Moon (1999) notes that it is necessary to include assessment
criteria when using journal writing, as it allows the participants to understand the
expectations. Pavlovich (2007) provided clear guidance as to the structure of
each journal entry, stating that it must include: description of the experience,
analysis of the experience, creation of ‘new meaning from the experience, and
action for learning’, believing that such a structure, ‘may assist students to move
beyond descriptive accounts of their experiences’ (p.287). It is important to note
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that Pavlovich (2007) claims that such a structure ‘may’ assist students and the
discussion section of her work supports this view, where she notes that whilst
most students were able to ‘move their entries into a more analytical space’, there
were others who ‘continued to write all three entries descriptively on class topics
and did not connect at a personal level’ (p.290). It would seem that whilst journal
writing is a very popular method utilised by teacher education courses, the
empirical evidence presented points to a method that has limited impact on the
development of reflective skills. The next sub-section reviews relevant literature
on the use of peer review as a reflective approach.
2.2.3.2

Peer review

According to Buchanan and Stern (2012, p.38), ‘there are many different forms
and approaches to peer review and consequently it is difficult to provide a precise
definition of peer review’. Van Zundert et al (2010) see peer review as ‘a process
whereby students evaluate or are evaluated by their peers’ (p.270). Bell (2005)
notes that participation in peer review has the potential to change one’s
educational outlook, a view supported by Zwozdiak-Myers (2012, p.101) who
points out that ‘peer observation can be a highly effective strategy for gaining
access to the alternative perspectives and viewpoints of others’. However, Wager
et al (2002) emphasise that on occasions those receiving feedback via peer
review only hear the negative aspects, even when the majority of the feedback is
positive. This view is supported by Bard (2014) who points out that teachers often
find it difficult to respond positively to constructive feedback. Buchanan and Stern
(2012) insist that despite the ‘possible biases of hearing only the negative…, peer
review can be designed to promote collaborative learning amongst students’
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(p.39). Yiend et al (2012, p.1) agree, stating that, ‘formative peer observation is
considered by many to be a powerful tool for providing feedback to individual
teachers, disseminating disciplinary good practice and fostering a local evaluative
enhancement culture’. Weller (2009) insists that peer observation builds
confidence and develops reflective thinking, whilst Desimone (2011) believes that
some of the most effective professional development experiences occur in
classrooms, where teachers observe their colleagues as well as having their own
practice observed. Hamilton (2012) provides evidence from his study with 43 staff
members of a public high school who engaged in peer review. Data was gathered
via the use of an anonymous online survey and a series of semi-structured
interviews. Whilst the majority of respondents highlighted the process as being
positive, some of the responses indicated that the experience for some staff was
limited. A number of teachers pointed to the fact that their colleague was using
similar practices which seemed to confirm for them that they were doing an
effective job.
Hamilton (2012) notes that whilst the observation of colleagues is important in
that it can allow opportunities for individuals to affirm their own pedagogical
approaches, ‘teachers should still thoughtfully consider what they and others do,
in order to construct opportunities for students’ learning as well as improve their
teaching practices’ (p.55). Loughran (2000) points out that all too often the
process of reflection permits teachers to justify their current practices, whilst Boud
and Walker (1998) claim that when reflective practice is uncritical, reflections can
simply reinforce prejudices and ineffective practice. Gosling (2005) adds further
support to this argument by stating that peer observation has the potential to
‘reinforce the reproduction of the traditional values and practices of the group’
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(p.24). Buchanan and Stern (2012) point to a study based on students enrolled
in a fourth- year history programme at Utrecht University in the Netherlands
where it was suggested that the majority of students benefitted greatly from peer
feedback, which for some individuals, ‘led to an improvement in their academic
growth’ (p.39). They emphasise that the study highlighted important differences
in the attainment levels between the students who engaged with peer review and
the groups who did not participate; with one specific difference being the better
quality of written work produced by those who completed peer review. Buchanan
and Stern (2012) highlight findings from their study with 60 PGCE Religious
Education students enrolled at Melbourne Catholic University, Australia (ACU).
The students were required to complete group presentations to their peers on
various teaching and learning approaches. Each group were given the freedom
to prepare their own peer review instrument with many utilising questionnaires
and the peer review instruments included both written and oral feedback. When
the process was complete, each participant was then invited to complete a short
questionnaire as well as participate in a focus group interview. The results from
this study indicated that the pre-service teachers recognised the benefit of
receiving peer feedback as part of their work. Buchanan and Stern (2012)
highlight two main findings, one being that the students saw the process as being
able to contribute to the development of ‘skills and pedagogical techniques for
the classroom’ (p.44) and secondly that the dialogic nature of learning
communities was central to the peer review process. They concluded that, ‘the
pre-service teachers involved in this study tended to view feedback from the peer
review in a positive light even in situations where they found the feedback to be
strongly critical of their work’ (Ibid, p.46).
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Hatzipanagos and Lygo-Baker (2006) argue however, that despite the potential
benefits to be gained from peer observation, it must be questioned whether
engagement in this process can enhance a teacher’s critical reflective skills or
improve their practice. Hendry et al (2014) make a clear distinction between ‘peer
observation’ and ‘peer review’, acknowledging that both terms are used
interchangeably in higher education literature. The critical difference for them is
that in peer review the observer is required to provide feedback whilst in peer
observation an observer can observe without providing feedback. They
acknowledge that teachers can learn from the peer review process when the
process is conducted appropriately and point to the work of Bell and Cooper
(2013) in a peer review programme in the School of Engineering at a major
Australian University; where participants enhanced their teaching skills and
confidence in teaching. Hendry et al (2014) clearly emphasise that the process
must be conducted appropriately and when referring to the study by Bell and
Cooper (2013), highlight that effective leadership and ‘a preparatory workshop on
giving feedback as a critical friend’ (p.319) were central to conducting an
appropriate peer review programme.
Gosling (2009) regards effective feedback as a significant component of peer
review but maintains that many observers are not capable of providing
meaningful feedback on others’ teaching practices. Yiend et al (2012) argue that
this claim by Gosling raises many doubts about the value of peer observation of
teaching in developing teachers’ critical reflective skills. Atkinson and Bolt (2010)
point out that a more effective method is to involve an experienced observer and
a peer observer and whilst this may provide an avenue for pursuing a more critical
perspective on teaching, ‘there remains a lack of evidence about whether
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participation in such a process can be a catalyst for change’ (Yiend et al, 2012,
p.2). Bard (2014) also highlights feedback as a crucial element in the reflective
process, by emphasising that most of the difficulties surrounding the
implementation of reflective practice results from the feedback that teachers
receive. She points out that teachers are generally not very receptive to feedback,
particularly if it has been provided by a mentor or supervisor. Bard (2014) believes
that many supervisors regard their job as ‘assessing the quality of the teacher’s
practice… rather than guiding the teacher to excellence through exploration’
(p.3). If both parties fail to realise that they should be learning from each other,
‘the task of analysing the situation… and seeking alternatives is not only
challenging, but prone to fail’ (Ibid, p.3). Zwozdiak-Myers (2012) notes that in
order for the process to be successful, there must be ‘mutual respect between
partners; trust; a supportive environment; and stretching, challenging and
pushing each other’s thinking’ (p.102). Buchanan and Stern (2012) note that a
critical component of effective post-lesson feedback sessions is having the
questions prepared in advance as this helps to generate a more reflective
discussion. The students in their study reported that feedback delivered by an
authority figure (tutor) was regarded as personal as opposed to the peer feedback
which they viewed as being more constructive. Choy and Oo (2012) in relation to
teacher reflection, point to the importance of analysing and articulating problems
before action is taken, thus emphasising the importance of dialogue, although
they make no reference to the importance of relationship dynamics in this
process. Bard (2014) insists that putting dialogue at the heart of reflective practice
is the most difficult aspect.
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From the literature presented, it would appear that peer review, when
implemented appropriately is an effective method for supporting the development
of pre-service teachers’ reflective skills. Effective implementation would consist
of pre-service teachers leading the process, designing feedback questions and
the creation of a positive working relationship between the reviewer and the
teacher. Involving tutors in peer review appears to reduce the learning and
development opportunities for the pre-service teacher. Perhaps the involvement
of a peer and tutor in this process would be effective (Fund, 2010), a view
supported by Peterson (2003, p.240) who notes that ‘as readers and writers
interact within a classroom, a sense of reciprocity develops between them’,
creating a mutually beneficial situation, particularly when feedback is nonjudgemental. The empirical studies referred to above indicate that peer review
has the potential to be an effective approach for developing teachers’ reflective
skills. However, it seems that a key determinant in how useful this approach can
be, relies on the quality of feedback delivered by the reviewer. The next subsection reviews literature on the use of video to support the development of
teachers’ reflective skills.
2.2.3.3

Video-assisted reflection

Welsch and Devlin (2007) emphasise that one of the most promising practices in
developing reflective practice involves the use of video. They believe that video
can be used to enhance pre-service teachers’ reflective skills and provide a
medium whereby they can observe and interpret their practice. In their study with
pre-service teachers who were on teaching practice in a special educational
needs (SEN) setting, the students consented to having two lessons videoed. The
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standard practice for all non-videoed lessons was that the pre-service teachers
completed a written reflection referred to as ‘Memory-based reflection’ (MBR)
whereby each student responded to a six-item reflective framework that posed
specific questions. For the ‘Video-based reflection’ (VBR), the pre-service
teacher watched the video of himself or herself teaching and then completed the
written reflection by responding to the same six questions used in the MBR
condition. Welsch and Devlin (2007) utilised a scoring rubric to assess the quality
of the written reflections and compared the quality of written reflection under MBR
conditions with the quality under VBR conditions. It was found that across all
participants, a slightly higher cumulative mean score on the reflection profile was
demonstrated under VBR. 94% of all students reported that after viewing the
videoed teaching session their ability to reflect was enhanced in comparison with
their ability when reflecting under the MBR condition. Students also
overwhelmingly believed that the videotaped sessions enhanced their ability to
reflect on student learning, however, Welsch and Devlin (2007, p.58) noted that,
‘reflection probe data indicate minimal difference in students’ ability to identify
individual student functioning and reasons for performance’.
Welsch and Devlin (2007), point out that reflective practice can be viewed on a
continuum where participants move from ‘superficial to significant to the
potentially profound’ (p.58). Larrivee’s (2004) reflective framework outlines such
a continuum with four levels of reflection: pre-reflection, surface level reflection,
pedagogical reflection and critical reflection. In the pre-reflection stage, preservice teachers take things for granted, often attributing problems to pupils
without questioning their own abilities or adapting their teaching to suit pupil
needs, whilst those reflecting at surface level focus on what works for them
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without considering their underlying beliefs and assumptions with the words
descriptive and technical being associated with this stage. In pedagogical
reflection, pre-service teachers focus on connecting theory and practice in an
attempt to make sense of their teaching and at the critical level of reflection they
examine their personal and professional belief systems whilst reflecting on the
moral and ethical implications of their practice in the wider social, political and
economic context of their practice.
Welsch and Devlin (2007) highlight that at the superficial stage, student teachers
are very much concerned with ‘means rather than ends’ (p.58) where the focus
is on the use of correct instructional approaches; whereas the significant stage
involves questioning underlying beliefs and assumptions in order to make sense
of their experiences and decisions so that they can take their practice forward.
They claim at the potentially profound level, ‘the worth of knowledge is in
question’ (p.58) where it is not about seeking answers but it is more important to
question the existing answers. Hatton and Smith (1995) point out that for preservice teachers, reflective practice is a developmental process that is
individually determined, meaning that progression through the various levels is
not the same for all students. Welsch and Devlin (2007) highlight that for the
students in their study the videotape promoted reflection at surface level where
the students focused on the technical aspects of their practice (first level) rather
than facilitating the students’ ability to consider more effective methods for
practice (second level).
Rhine and Byrant (2007) support the use of video to promote reflective practice
amongst pre-service teachers. In a three-year study with pre-service secondary
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school teachers, the students were required to video lessons and then share
selected clips from the videos with their peers, who subsequently reviewed the
clip and provided feedback. Having analysed students’ reflective online
comments, Rhine and Byrant (2007, p.351) commented that they ‘found common
categories of discourse that provided us with evidence that the digital video
assignment nudged our students toward a more reflective stance’. It is interesting
to note that Rhine and Byrant (2007) highlight only two examples from the online
work where students had a clear focus on teaching and learning by stating, ‘In
their comments to their peers they moved beyond discussion of the superficial
logistics of the classroom to an exploration of their emerging philosophies of
learning’ (p.352). It would appear that not all students reached this level of
reflection, thus supporting the above view from Hatton and Smith (1995) that all
students develop their reflective abilities at different rates. The findings from
Welsch and Devlin (2007) also appear to support these findings in that their study
produced little evidence of students moving beyond surface level reflection.
Harford et al (2010) conducted a study with pre-service teachers where they used
video for the purpose of self and peer review. During the course of their teaching
practice each student was expected to video at least two lessons that were to be
shared with their reflective partner for peer review, whilst each student also kept
a reflective diary. When it reached the point where all students had at least two
lessons videoed, a final group analysis session took place whereby each student
had to upload a 10-minute clip from one of their videoed lessons; with each clip
then being analysed and discussed by the group and tutor. Harford et al (2010,
p.59) insist that, ‘while videoing of one’s own work is hugely informative, peervideoing can be transformative’. They found that peer-video analysis provided an
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effective tool for ‘scaffolding and promoting reflective practice among student
teachers’ and that the students had the opportunity ‘to see a wider range of
classroom contexts than they would ordinarily experience’ (Ibid, p.65). Overall,
the findings suggest that the peer-video process significantly impacted the
students’ reflective abilities which in turn impacted classroom practice (Harford et
al, 2010). It is important to note that they made no reference to the particular level
or depth of the students’ reflective comments and from analysis of the sixteen
student comments evidenced in the article, the majority could be categorised as
surface level with the students mainly commenting on technical aspects of their
practice. It could be argued, however, that the decision to utilise a prescribed
framework when analysing video sessions that facilitated a ‘systematic and
developmental critique of the student teachers’ classes’ (Ibid, p.60) inhibited
students’ reflective development.
Danielowich (2014) points out that the high degree of scaffolding used when
reviewing video may be ‘prompting teachers to simply express more of what they
perceive are the ‘right’ reform-minded ideas, just as they might do over time in
response to classroom observation reports’ (p.265). Miller (2009) argues that
student teachers in particular often regard the standards and competencies
against which they are assessed as being fixed and that attaining each
competency is an end goal. Dori and Herscovitz (2005) support this view by
emphasising that many student teachers are therefore unable to adapt their
practice in different settings and as result require constant support as they learn
how to express their views about their practice and to analyse, accept or
disregard the meanings that emerge from those thoughts. Danielowich (2014)
believes that engagement with this type of reflection can help reduce ‘resistance
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to regular peer observation and discussion’ (p.266) and increase a student
teacher’s self-efficacy so that they are not only receptive to feedback but they
seek feedback from their peers and utilise it to inform their practice.
Wenger (1999) emphasises that student teachers find it very difficult to take
ownership of their learning as they are often struggling to establish their authority
as a practitioner, striving to achieve competency in their teaching. According to
van Es and Sherin (2002), video allows student teachers the opportunity ‘to
remove themselves from the demands of the classroom, such as having to take
action and make instructional decisions… and to step back from the events…
and examine them closely’ (p.576), a view supported by Greenwalt (2008) who
believes that the use of video helps to ‘facilitate distant viewings and therefore
personal insight’ (p.389). Cummins et al (2007) maintain that the use of video
teaching evidence helps create conflict in the mind of the teacher, allowing them
to examine their pedagogical decisions, an approach which Danielowich (2014,
p.266) believes helps them to analyse their ‘intentions and actions and triggers
change-directed thinking to resolve the conflicts’. Yerrick et al (2005) support this
view, noting that one of the greatest benefits of video is repeated viewing which
helps teachers to reflect in ways that are unlikely to emerge via selective memory.
Danielowich (2012) points out that teachers when analysing the practice of others
are likely to use the same conceptual framework they use when making decisions
about their own practice and if they regularly engage with the process of
exchanging feedback of videoed teaching episodes with peers, then the
emerging conflicts will become much more obvious. Danielowich (2014) used
video and peer-sharing with six post-primary pre-service biology teachers. The
peer-video sharing context was loosely guided whereby the students simply
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responded to and discussed what they observed without having to answer
specific set questions. Danielowich (2014) found that this approach ‘allowed them
to generate some change-directed thinking... that encouraged them to vary, find,
or start out on pathways for pursuing change’ (p.284).
The evidence relating to the use of video in supporting the development of
reflective skills amongst pre-service and practising physical education teachers
appears to be positive. The main benefits seem to be: (a) having the opportunity
to conduct repeated viewings allowing teachers to step back and view their
teaching objectively, (b) some teachers progress from technical to critical
reflection at a quicker rate, (c) when used to assist with peer review it appears to
be more powerful as teachers benefit from another perspective. It is important to
note though that a prescribed framework for video reflection may inhibit reflection
as it can allow teachers to confirm their existing ideas in the same way they might
do after receiving an observation report. The next sub-section will review the role
of reflection, specifically in the context of physical education.
2.2.4

Reflection in Physical Education

An appropriate starting point for reviewing reflection in physical education is the
paper written by Standal and Moe (2013) entitled, ‘Reflective practice in Physical
Education and Physical education Teacher Education: A Review of the Literature
Since 1995’. They identify the work of Tsangaridou and O’Sullivan (1994) who
created the Reflective Framework for Teaching in physical education (RFTPE) as
being of significance in developing reflective practices in physical education. The
RFTPE consists of two main categories: the focus of reflection and the level of
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reflection. The focus of reflection is divided into technical, situational and
sensitizing and the levels are description, justification and critique. As an
example, ‘... a sensitizing-descriptive, justificatory, and critical reflection involves
providing descriptive information combined with logical explanations and
evaluations of an action from a critical, socio-political perspective’ (Standal and
Moe, 2013, p.221).
Standal and Moe (2013) begin their focus on reflective practice in Physical
Education Teacher Education (PETE) by pointing to the work of Ballard and
McBride (2010) who found that pre-service physical education teachers made
limited progress with their reflective work whilst also highlighting the work of Zhu
(2011) who found that pre-service teachers mainly reflected on technical aspects
of their practice. On a positive note, they point to the findings of Crawford, O’Reilly
and Luttrell (2012) who made specific use of the RFTPE to assess pre-service
teachers’ reflections during a physical activity course and concluded that the use
of the framework allowed the pre-service teachers to develop ‘more analytical
responses to their teaching and a greater emphasis was placed on sensitizing
reflections’ (Standal and Moe, 2013, p.225). Based on their literature review,
Standal and Moe (2013) make three clear distinctions between the contexts of
physical education and PETE: 1. The inability of pre-service PE teachers to
critically reflect on their practice, 2. PE teachers require reflective communities
and 3. The approach used to generate reflection. They found that the majority of
pre-service physical education teachers find it difficult to move beyond the
technical level of reflection, although they did highlight the work of Garrett and
Wrench (2008) who reported that some pre-service

teachers were able to

critically reflect on their practice. Standal and Moe (2013) state that one of the
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strongest findings emerging from their review of the various PE studies is the
importance of having access to a reflective community. In discussion of the
various approaches used to generate reflection, they conclude that ‘there is no
study that compares the impact of different media, such as written reflections
versus the use of video recordings for the purpose of enhancing pre-service
teachers’ reflective capabilities in PETE’ (Ibid, p.228). The author’s research will
compare the use of different reflective approaches, therefore, addressing a gap
in the literature.
McCormack (2001) investigated the use of reflective journal writing, focus group
interviews and questionnaires with 90 first year PE student teachers in an attempt
to uncover their skill development and attitudes towards, the teaching of dance.
Data were collected over a period of 14 weeks where the students participated in
a 2-hour dance workshop each week. The journal entries were analysed using
Tsangaridou and O’Sullivan’s (1994) RFTPE. The study found that these student
teachers arrived at the course with a wide range of reflective skills and varying
attitudes towards dance. The study also discovered that some students,
particularly the more mature aged students were able to reflect more deeply on
their practice whilst others struggled to reflect beyond the technical aspects of
their practice. Gender differences were noted in relation to attitudes towards
teaching dance and motivation for completing reflective journal entries. Female
group members were more eager to teach dance and reflect on their experiences,
compared to the males, who particularly in the early stages of the study
demonstrated low levels of motivation towards teaching dance and reflecting on
the experience. Although the study found that the majority of students valued
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journal writing, ‘some student teachers felt hindered by a lack of personal
reflective writing skill’ (McCormack, 2001, p.5).
Jung (2012) investigated the reflections of three exceptional physical education
teachers. Her study focused on 1) what exceptional physical education teachers
choose to reflect on and 2) how these reflections influenced their practice. She
highlights the complex and context-specific problems that teachers encounter on
a daily basis but emphasises that ‘no single right course of action is available’
(Ibid, p.158). Ovens and Tinning (2009) insist that teachers must make decisions
based on their own personal theories whilst always being aware of the specific
context they are experiencing. Jung (2012) supports this view but emphasises
that whilst teachers need to acquire the necessary skills to deal with the unique
subject related issues, ‘it is impossible for teacher educators to prepare teachers
with all of the knowledge and strategies that they will need for every situation they
will encounter’ (p.158). As has been highlighted above, developing reflective
skills amongst pre-service teachers is a critical element of all teacher education
programmes and is central to improving teaching and learning. However, as
Graber (2001) points out, reflection is one of the least investigated areas in
physical education. The findings from Jung’s (2012) study can be considered
significant in the context of reflection in physical education as the findings
highlight clear context-specific issues associated with physical education. Jung
(2012) found that the teachers focused on four key areas for reflection: a) the
students, b) instruction c) context and d) critical incidents. These findings support
the earlier work of Tsangaridou and O’Sullivan (1997) who investigated the
reflections of four physical education teachers. The common areas identified as
the focus for reflection were: student learning and instruction, ethical and moral
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issues (which mainly focused on students with learning needs), contextual issues
and macro-reflection (similar to what was termed critical incidents in Jung’s
study). Some of the evidence presented by Jung (2012) highlights the unique
context of physical education. When reflecting on the pupils, reference was made
to the differences and the range of psycho-motor skill levels amongst the pupils
with each teacher emphasising the importance of identifying pupil needs and
tailoring their lesson to suit. Pupils’ likes and dislikes in physical education were
also identified as being important in terms of adapting the curriculum to cater for
specific pupil interests. The particular pupil focused content discussed above is
unique to physical education.
When reflecting on instruction, two of the main areas focused on were (a)
management strategies and (b) grouping strategies. All three teachers
emphasised classroom management as being of high importance and the
identification of spatial concerns and equipment distribution, aspects particularly
unique to physical education. Whilst many teachers are likely to consider
classroom management as being of importance when reflecting, the particular
focus on the use of space and distributing equipment is very specific to the
context of physical education. The teachers discussed space in the context of
how to effectively use the space available and distributing equipment identified
health and safety aspects as well as ensuring time was not lost.
The focus on groupings in the context of PE is also very specific because it is the
one subject where you can expect the range of ability within the class to be wide
ranging, particularly when you consider the breadth and uniqueness of the
different activities. Each teacher discussed the importance of appropriate
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groupings so that pupil learning could be maximised. All three teachers also
reflected on their specific context with reference to the principal, class sizes and
parents. The value placed on physical education by the principal whether positive
or negative influenced the teachers’ reflections and the importance of speaking
with parents in order to find out more about their child was also a feature of the
reflections. The teachers particularly focused on pupils who had specific physical
disabilities and how they could best include these pupils. Again, the focus on the
physical ability/disability of pupils is unique to the context of physical education.
All three teachers reflected on critical incidents that had occurred during their
career to date (a) burn-out, (b) devaluation of PE, (c) students’ injuries and (d)
positive experiences. It was emphasised how the devaluation of PE by colleagues
was an issue that annoyed these teachers and caused them to reflect on the
importance of PE and ensuring they remain an advocate for the subject. As was
identified under instruction, health and safety issues were discussed in relation
to students’ injuries with one teacher claiming that the need to focus on health
and safety was negatively impacting student learning. Jung’s (2012) study
highlights the specific context that physical educationalists experience and the
findings show that this context influences their reflective focus.
In a more recent study, Tsangaridou and Polemitou (2015) investigated the
reflections of five pre-service primary physical education teachers. The findings
from this study identified similar foci to that found in Tsangaridou and O’Sullivan
(1997) and Jung (2012) with the following main areas addressed in their
reflections: pedagogical (mainly focused on managerial and instructional factors
that impacted student learning), PCK – pedagogical content knowledge (the use
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of appropriate teaching strategies to enhance student learning), content (in
relation to skills, tactics and rules required for particular activities) and social
issues (equality, fair-play and cooperation). The findings from Tsangaridou and
O’Sullivan (1997), Jung (2012) and Tsangaridou and Poletmitou (2015) are
similar and would appear to suggest that the specific context of physical
education impacts the particular areas that pre-service and qualified physical
education teachers choose to reflect on.
O’Connell and Dyment (2011) in their research with pre-service health and PE
teachers focused on the students’ use of journal writing as the medium for
reflection. They found that journal writing was valued by some students and
devalued by others, many of whom did not see the importance of thinking critically
or reflectively. This supports the work of Cisero (2006) who sees them as tedious
and not necessary. The important point to emphasise is that the study by
O’Connell and Dyment did not focus on the specifics of using journal writing to
reflect in physical education but simply highlighted general issues with journal
writing which are applicable to all subjects.
Lamb et al (2012) investigated the use of a buddy peer review process to assist
with the development of 23 pre-service physical education teachers’ reflective
skills. Each student had their teaching video-recorded and then reviewed by a
peer, meaning each student undertook the role of teacher and reviewer. It is
interesting to note that they justified the study by arguing that there was a ‘need
for further empirical evidence of impact of reflection on teaching in physical
education’ (p.24). The findings were extremely positive with all students claiming
that the process of peer review allowed for a safe, relaxed, equal and pedagogic

99

space to reflect without the fear of being judged. They reported that the students
‘developed a sense of professional identity, expanded their ability to reflect
effectively on their own and another’s practice and increased their capacity to
distinguish appropriate generic and subject-specific skills’ (Ibid, p.35). The
reference to subject-specific skills is important in that the use of video has allowed
students to replay the lesson and have the opportunity to identify subject-specific
issues that they may not normally have identified through standard post-lesson
reflection. However, Lamb et al (2012) did not identify the precise nature of these
subject-specific skills which would have been beneficial for the reader. They also
noted that ‘the trainees demonstrated at times and in varying degrees migration
from ‘technical’ to ‘critical’ levels of reflection’ (p.35) but did not present clear
examples of such reflections. It would seem that the use of a buddy peer review
system aided by video recorded lessons is beneficial in allowing pre-service PE
teachers to reflect on subject-specific aspects, but it would be of more benefit to
know what these aspects were.
From the evidence presented above, it would appear that while some progress
has been made in developing reflective practice in physical education, there is
still much work to be done. Most of the studies report that pre-service PE teachers
struggle to reflect beyond the technical aspects of their practice. It is obvious that,
‘bridging the theory-practice divide appears to be a crucial challenge for PETE’
(Standal and Moe, 2013, p.229). It is also worth reiterating that very few studies
have focused on reflection with qualified PE teachers and that there exists little
evidence relating to the impact of reflection on the practice of teachers.
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2.2.5

Summary

Section 2.2 began by discussing the role of reflection in education and ITE where
there exists a range of interpretations as to what should constitute reflective
practice. This was followed by a discussion of the common approaches used to
facilitate reflection, particularly in ITE. The use of written work as a medium for
recording reflections was explored, followed by the use of journal writing, peer
review and video-assisted reflection. The evidence suggests that the
collaborative approaches of peer review and video are most effective. The last
section addressed evidence relating to reflection in physical education, where
there have been few studies conducted and of those that have been, the majority
are focused on ITE.
The issues that have emerged from the review of literature are outlined below:

•

There is a distinction between reflection and critical reflection, but many
authors do not make this distinction clear

•

There is debate amongst some authors regarding the precise nature of
critical reflection with some claiming that complete personal reflection can
be critical whilst others emphasise that it can only be called critical
reflection when teachers consider the relevant social and political issues

•

Schon’s work on reflection-in-action has been critiqued with some authors
claiming that being able to reflect whilst teaching is not possible and that
Schon’s attempt at dissolving the mind-body dualism did not work
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•

Reflective practice can be taught but it is difficult to teach when we
consider the confusion surrounding its definition and lack of guidance on
how it should be taught

•

Teacher educators have an important role to play in developing preservice teachers’ reflective skills and the difficulties are exacerbated when
we recognise the range of individual attitudes and experience that these
educators possess in relation to reflective practice

•

Closing the theory-practice divide is a huge challenge for pre-service
teachers

•

Many pre-service teachers struggle to reflect beyond technical aspects of
their practice with many authors arguing that the acquisition of reflective
skills is developmental

•

There is a long tradition of reflection in ITE but there appears to be a lack
of coherence throughout the field

•

True reflection only exists when teachers develop three main
characteristics – open-mindedness, whole-heartedness and responsibility,
combined with an ability to question their underlying beliefs and
assumptions

•

Various reflective methods/approaches exist, all of which appear to have
benefits and drawbacks

•

Written reflections are considered essential by many authors but there are
those who question if written reflections are deserving of being labelled
‘reflective’, since most written accounts are descriptive

•

Differences of opinion exist as to whether written reflections should be
assessed or not
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•

Journal writing is perhaps one of the most popular reflective methods but
very few studies report significant changes in pre-service teachers’
reflective abilities after utilising journal writing

•

Peer review is considered effective in developing reflective skills, as is the
use of video

•

In studies of peer review where the findings were particularly positive, a
recurring theme was that the pre-service teachers took ownership of the
process

•

Reflective practice in PETE requires considerable development with very
few studies focusing on the specific context of physical education

•

Very little evidence exists as to the impact of reflection on improving
teachers’ classroom practice and on improving pupil attainment

•

Very few studies report on practising teachers’ reflections with the vast
majority of studies focused on reflection in ITE.

Whilst it is noted that each issue above is important in relation to understanding
the literature, the author has identified key issues that are central to the research
design. It is noted above that various reflective approaches exist and each
approach appears to have benefits and drawbacks. However, the majority of
studies investigate the use of one approach in isolation but do not utilise other
approaches for comparison purposes. Therefore, this research will focus on
exposing PGCE PE students to a range of reflective approaches so that the
effectiveness of each approach can be analysed and compared to the others.
Highlighted above is that journal writing is one of the most popular methods but
very few studies report improvement in participants’ abilities to reflect. Therefore,
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taking this point on board in conjunction with the view (reported in the review of
literature) that reflection is more effective when conducted with others, journal
writing will not be utilised. However, the students will use an online discussion
forum where they can share their weekly reflections with peers and PGCE tutor.
Peer review and video-assisted reflections appear to be beneficial for improving
reflective practice so the author will explore the use of both approaches in this
study. A fundamental message in the review of literature is that very little
evidence exists pertaining to the impact of reflection on teachers’ practice so this
is an area that will be explored in the research. The use of reflection in physical
education has received minimal attention by authors and since the participants of
this study are PGCE PE students, this will ensure that all reported findings will be
subject specific. The review of PE related reflection literature also highlighted the
breadth of activities that PE teachers must deliver. Considering this information
in conjunction with the findings from the reconnaissance period of study, where
some individual students appeared to reflect more deeply on lessons involving
their area of expertise, this has led the researcher to investigate whether or not
greater expertise in a curriculum component results in higher quality reflections.
The final area addressed in this research is whether or not reflective practice is
utilised by beginning teachers during their first year of practice. The researcher
intends to investigate the experiences of these participants in relation to reflective
practice at the end of their induction year.
As a result of the issues described above in the summary and the reconnaissance
period of study, the researcher devised the following research questions.
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Research Questions
1.

In what ways do pre-service PE teachers’ reflective capacities change
across the PGCE year?

2.

What approaches to reflection are most effective for developing preservice PE teachers’ reflective skills?

3.

Does having more subject knowledge allow pre-service PE teachers to
produce higher quality reflections?

4.

How do pre-service PE teachers make use of their weekly reflections?

5.

In what ways do pre-service PE teachers use reflective practice during
their first year as a qualified teacher?

Having reviewed the literature and identified the key research questions, the
author will proceed to outline the research methods, data collection tools and
proposed approaches to data analysis in chapter 3.
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Chapter 3 - Methodology
3.0

Introduction

This chapter provides a discussion and analysis of the methodological
approaches employed in the study. As noted in the introduction, the study
employed Action Research (AR) and thus the chapter will begin with a discussion
surrounding the use of AR. This is followed by a discussion of the qualitative
nature of the study. The various data collection approaches are then explained,
beginning with students’ weekly reflections, the peer review process, videoassisted reflections, lesson observations and focus group interviews. This is
followed by a discussion of the various approaches to data analysis.
The thesis investigates the use of various approaches to developing reflective
practice amongst a group of PGCE PE students. As previously noted, the
researcher has had considerable prior experience in the area of reflective
practice, as a student teacher, a PE teacher and now currently as a PE teacher
educator. Therefore, the researcher brings to the study his own beliefs and values
relating to reflective practice. Ogden (2008) in discussing qualitative research,
emphasises that the crucial ‘imperative is for researchers to be aware of their
values and predispositions and to acknowledge them as inseparable from the
research process’ (p.61), a view supported by Mehra (2002). Throughout this
study, the researcher, therefore, aimed to acknowledge his ‘own subjectivity in
the research process’ (Ogden, 2008, p.61), an approach which is supported by
Ortlipp (2008) who notes that ‘A reflexive approach to the research process is
now widely accepted in much qualitative research’ (p.695). In order to keep as
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accurate a record as possible, the researcher kept a reflective journal, a strategy
which is encouraged by Ahern (1999) and Etherington (2004). Since the
researcher would not be sharing the journal with anyone, he felt this was an
appropriate way to record his thoughts, where he could be honest and sincere.
The researcher’s reflexivity will be discussed later in the chapter (see p.107-8)
whereby the aim is to demonstrate how the content of this journal helped to create
‘transparency in the research process’ and how it had ‘concrete effects on the
research design’ (Ortlipp, 2008, p.696).

3.1

An introduction to Action Research

McGrath and O’Toole (2012) argue that the main aim of AR is to put learning into
practice whereby the action-reflection cycle is used to help meet the overall
learning outcomes. They proceed to emphasise that not only is the focus on
embedding learning into practice, but there is a second aim which is to generate
knowledge that helps contribute to theories of action. According to Reason and
Bradbury (2001), AR involves experimentation, where the actions of the
researcher within a particular participatory community are monitored and
evaluated, with an overall aim to improve the performance of the community or
improve the issue being investigated. It is significant to note that in their later
work, Reason and Bradbury (2008) stress that improving practice alone is not
enough because if the research fails to build upon or test theory, it lacks
significance. McGrath and O’Toole (2012) therefore, highlight that conducting
effective AR is very demanding as researchers are expected to provide practical
solutions in a real world setting as well as contributing to the advancement of
knowledge in the particular area. Argysis and Schon (1991) in commenting on
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the action/research debate refer to the dual outcomes as the double burden’
(p.86). They state that the nature of action research highlights issues surrounding
its rigour and relevance, since most action researchers are aiming to develop
theories of practice that can be utilised beyond the initial research setting.
Within this study the researcher is aiming to develop improved approaches to
fostering student teachers’ reflective skills, as well as to create new knowledge
around the role of reflection in teaching and learning. As previously highlighted in
the review of literature, current approaches to developing student teachers’
reflective skills highlight many inconsistencies in approach as well as an apparent
limited understanding and application of reflective theory. Issues surrounding the
lack of definition associated with reflection, the overuse of written reflective
accounts, the assumption that all student teachers know how to reflect without
being taught, and the potential to utilise a wide range of approaches mean that
this study is open to ‘trial and error’. The lack of concrete ideas in relation to
developing and implementing reflective practice means that the researcher has
no hypothesis to test, but rather he is aiming to investigate various approaches
to reflection with the aim of discovering which methods, if any, are more effective
and thereby enhance his knowledge and understanding of this complex area.
Within the context of the researcher’s own practice as a PGCE tutor, it was
evident that current use of reflective practice was having a limited impact upon
the students’ reflective skills. Therefore, the researcher was keen to improve his
practice in this area and, based on the issues highlighted above, decided to
conduct this investigation within an AR framework. The researcher was,
therefore, taking action to improve practice in a particular area, realizing that this
would involve ‘processes of improvement’ (McNiff & Whitehead, 2009, p.11)
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whilst also recognising that this research could not be programmatic and cannot
be defined in terms of hard and fast methods’ (Reason and Bradbury, 2008, p.3).
The first phase of AR in this study was the reconnaissance period, which lasted
two years.

3.2

Reconnaissance Phase

Prior to conducting the data collection phase of the study, the researcher felt it
would be beneficial to complete a two-year reconnaissance phase which would
allow him to develop an understanding of what is possible in relation to supporting
students’ reflective development. The approaches explored in this phase helped
to clarify ‘where I was starting from in my real-world situation’ (McNiff et al, 2003,
p.35). The reconnaissance period, therefore, allowed the researcher to hone his
skills and the processes involved, thus providing an insight into what approaches
were deemed most effective for utilization during the data collection period. The
process, in conjunction with the review of literature helped the researcher to
devise appropriate questions that led to improvement (Maxwell & Choeden,
2012). This two-year reconnaissance study was conducted within an AR
framework where the researcher worked with two separate PGCE groups in
consecutive years. The work with these groups involved the following:
1.

The presentation of reflective practice – with the aim of making it
valuable and worthwhile to students

2.

The exploration and testing of a range of approaches to developing
reflective skills

3.

The development and testing of different reflective guides
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4.

Using tightly developed processes to gather qualitative data from
student feedback across the PGCE year

By using the cyclical process of AR, the researcher implemented various
reflective approaches and based on ongoing evaluation of students’ reflective
work across school placements, student feedback and personal reflection of the
process, approaches were modified and then reimplemented. This process was
repeated four times across the two-year period, twice during year one and twice
during year two. Figure 5 below provides an overview for the first year (2015-16).
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2015-16

Reflective approaches
used

Students’ work

AR Cycle

Semester 1
& 2 in
University
setting

Reflections after each
University peer teach
session where all students
reflected on the strengths
and areas for development
within the lesson. It was
hoped that the sharing of
reflections via an online
discussion board would
stimulate discussion and
lead to higher quality
reflective discussions. Prior
to engaging with the online
discussion forum, the
students received a session
on how to use the forum.
Students had access to
sample postings where there
was a focus on posing
effective questions.

Reflections were consistently
descriptive (low quality) and
long-winded (Larrivee’s
framework used to
categorise). On rare
occasions the student who
taught was made consider
aspects of their lesson they
had not originally thought of,
showing that the
collaborative element was
helping. However, most of
the reflections were very
positive and lacking a critical
edge.

Student feedback at end of semester 1 noted that
reflections were time consuming with many reporting
that there was no need for each student to post a
reflection as many of them addressed the same
issues. Using this feedback and the researcher’s
analysis of the students’ reflective work (using
Larrivee’s framework) the process was modified for
semester 2.
During semester 2, two university-based workshops
were conducted that focused on developing students’
depth of thinking. It was also agreed that only those
students who taught the peer session would post a
reflection to the discussion board – the others were to
read and pose questions to stimulate deeper thinking
if they felt it was required.
Student feedback at end of semester 2, in conjunction
with researcher’s ongoing analysis of student
reflections resulted in the decision to discontinue this
approach for 2016-17.
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2015-16

Reflective approaches
used

Students’ work

AR Cycle

SE1

Weekly unstructured
reflections where students
were to provide an overview
of their week’s teaching and
to be posted to the online
discussion board.

These reflections were
descriptive (low quality) and
often repetitive. (Larrivee’s
framework used to
categorise)

Student feedback (requesting more structured
guidance), combined with ongoing AR cycle and
literature review resulted in the decision to modify this
approach for SE2.

SE2

Daily lesson plan reflections
where students completed
‘lesson reflection template’
after each taught lesson.
These were kept in the
students’ SE files meaning
they were not shared with
others

These reflections were again
descriptive and thus low
quality. (Larrivee’s
framework used to
categorise)

Student feedback at end of semester 2 noted that this
process was time-consuming and combined with
ongoing evaluation of students’ work and AR cycle,
the process was changed for the following academic
year. The lesson reflection template was not used in
2016-17 but instead the students were introduced to
Gibbs’ reflective framework (see appendix 2)

Figure 5 - Overview of reconnaissance period 1

112

Gibbs’ Reflective Cycle
As previously noted, the students wanted guidance on how to structure their
reflections. The researcher considered suitable reflective frameworks such as
Rolfe’s (2001) but decided to utilise Gibbs’ reflective cycle. Husebo et al (2015)
note that the cycle comprises six stages and that it ‘provides a structure that…
guides the process of reflecting’ (p.369) where individuals respond to a checklist
of key questions. The six stages are description, feelings, evaluation, analysis,
conclusion and action plan. Gibbs (1988) sees the reflective cycle as a structured
debriefing that should prevent learners from beginning with ‘superficial
descriptions of what happened to premature conclusions’ (p.25). Husebo et al
(2015) note that each step in Gibbs’ cycle informs the next and that the use of
questions in each step can guide lesson debriefings and provide structure.
Lawrence (2008) and Powley (2013) point out that Gibbs’ framework is wellstructured and easy to follow. Moon (2007) emphasises that the framework can
be useful to students when they first begin to reflect but that it is a support tool
that should be abandoned when appropriate. Husebo et al (2015) highlight a
limitation of Gibbs’ model in that it ‘provides no guide as to the achievement of
better quality reflection… the model might encourage a relatively superficial form
of reflection’ (p.374). Kihlgren et al (2014), however, note that Gibbs’ cycle does
foster deeper reflection whilst Wilding (2008) insists that Gibbs’ cycle is ideal for
those in the pre-service stage since the lack of complexity permits ‘better
engagement with the process’ (p.724). The researcher, therefore, felt that it was
appropriate to use Gibbs’ cycle with these pre-service PE teachers.
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3.2.1 Researcher’s reflections on 2015-16
As previously noted in the introduction, the researcher kept a personal reflective
diary throughout this AR study. Two extracts from 2015-16 are worth highlighting
as they help to demonstrate how the researcher’s own personal beliefs and
assumptions impacted the study. As noted in figure 5 above, in an attempt to
improve the students’ depth of reflection, he conducted two workshops during
semester 2. At the time the researcher thought his approach would be effective
but when reflecting on his actions and decisions throughout the year, he realised
that both sessions were not what the students required since they were too theory
based and not practical enough. The researcher at this stage of the study was
becoming familiar with the literature connected to reflective practice and
somehow believed that subjecting the students to more theory would enhance
their reflective skills. This approach was wrong and failed to have any impact,
highlighting that at that particular time in the study, the researcher’s beliefs
directly influenced the course of action to be taken.
The second reflection relates to the implementation of the lesson plan reflective
template for SE2 when the students were expected to reflect on each lesson they
taught. Again, at the time of making this decision the researcher felt that it was
logical, based on the fact that the students wanted some structure and that their
reflective work during SE1 was of low-quality. However, reflecting on this at the
end of 2015-16 he wondered how the process changed from having the students
reflect on two lessons per week via the online discussion board to having them
reflect on up to 12 lessons per week, in a process where their reflections were
not shared with peers or the PGCE tutor. The researcher believes that his
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underlying assumption, of which he was unaware of at the time - ‘the more they
reflect, the better they will become’, was the basis for this decision. As a result of
this reflective process the researcher learned two things:
1.

The students must receive better guidance and support in learning to
reflect and that this must be modelled

2.

The focus must be on developing effective reflective practice as
opposed to focusing on quantity of reflection

Figure 6 below provides an overview for year two (2016-17) of the
reconnaissance phase.
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2016-17

Reflective practice approaches

Students’ work

AR Cycle

Semester
1 and 2
in
University

After each peer teaching session, the
student who taught the lesson received
verbal feedback from his/her peers and the
course tutor. The student recorded the
feedback on their phone for the purpose of
helping them to reflect on their practice.
However, the students were encouraged
but not required to post a lesson reflection
to the online discussion board.

Students did not have to
complete a lesson
reflection.

Student feedback at the end of both
semesters was positive, with the majority
stating that the audio recorded feedback
discussions helped them to think about
aspects of their practice that they were not
aware of during or indeed immediately after
the teach.

Students reflected on their week’s teaching
by identifying two lessons that they would
reflect upon in greater detail – one lesson
that required much improvement and one
that went fairly well but still required
improvement. Using the annotated lesson
plan notes for these lessons, the students
used Gibbs’ framework to compose and
post the reflections to the online discussion
forum.

In SE1 the quality of
reflections produced
were low-level and
descriptive as opposed
to being analytical.

Student feedback at end of semester 1 was
positive, with 7/12 students stating that their
reflections were beneficial in helping to
support their progress and the other 5 said
they were ‘somewhat’ useful .

In SE2 the quality of
reflections were
marginally better where
a few students were
beginning to make
stronger connections

In response to student feedback that written
reflections were time-consuming and that
some preferred to speak their thoughts,
during semester 2 university-based teaching
sessions, the students were introduced to

SE1 and
SE2

It was decided to continue with this approach
in 2017-18.
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2016-17

Reflective practice approaches

Students’ work

AR Cycle

between theory, practice
and pupil learning.

different media for recording their reflections
- audio and video.
Based on an analysis of their reflections, the
researcher also held two reflective practice
workshops where the focus was on
developing the students’ depth of reflection.
Students assessed sample reflections using
Larrivee’s (2004) framework, thus allowing
them to explore the differences and meaning
connected to the various category
statements.

SE2

Students were encouraged to observe a
Work was not shared
peer teaching. If possible, they were to
with peers or researcher.
observe a PE student but if logistics proved
difficult then they could observe another
peer from a different subject. The students
used the feedback provided in conjunction
with their own annotated lesson plan notes
to produce a more detailed lesson
reflection. They did not have to share this
reflection via the online discussion board.

Figure 6 - Overview of year 2 reconnaissance study

7 students managed to engage with this
process, either as a reviewer, reviewee or
both, meaning 5 students did not engage.
Feedback from the students who engaged
was very positive, with a number citing that
the process was more relaxed compared to
when a mentor or tutor observes their
practice. It was decided to use this approach
during the 2017-18 course.
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3.2.2

Personal reflections from year two

Upon reflection, it would seem that the decision to not have students share their
peer reviewed reflections was a mistake. This decision was made based on the
fact that the students could choose which lessons they wished to reflect upon and
therefore the researcher did not wish to force the students into sharing these
reflections. However, whilst the students who engaged with this process found it
beneficial, the researcher was unable to access the reflections and make a
judgement as to how the process impacted their reflection work. Therefore, the
researcher was unable to fully reflect on this process.
3.2.3

Outcome of reconnaissance phase

Based on the reconnaissance phase, the following reflective practice approaches
would be implemented with the 2017-18 cohort, during semester 1.

•

At the end of each university-based peer teach lesson, the group along
with the PGCE PE tutor would provide feedback to the students who
taught the lesson. The student would audio record the feedback on
their phone. The students would be encouraged to post a reflection to
the online discussion board but not required to

•

Two weekly reflections (one on a weak lesson and one on a fairly good
lesson) posted to an online shared discussion area using Gibbs’
reflective framework (see appendix 2) as a structure

•

All students to engage in peer review process and to share reflections
with peers and PGCE tutor
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An overview of the AR process for 2017-18 is provided below on p.151-153 (see
fig.11).
The next section addresses the key components of AR, where the researcher
explains how this study fulfils the key principles associated with it.

3.3

What is Action Research?

According to Dick (2015), five aspects stand out in relation to Action Research:
1.

Action Research is an extensive endeavour as it consists of a large
family of diverse methods

2.

Action Research is always participatory

3.

Action research is action-oriented – it is intended to bring about
improvement

4.

Action Research almost always has critical reflection as a key
component

5.

Action Research uses a cyclic process that integrates the action and
critical reflection in order to determine how the desired changes may
be implemented

The researcher will outline how his research meets each condition listed above
by first of all outlining his understanding of each aspect and then linking these to
the specifics of this study.
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3.3.1

An extensive endeavour and constitutes a large family of diverse
methods

Dick (2015) refers to AR as a family of diverse methods, a view supported by
Reason (2003, p.16) who argues that ‘action research is an orientation to inquiry
rather than a methodology’. Murray (2002) supports this view by emphasizing
that AR often involves interventions in complex settings which involve numerous
political, economic and social aspects, whilst Stone (2006, p.260) believes
traditional research design ‘may not be adequate, appropriate or reasonable’.
Chapman et al (2011) point out that AR is being utilized more widely as its
potential value is receiving greater attention, but that ‘it is still criticized for its lack
of rigour’ (p.208). Zuber-Skerritt and Fletcher (2012) agree, stating that action
researchers ‘may find rigour in academic research, writing and publishing (the
research part of AR) difficult, especially because rigour in AR has a different
meaning from rigour in traditional scientific research’ (p.224). McNiff and
Whitehead (2009, p.17) acknowledge three key differences between AR and
traditional research in terms of:
1.

What is studied?

2.

How it is studied and represented?

3.

Why it is studied?

In terms of differentiating between what is studied, McNiff and Whitehead (2009)
argue that in traditional research, 'the researcher studies and makes claims about
what is ‘out there’, separate from themselves’ whereas in AR the researcher
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'makes claims about what they are doing, in relation with others, and generates
their living theory of practice’ (p.18). The authors label traditional theories as ‘Etheories’, with ‘E’ standing for ‘external’ and AR theories as ‘I’ theories, with ‘I’
standing for ‘internal’. It is the second difference, ‘How it is studied’ that can allow
action researchers to conduct rigorous research. For this study the researcher
responded to the questions below (see figure 7) which have been proposed by
McNiff (2006).

Question

Researcher’s response

What is my concern?

Current approaches to developing student
teachers’ reflective skills are not effective

Why am I concerned?

Student teachers are not having the opportunity to
maximise their learning and the learning of the
pupils they teach

What kind of
experiences can I
describe to show the
situation as it is?

Evidence from student reflections over previous
academic years show that reflections are very
descriptive and, therefore, not reflective. Student
feedback is questioning the value of reflection for
their practice as many view it as a ‘waste of time’.

What do I do about it?

I implement new approaches based on my review
of literature and my own personal practice.

What kind of data do I
gather to show the
situation as it unfolds?

Gathered data on students’ weekly reflections
which were posted to a shared VLE. Weekly
reflective accounts were analysed and graded
against Larrivee’s Reflective Framework (2004).

How do I ensure that
An experienced colleague analysed and graded a
any conclusions I come sample of these weekly reflective accounts in order
to are reasonably fair
to quality assure the standard of grading.
and accurate?
How do I modify my
ideas and practices in
light of the evaluations

By reflecting upon the findings and student
feedback (active participants) I made changes to
the reflective practice approaches expected from
the student teachers.
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Question

Researcher’s response

How do I explain the
significance of my
research for my own
learning and the
learning of others?

I outline and explain my role in the research,
addressing the dual roles of tutor and researcher
and how this is to have an impact on my learning
and student learning.

How do I modify my
ideas and practices in
light of my evaluation?

Through reflection of my own role in this research
(reflexivity) I outline how my thinking has changed
and how this is to have an impact on what I do next
(action).

Figure 7 - The why, what and how of AR in this study

The third difference relates to ‘why it is studied’? In traditional research the aim
is to generate data that will test a particular hypothesis meaning that the findings
can be applied to similar situations beyond the research context. Therefore, the
idea is 'to apply theory to practice and ensure that the practice fits the theory’
allowing such research to be used to 'predict and control the future’ (McNiff and
Whitehead, p.19). As previously noted, AR is used by researchers in an attempt
to improve their own practice as well as improve their research capabilities,
meaning that 'theory is embodied within their practices and is generated through
their practices’ (Ibid).
3.3.2

Action Research is always participatory

Dick (2015) states that whilst there is a growing diversity of AR approaches, ‘one
of the key similarities providing some unity within the diversity is that action
research is participatory’ (p.434). In his review of 314 AR encyclopedia entries,
he notes that at least 80% had the word ‘participation’ or ‘participatory’ in the text.
According to Dick (2015, p.435), ‘participation serves multiple purposes, among
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them empowerment of those involved, a commitment to equity, information
sharing among the various stakeholders and building commitment to the planned
actions’. Sax and Fisher (2001, p.71), in recognising the importance of
participation in AR, argue that, ‘one of the most important features of this
approach lies in the relationship between those conducting the research and
those ‘being researched’. Denzin and Lincoln (1994, cited in Sax and Fisher,
2001) point out that the participants become partners in this process, establishing
a shared responsibility for recognizing particular problems and applying
appropriate action-based strategies. McGrath and O’Toole (2012) showed that
the degree to which researchers position themselves as ‘insiders’ or ‘friendly
outsiders’ has huge implications for research design.
Cornwall (1996) outlines six modes of participation:
•

Co-option

•

Compliance

•

Consultation

•

Cooperation

•

Co-learning

•

Collective action.

See figure 8 below (McGrath and O’Toole, 2012, p. 511), an adapted version of
Cornwall’s (1996, p.96).
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Mode of
participation

Involvement of
local people

Relationship of
research and
action to local
people

Action research
types – A, B, C

Co-option

Token;
representatives
are chosen, but
no real input or
power

ON

A.Technical
(Grundy, 1982;
Carr and Kemmis,
1986)
The scientifictechnical view of
problem solving
(McKernan, 1991)

Compliance

Tasks are
FOR
assigned, with
incentives;
outsiders decide
agenda and direct
the process

The positive
approach
(McCutcheon and
Jurg, 1990)
The technical
collaborative
approach (Holter
and
Schwartz-Barcott,
1993)

Consultation

Local opinions
asked, outsiders
analyse and
decide on a
course of action

B. Practical
(Grundy, 1982;
Carr and Kemmis,
1986)
Practicaldeliberative action
research
(McKernan,
1991)

Cooperation

Local people work WITH
together with
outsiders to
determine
priorities,
responsibility
remains with
outsiders for
directing the
process

FOR/WITH

Interpretive
(McCutcheon and
Jurg, 1990)
Mutual
collaborative
approach (Holter
and SchwartzBarcott, 1993)
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Mode of
participation

Involvement of
local people

Relationship of
research and
action to local
people

Co-learning

Local people and WITH/BY
outsider share
their knowledge,
to create new
understanding,
and work together
to form action
plans with
outsider
facilitation

C. Emancipatory
(Grundy, 1982;
Carr and Kemmis,
1986)
Criticalemancipatory
action research
(McKernan,
1991)

Collective action

Local people set
their own agenda
and mobilise to
carry it out, in the
absence of
outside initiators
and facilitators

Critical Science
(McCutcheon and
Jurg, 1990)
Enhancement
approach (Holter
and SchwartzBarcott,
1993)

BY

Action research
types – A, B, C

Figure 8 - Mode of participation in AR

Kemmis (2006) points out that AR in its technical form (Type A) is mainly
concerned with problem-solving and bringing about an improvement in practice.
McGrath and O’Toole (2012) explain that with this type of research, the
researcher can design the research question(s) as well as an appropriate
intervention for the group, who are heavily involved in the process; a process by
which they contribute to data collection and that the outcome should be positive
for all involved. With this type of research, it is obvious that the researcher is very
much in charge of the process and must work hard at creating positive working
relationships with the group so that they cooperate as fully as possible. Using this
approach, the researcher sets out to test a particular intervention in order to
assess its effectiveness in solving the problem identified in a specific context.
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According to Clark (2000), the researcher is normally an expert who comes from
outside the research context and that change is usually implemented when
cooperation of participants has been achieved. McGrath and O’Toole (2012,
p.512) state that, ‘With interventions planned and outsiders directing the process,
it is possible to make knowledge claims that are generalisable or transferrable
beyond the immediate context/setting’.
Kemmis (2006) highlights the key difference between technical and practical AR
by stating that in practical/iterative AR, the same desire for technical change
exists, but there is an emphasis on informing the ‘practical decision making of
practitioners’ (p.95). According to McGrath and O’Toole (2012), there is
considerable collaboration between the researcher and other participants
ensuring clear identification of problems and possible solutions. They hold the
view that such an approach to AR results in the creation of a better understanding
of the key problem identified which then allows all participants to become involved
in designing the most appropriate intervention. Clark (2000) maintains that this
approach can help generate new theory as the problem is clarified after
discussion and an understanding is developed amongst the group.
Emancipatory AR is focused on improving a practitioner’s understanding as well
as developing their ability to critique the social, educational or work environment
to which they belong (Kemmis, 2006), and has two main goals (McGrath and
O’Toole, 2012):
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1.

It enhances the actual link between the problems encountered by
individuals and the use of particular theories which help clarify and
resolve the issues (Holter and Schwartz-Barcott, 1993).

2.

It also allows practitioners to develop an awareness of how their
underlying values and beliefs, which are often demonstrated within the
culture of the organisation, and how these may be impacting the
particular problems (Clark, 2000).

When this study began, the mode of participation was co-option as the PGCE
students in the researcher’s institution were engaging in reflective practice for the
first time. Therefore, it would not have been appropriate nor possible for them to
have increased their level of participation at this early stage. However, as the
study progressed and the students' knowledge and understanding surrounding
reflective practice began to increase, the mode of participation began to change.
At times, the researcher consulted the students when reflecting upon approaches
that they employed and used the student feedback to help him make decisions
about changes to the reflective practice programme. Towards the end of the
study, particularly during SE2, the students were beginning to take on a
cooperative role whereby the researcher and students would discuss strengths
and weaknesses of reflective approaches and, through discussion, proposed
changes were made. Unlike Cornwall’s (1996) framework above, the researcher
could not be regarded as an outsider but was very much an insider. Teaching
these students, observing their teaching practice and marking their assignments
meant that the researcher was a very significant person in the lives of each PGCE
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PE student. The researcher outlines the complexities he encountered in section
3.3.3 below.
3.3.3

Action research is always action-oriented

Kemmis (2009) believes that AR focuses on three main things, ‘practitioners’
practices, their understanding of their practices, and the conditions in which they
practise’ and acknowledges that, whilst these three aspects are inextricably
linked, the ‘bonds between them are not permanent’ since each component
‘shapes the others in an endless dance in which each asserts itself, attempting
to take the lead, and each reacts to the others’ (p.463). Kemmis (2009) argues,
therefore, that if practitioners wish to transform each of these aspects, central to
this is changing their practice in action. This view is supported by Brydon-Miller
et al (2003) who believe that knowledge comes from doing, advocating the use
of AR as opposed to theorizing which they regard as being of limited use because
it does not involve doing and that ‘action researchers are doers’ (p.15). McNiff
and Whitehead (2009) insist that for action to be effective it must be ‘informed,
committed and intentional’ (p.40). In this study, the researcher ensured that the
action was informed by first of all questioning his ‘own motives’ and treating the
pre-study reflective practice programme in a critical manner by ‘being open to
other people’s points of view’ (Ibid, p.40). The researcher’s actions were
committed in the sense that he recognised the need for the reflective practice
programme to be better and that this action was not a result of wanting things his
‘own way’, but rather about staying true to his values. The researcher constantly
evaluated and reflected upon his actions in order to ensure honesty and
openness ‘for the benefit of others’ (Ibid, p.40). Intentional action was addressed
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by having the PGCE students implement the new approaches to reflection where
the researcher was not ‘aiming for behavioural outcomes’ but rather intended to
generate new, ‘interesting questions that open up new possibilities’ (Ibid, p.41).
He ensured that the key objective of the action process was ‘to improve practice’
(Elliott, 1991, p.49). The next sub-section discusses the role of critical reflection
in AR.
3.3.4

Critical reflection is almost always a key component in Action
Research

Earl-Slater (2002) asserts that reflection is a critical component of the AR cycle
and that the researcher should carefully reflect on the evidence from other
studies, the methodology selected and the evidence emerging from their study.
This view is supported by Little (2012) who emphasises the importance of
reflecting on the data in order to make the necessary adjustments to the
interventions, so that improvement can be attained. Elliott (1991) adds that if
action researchers are to improve practice in a context where values have
resulted in concrete action, then ‘a continuing process of reflection’ (p.50) is
required. As previously highlighted in the review of literature, critical reflection is
a term that is often not clearly defined and, as a consequence, is used
interchangeably with reflection. The researcher having already critiqued these
terms does not feel the need to do so again, but feels it is important to highlight
the issue in the context of the action-reflection cycle. Elliott (1991) reports that in
the context of AR to bring about improvement, the majority of practitioners adopt
a very technical approach whereby they highlight practical issues that can
improve their practice and some wish to attain a ‘prespecified end-product’ (p.51).
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Luttenberg et al (2018) argue that whilst there is no doubting the importance of
reflection in AR, it is however a complex issue, 'first of all because of the many
beliefs among which you have to ‘choose’, but most of all because of the lack of
a frame of reference that can give support when making such a choice’ (p.75).
Luttenberg et al (2018), therefore, see reflection in AR as being complicated for
the researcher as they must consider the ‘diverse domains of reflection’ and make
a choice ‘between diverse beliefs within the different forms of reflection’ (p.76).
The researcher in this study recorded written reflections and on occasion used
audio recorded reflection to capture his thoughts. These reflections were then
used to inform the action-reflection cycle, which is addressed in section 3.3.5
below.
3.3.5

Action research uses a cyclic process that integrates the action and
the reflection

Savin-Baden and Major (2013) state that AR is about ‘transforming people’s
practices… through a cyclical process of thinking, acting, data gathering and
reflection’ (p.245). This ongoing cycle of reflection and subsequent action is what
makes AR unique. Kemmis (1980, p.5) in reference to the work of Lewin (1946),
outlines the basic cycle that action researchers should follow in figure 9:
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Figure 9 - The action-reflection cycle

The researcher then simply continues with ‘developing the second action step’
(Elliott, 1991, p.69) and follows the same cycle. This AR cycle was employed
throughout the course of the present study. The next section discusses the
benefits and drawbacks of AR.
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3.4

Benefits and drawbacks of action research

According to Coghlan et al (2004), the phenomenon of insider AR has become
established as an important way of understanding and changing organisations.
Coghlan (2007) later found that due to the distinctive nature of AR, the quality
depends on how the particular context is understood and the effectiveness of
collaboration. Coghlan and Branick (2005) emphasise that when members of an
organisation investigate the specific workings and functioning of their
organisation with the aim of improving a particular aspect, then they are
undertaking insider AR. According to Schon (1983), such research is undertaken
in ‘swampy lowlands’ where addressing problems can be messy. According to
Coghlan (2010), it is critical that researchers select the most appropriate ‘action
modality’, and that such decisions will be influenced by the particular context,
relationship dynamics between researcher and participants, how the inquiry is
structured and ‘the dual outcomes of action research for practice and knowledge’
(McGrath and O’Toole, 2012, p.510). Reason and Bradbury (2001) espouse a
similar view by arguing that the main rule in AR is for the researcher to be aware
of the choice he/she is making and the subsequent consequences. Herr and
Anderson (2005, p.78) agree, noting that,‘ action research is a messy, somewhat
unpredictable process, and a key part of the inquiry is a recording of decisions
made in the face of this messiness’.
According to Coghlan and Brannick (2005), insider AR can be seen to involve the
management of three interlocking challenges:

132

1.

Preunderstanding – insider action researchers face the task of building
on the closeness they have with the research setting, while at the
same time attempting to create a distance from it in order to review
critically the process that will enable change to occur.

2.

Role duality – they have to hold dual roles, their organisational
member role(s) and their action researcher role with the obvious
conflicts and ambiguities that can arise.

3.

Organisational politics – they must also deal with organisational
politics whereby they have to balance the requirements of their career
plan with the requirements for the success and quality of their action
research.

MacIntosh et al (2007) underline the importance of recognizing that these three
challenges are not static since 'AR is a dynamic process where the situation
changes and changes as a consequence of deliberate action. Action researchers
have to deal with emergent processes, not as distractions but as central to the
research process’ (p.339). They refer to Lewin’s (1946) often cited maxim that
understanding of a situation can only occur when one tries to change it. This is
illustrative of the development of preunderstanding that occurs in the course of
an AR study. MacIntosh et al (2007) also highlight that the changes to emerge
during this process create challenges for the action researcher that require
continuous renegotiation, as they must maintain their dual roles whilst attempting
to survive and thrive politically.

133

As this study progressed, the researcher became more aware of his
preunderstanding and how this had an impact on his decisions. It was difficult for
him to have this awareness at the beginning of the process because he was
employing new approaches to reflection and through his own reflection, realised
that he got ‘caught up in it’. During the reconnaissance period of study, the
researcher was very much exploring reflective approaches with the view that the
quantity of reflections was important. After some thought, he realised that the
students were being expected to do too much in this area and it was only when
the first year of reconnaissance study concluded that this became clear. Student
feedback confirmed this and was supported by the poor quality of reflections in
the latter half of that academic year (2015/16). It was clear that the students
became bored and found the process monotonous. Based on this information,
the researcher made changes to the reflective practice programme for the
2016/17 academic year. During 2016/17 the researcher was able to distance
himself more easily from the process and had more of a focus on students
producing

quality

reflections.

During

this

particular

year

(year

2

of

reconnaissance study) the researcher made significant changes to the reflective
practice programme, some of which emerged as a result of student feedback, the
researcher’s own reflections and an analysis of the students’ reflective work. Role
duality in this study very much related to the researcher’s role as PGCE tutor. As
was highlighted in the review of literature, some authors question whether
reflective accounts can be regarded as being reliable since students write with an
awareness that their tutor will read their work and, therefore, may not be entirely
honest. The researcher was conscious of this and made a genuine effort to
remind students to be honest and not to be afraid to write how they felt. There is
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no way of knowing how honest the students were when reflecting but, as the year
progressed, it became apparent that they were expressing themselves much
more openly. The researcher did not have to manage organisational politics as
the research did not involve colleagues or any investigation into the practice of
others. Some authors, for example Chapman et al (2011) question the rigour
associated with AR and this issue is addressed in the next section.

3.5

How can we ensure that Action Research is rigorous?

Bray et al (2000) attribute the popularity of AR to the context specifics of the
methodology, where the trusted generated data is used to seek improvement and
change with individuals in a particular setting. Capobianco and Feldman (2010,
p.909) in relation to teacher development argue that, ‘Because results and
conclusions drawn from action research generally stress contextualized
knowledge or learning situated within one’s classroom practice, there seems to
be an implicit consensus that they have little credibility due to a lack of
generalizability, validity and reliability’. It was felt to be quite ironic that the main
critics of AR highlight the same points that its advocates use to stress its
superiority (McGrath & O’Toole, 2012). McGrath and O’Toole (2012, p.513)
believe that AR is ‘usually seen for its change or consultancy capability and not
as a serious research methodology in the traditional scientific sense’. Deemer
(2009, p.1) supports this view by stating that ‘The action research process differs
somewhat from the traditional scientific research process in that it evolves from
an educator’s struggle with a very particular issue in the classroom and the main
focus of the research is on solving this particular, local problem’. According to
Deemer (2009) the type of local knowledge to be gained from action research
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methodology is very useful to educators and ‘’is considered just as valuable as
knowledge derived from large-scale academic research. Instead of a tension
between theory and practice, in action research the two are united and provide
an impetus for discovering solutions to authentic classroom problems’ (p.1). If AR
is to be effective, however, researchers must meet certain requirements (ZuberSkerritt and Fletcher, 2007). They must be:

•

practice-oriented (improving practice);

•

participative (including in their research all stakeholders and others
who will be affected by the results of the research);

•

focused on significant issues relevant not only to themselves but also
to their community/organisation or fellow human beings in the wider
world;

•

using multiple perspectives of knowing, triangulation of appropriate
methods and theories, and connecting their own judgements to
discussion in the current literature;

•

rigorous in their action research methodology and creative, innovative,
contributing something new to knowledge in theory and practice within
and across systems;

•

explicit about their assumptions so that readers and examiners may
use appropriate criteria for judging the quality of their work; and

•

reflective, critical, self-critical and ethical.
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Zuber-Skerritt and Fletcher (2007, p.417).
According to Zuber-Skerritt and Fletcher (2007) it is more appropriate in AR to
utilise mainly qualitative methods rather than a quantitative approach, ‘because
the aim is not to survey large samples of populations or “subjects” in order to
predict future trends or to make generalisation s about past and present’ (p.423).
Rather, as they go on to point out, the aim of AR should be to work with a relatively
small number of participants who are motivated and knowledgeable about the
subject area, and who are keen to analyse their own practice and make changes
to improve this practice. Zuber-Skerritt and Fletcher (2007) see clear differences
between the ethics and values associated with traditional research and AR.
Eikeland (2006) in discussing the work of Zeni (2001, p.37) concludes that
‘conventional research is unfit for action research because of its practice of
‘othering’ human beings as research subjects’. Zuber-Skerritt and Fletcher (2007)
highlight the important role that Institutional Review Boards (IRBs) in universities
play in ensuring that ethical standards are followed to protect any human beings
associated with research. Zuber-Skerritt and Fletcher (2007) argue that such
ethical regulations,
‘have been designed for conventional positivist research that is able to
articulate well-defined hypotheses, pre-determined methods and
predictable or expected outcomes in advance. In action research there
cannot be such pre-determination, because by its very nature AR is openended, collaborative, situation specific, methodologically eclectic, and thus
not prescriptive in its use of methods, processes or final goals’ (p.423)
Chapman et al (2011) in citing the work of Davison et al (2004), state that, ‘Action
Research has been recognised for the relevance of its results but criticized as
lacking in rigour, and while relevancy and rigour in research have often been
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viewed as mutually exclusive, this need not be the case’ (p.208). Chapman et al
(2011) in emphasizing that the term “rigour” suggests “exactness” also cite
Benbasat & Zmud (1999, p.5) who argue that “rigour” has also been defined as
‘the correct use of methods and analyses appropriate to the task at hand’.
Therefore, in this study the researcher ensured that he adhered to the principles
of AR and that the data collection tools and analysis were conducted as
accurately as possible.
As noted above, the study is solely qualitative and the next section draws on
appropriate literature to discuss and justify the qualitative nature of this study.

3.6

Why Qualitative Research?

Whilst there have been many attempts to define qualitative research (Bryman,
1988; Silverman, 1993) there is no agreed definition. Flick (2014, p.17) states
that it is ‘not based on a unified theoretical and methodological concept’, a view
supported by Punch (2009) who regards it as a ‘site of multiple methodologies
and research practices’ (p.115). Qualitative research aims to analyse
participants’ interactions and expressions in their local contexts (Flick, 2014), a
view supported by Burns (2000) who points out that the main motivation for using
qualitative methods ‘is to capture what people say and do as a product of how
they interpret the complexity of their world, to understand events from the
viewpoints of the participants’ (p.11). This research aims to investigate the views
of the PGCE PE group in relation to their use of various reflective practice
approaches and how these approaches helped influence their own teaching and
pupil learning, therefore it will be vital to gain access to their thoughts, decision-
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making and particular teaching context. Hence, qualitative research methods will
be employed to allow the researcher to gain access to such information that will
allow him to answer the research questions.
3.6.1

Theoretical and philosophical foundations of qualitative research

Maxwell (2013) stresses the importance of understanding the underlying theories
connected to qualitative research. He argues that ‘the distinction between
positivism and constructivism underlies the epistemological discussion of
qualitative research quite widely’ (Ibid, p.75). Maxwell (2013) emphasises that as
an epistemological programme, positivism dates back as far as Auguste Comte
(1800s) who argued that 'sciences should avoid speculation and metaphysical
approaches, rather; they concentrate on studying observable facts’ (Maxwell,
2013, p.75). Maxwell (2013) sees positivism as being 'characteristic of the natural
sciences’ and points out that quite often in qualitative research it is highlighted
negatively by the researcher in an attempt to justify what they perceive as their
superior qualitative approach. Malterud (2016) in demonstrating that qualitative
research is situated within the interpretative paradigm, insists that a basic
understanding of the differences between the positivist and interpretative
paradigms is essential before employing qualitative research methods.
3.6.2

Positivism versus interpretivism

Cohen et al (2011) claim that educational research has 'absorbed several
competing views of the social sciences’ (p.4) with the traditional view being that
the natural sciences and the social sciences are very similar. Those who hold
such a view believe that both sciences are focused on discovering ‘natural and
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universal laws’ (Ibid, p.5) which not only explains the behaviour of individuals, but
also general social behaviour. The interpretive view, whilst seeking to maintain
the same rigour as the natural sciences and the desire of the social sciences to
explain human behaviour, highlights how individuals ‘differ from inanimate natural
phenomena and, indeed, from each other’ (Ibid, p.5). Cohen et al (2011) argue
that these conflicting views derive initially from ‘different conceptions of social
reality and of individual and social behaviour’ (p.5). In consideration of the
different views presented, it is important to emphasise that they represent
‘strikingly different ways of looking at social reality and are constructed on
correspondingly different ways of interpreting it’ (Ibid, p.5), at the same time
recognising that there are explicit and implicit assumptions underpinning these
polarised conceptions.
Burrell and Morgan (1979) identified four sets of assumptions, the first of which
belongs to the ontological category. Blaikie (1993), cited in Grix (2004, p.59)
defines ontology as the study of ‘claims and assumptions that are made about
the nature of social reality, claims about what exists, what it looks like, what units
make it up and how these units interact with each other’. Therefore, these
assumptions are concerned with the precise nature of ‘the social phenomena
being investigated’ (Cohen et al 2011, p.5). Ormston et al (2014) acknowledge
that social science ‘has been shaped by two overarching ontological positions in
relation to these issues – realism and idealism’ (p.4). Realists believe that there
exists an external reality which is independent of their beliefs and understanding
of the world, meaning that they see a distinction between the way the world is
and the way in which individuals interpret it. Those with an idealistic view of the
world believe that reality is ‘fundamentally mind-dependent: it is only knowable
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through the human mind and through socially constructed meanings’ (Ibid, p.5),
thus signifying that no reality can possibly exist independent of this.
The second set of assumptions relates to epistemology which concerns the
nature of knowledge, how it is acquired and how it can be communicated to
others. How researchers position themselves in this debate ‘profoundly affects
how one will go about uncovering knowledge of social behaviour’ (Cohen et al
2011, p.6) with those who believe that knowledge is hard and objective
undertaking an observer role whereas those who regard it as subjective will
become involved with their subjects, thus dismissing the approaches adopted by
natural science. Cohen et al (2011, p.6) state that to ‘subscribe to the former is
to be positivist; to the latter, anti-positivist or post-positivist’ or to be belong to the
interpretative paradigm. Ormston et al (2014) explain that one view of knowledge
acquisition relates to induction, a ‘bottom up process’ whereby particular ‘patterns
are derived from observations of the world’ (p.6) with the opposing view that
knowledge is acquired through the process of deduction, a ‘top down process’
which involves the testing of particular hypotheses against planned observations.
In other words, ‘inductive processes involve using evidence as the genesis of a
conclusion – evidence is collected first, and knowledge and theories built from
this’, whereas for deductive processes the evidence generated is used to either
'confirm or reject’ the hypothesis (Ormston et al, 2014, p.6). However, they are
quick to claim that labelling qualitative research as ‘inductive’ is a ‘rather
misleading qualification’ (Ibid, p.6) and Blaikie (2007) agrees that ‘pure’ induction
or ‘pure’ deduction does not exist. Ormston et al (2014) capture this by arguing
that when inductive research begins, the researcher is unable to approach the
process with a clear mind since the research questions, data collection and
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subsequent analysis techniques will ‘have been influenced by assumptions
deductively derived from previous work in their field’ (p.6). As previously stated,
the researcher did not have a hypothesis to test and, therefore, conducted
inductive research but acknowledges that this cannot be described as a purely
inductive process. The research questions, choice of data collection instruments
and approaches to data analysis have all derived from the researcher’s
engagement with the review of literature and the ongoing AR.
The third set of assumptions relates to basic human nature and the relationship
that individuals have with their environment. Cohen et al (2011, p.6) argue that
since ‘the human being is both its subject and object of study, the consequences
for social science of suppositions of this kind are indeed far reaching’. From
these, two very different images emerge, one being the individual who appears
to respond almost mechanistically to their surrounding environment, like puppets
on a string; the contrasting image being one where the individual controls their
own actions in a creative manner, thus creating their own environment (Cohen et
al, 2011).
Cohen et al (2011) emphasise that the three sets of assumptions discussed
above will directly impact on the methodological approaches adopted by
researchers. Those researchers who view the world as being external to the
individual will adopt a positivist approach whereby, they utilise quantitative
methods such as questionnaires and experiments to gather factual data,
therefore the choice of methods ‘and how knowledge is gained, are critical’
(Savin-Baden and Major, 2013, p.4). On the other hand, those who view the world
as an arena where human beings through personal interaction can create their
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own world, will make use of interviews, narrative accounts and personal
constructs (qualitative methods) hence adopting an interpretive approach (Cohen
et al 2011). Cohen et al (2011) also point out that one very important difference
between the positivist and interpretive paradigms is their different theoretical
conceptions. Those who adopt a positivist approach (normative researchers) aim
to ‘devise general theories of human behaviour’ (Ibid, p.18) which can be
validated by utilising complex methodologies deemed to remove them further
from everyday life experience into an abstract world. In these contexts, the
researcher does not interact with study participants as such interaction might
possibly influence their behaviour (Savin-Baden and Major, 2013).
Those researchers operating within the interpretive paradigm will look to study
‘humans in their natural settings rather than in experimental environments’
(Lichtman, 2004, p.4), where verbal and visual communication are required to
answer the research questions. In this context, the goal is not to devise general
theories related to human behaviour, but to study individuals in their specific
environment since society ‘does not exist in an objective, observable form; rather,
it is experienced subjectively because individuals give it meaning by the way they
behave’ (Savin-Baden and Major, 2013, p.6). Ormston et al (2014) suggest that
such researchers cannot achieve neutrality meaning that their account will not be
objective. They advocate an approach whereby inductive researchers should
adopt the position known as

emphatic neutrality’, indicating that they

acknowledge their research cannot be ‘value free’, but encourages them to be
open and transparent regarding these underlying assumptions, values and
biases, ‘while striving as far as possible to be neutral and non-judgemental in
their approach’ (Ormston et al, 2014, p.8). The researcher in this study made a
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genuine attempt to acknowledge his assumptions and values relating to the role
of reflection in teaching and learning.
3.6.3

Reason for a qualitative not a quantitative approach?

The researcher aims to highlight why this study utilised only qualitative methods
and not a quantitative approach. Ritchie and Ormston (2014) assert that there
are occasions when the use of qualitative approaches ‘will be the only approach
needed to address a research question’ (p.37). They have identified six features,
that, if associated with a topic under investigation, will ‘necessitate the sole use
of qualitative inquiry’ (Ibid, p.37). The six features are:

•

Ill-defined/not well understood – on occasions it may be necessary to
conduct qualitative research when the topic needs greater clarification
before being measured or tested. As noted in the review of literature,
reflective practice is still not well understood.

•

Deeply rooted – if the topic under investigation relates to the
participants’ underlying values and beliefs and if connected to a
sensitive topic, then this will require skilful questioning that allows the
individuals time and space to explore emerging issues. The review of
literature highlighted that central to developing pre-service teachers’
reflective skills is having them reflect on their underlying values and
beliefs.

•

Complex – if the topic under investigation is complex where the
researcher is attempting to gain an understanding of phenomena
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‘which are innately intricate or conceptually difficult to relate’ (Ibid,
p.38). As has been previously highlighted, the nature of reflective
practice is very complex and because the researcher aims to unpack
students’ responses and thoughts in relation to this topic, they will
need time to discuss and debate the emerging issues thus rendering
only qualitative approaches suitable.

•

Specialist – if the participants under investigation hold a very important
role in society. Examples of such people include senior officials or
‘experts’ and due to their particular role, the researcher will require the
use of ‘exploratory and responsive questioning’ (Ibid, p.38).

•

Delicate or intangible – capturing an understanding of topics in social
science can be very difficult, sometimes due to the exact nature of the
area itself, which is ‘either ethereal or unseeable’ (Ibid, p.38). The topic
of reflection in this study relates to this feature as the researcher is
trying to investigate students’ reflections which is a cognitive process
that differs for everyone. Capturing these thoughts and feelings can be
difficult and, therefore, requires the use of carefully considered
responsive questioning that allows participants to discuss and debate
their views.

•

Sensitive – topics of a very sensitive and personal nature would
require effective questioning from the researcher as he/she will want
the participants to explore feelings and emotions that may possibly
have caused them previous stress and anxiety.
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This research centres on Post-Graduate Certificate in Education (PGCE)
students. In addition to the points identified above regarding the unique features
of this study, the researcher’s starting point for choosing qualitative methods was
in response to Flick (2014), who advises that decisions around methodological
choices should be based on whether the ‘research question requires the use of
this sort of approach and not a different one’ (p.12). The research questions in
this study could not be answered by using surveys or experiments since, as
previously noted, the topic under investigation is complex and thus it was
essential to ‘design methods that are open to the complexity of a study’s subject’
where ‘objects are not reduced to single variables: rather, they are represented
in their entirety in their everyday context’ (Flick, 2014, p.15). Prior to addressing
the research instruments used to gather the data in this study, sampling
measures will be discussed.

3.7

Sampling

The participants in this study were the 11 PGCE PE students from the 2017-18
cohort. As previously noted, this group represented the entire population of those
enrolled for a post-primary PGCE PE in Northern Ireland. Therefore, whilst the
number of participants is small, the sample represents ‘the whole population in
question’, meaning it is a ‘valid sample’ (Cohen et al, 2011, p.151).
It was decided to focus solely on the PGCE PE group, since the study was
investigating the use of various approaches to reflective practice in the context of
PE. Therefore, purposive sampling was employed. Patton (1990) notes the
strength of purposive sampling, stating that, the ‘logic and power of purposive
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sampling lies in selecting information-rich cases for study in depth… from which
one can learn a great deal about issues of central importance to the purpose of
the research’ (p.169). This view is supported by Cohen et al (2011) who point out
that when using purposive sampling, ‘researchers hand-pick the cases to be
included… on the basis of their judgement of their typicality or possession of the
particular characteristics being sought… they build up a sample that is
satisfactory to their specific needs’ (p.156). According to Teddlie and Tashakkori
(2009), the type of purposive sampling used in this study falls into the category
of ‘typical case sampling’ (p.174) since the sample ‘includes the most typical
cases of the population under study’ (Cohen et al, 2011, p.157).
Apart from the end of induction year focus group which involved five participants,
all eleven students were participants in each of the other data collection phases.
Towards the end of the induction year, the researcher invited those participants
(7) who had completed one full year’s teaching to attend a focus group interview.
The remaining four participants had not completed their induction year and
therefore did not meet the criteria. Of the seven who were invited to attend, five
made themselves available. Figure 10 below provides an overview of the sample
participants.
Student
A
B
C
D
E
F
G
H
I

Gender
Female
Male
Female
Female
Female
Male
Male
Male
Male

Coaching experience
5 years
8 years
4 years
3 years
1year
2 years
3 years
5 years
3 years
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J

Female

K

Female

4 years
1 year

Figure 10 - Overview of student profile

Across the group, the students possessed levels of expertise in the following
areas: athletics, badminton, boxing, football, gaelic football, hockey, hurling,
rugby and swimming. All students competed at least senior club level, with many
competing at county level, a few competing at provincial level and one at
international level.
3.7.1

Ethical Issues

According to Cohen et al (2011, p.76), ‘ethical issues may stem from the kinds of
problems investigated by social scientists and the methods they use to obtain
valid and reliable data’. The researcher adhered to the research ethical guidance
provided by the School of Education, Ulster University and obtained ethical
approval for all stages of the research. One of the key ethical aspects of this
research was ‘obtaining the consent and cooperation’ (Ibid, 2011, p.77) of all
participants in the study. Miller and Boulton (2007, p.2202) note that ‘informed
consent is based on the ethical principles of respect for the dignity and worth of
every human being and their right to self-determination’, a view supported by
Howe and Moses (1999) who regard it as the main component of ethical
behaviour.
All participants in this study were fully informed as to the purpose and protocols
associated with the research. They were also made aware that they could refuse
to take part or withdraw from the research at any time (Cohen et al, 2011). All
participants were assured that they would not be identified in the study. As the
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study was solely focused on the PGCE PE group, it was important to make them
aware that they would be identified by a coded letter, an approach encouraged
by Frankfort-Nachmias and Nachmias (1992). Being aware of his dual role, as
PGCE PE tutor and researcher, it was important for the researcher to assure
students from the outset that this study would involve a critique of reflective
practice approaches. The researcher was open and honest with the group,
outlining the many problems and complexities associated with reflection and that
he was still learning about this concept. Therefore, it was hoped that this would
ease any concerns or worries that the students may have in terms of feeling the
need to agree with the views of the researcher, since the researcher did not
possess views as to what constituted effective reflective practice. The researcher
also reassured the students that their responses to weekly reflections would not
impact their performance on the course by stressing that it was important for them
to be open and honest when reflecting. The weekly reflections were not formally
assessed so the students were not under any pressure to complete these to a
particular standard.
As noted above, the students engaged in video-assisted reflection, which
involved video recording a taught lesson during SE2. Post-primary pupils were
involved, meaning that the researcher had to obtain parental consent and pupil
assent. According to Al-Sheyab et al (2019, p.7), ‘Protecting children’s and
adolescents’ rights and welfare is the main reason to seek both parental consent
and child assent’. The researcher provided all parents with a clear description of
the research protocols, meaning that they were fully informed prior to consenting
or not consenting. The parents were made fully aware as to how the video
recordings would be stored and that once analysed, they would be destroyed.
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Parents were approached before the pupils were approached, which Cohen et al
(2011) cite as being good practice. If a parent or guardian consented to their child
being part of the research, then this child was approached. Each child was
provided with an information sheet that clearly outlined the nature of the research
and what their role would be. The language used in the information sheet was
tailored to suit the pupils’ ability levels, ensuring that the pupils understood what
they were assenting to or not assenting to (Fine and Sandstrom, 1988). The
pupils were made aware that they did not have to take part and if they did agree,
they could change their mind at any time. For those pupils who did not receive
parental consent or for whom consent or assent was withdrawn, it was important
to ensure that they were not in any way educationally disadvantaged. These
pupils were accommodated by ‘placing them in a video black spot’ (Hackling,
2014, p.3) where they completed appropriate non-participant learning tasks.
Hackling (2014) notes that one of the greatest concerns for participants is that
the video may capture them in ‘circumstances that would be embarrassing’ (p.3).
It was agreed that if such a situation arose during one of the recordings that the
particular section(s) of the video would be deleted. It is important to emphasise
that the use of video recording in PE lessons is common practice (Kibble and
Cayley, 2003) and that the ethical dimensions associated with its use is different
to the use of video recording in traditional classroom contexts.
Even though the students were completing their teaching practice in the schools
involved, it was important that written approval to conduct the research was
obtained from the school. The researcher obtained written approval from the
schools involved prior to contacting parents and pupils, an approach that is
supported by Bell (1991). Ethical approval documentation and sample consent
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and assent forms can be found in appendix 3. Figure 11 below provides an
overview of the AR cycle and how it helped to shape the data collection process.

3.8
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Data collection and research instruments

2017-18

Reflective approach

Students’ work

AR cycle

Semester
1 and 2

Peer teaching: After each session, the
student who taught the lesson received
verbal feedback from his/her peers and the
course tutor. The student recorded the
feedback on their phone for the purpose of
helping them to reflect on their practice.
However, the students were encouraged
but not required to post a reflection to the
online discussion board.

Semester 1

At the end of semester 1, student feedback
on this process was positive.

Students did not have to complete a lesson
reflection.

Semester 2
During the peer teach sessions in
semester 2, each student who taught the
lesson would complete a 5-minute
individual reflection whereby they noted
strengths of the lesson and areas for
development. They gave this to the
researcher prior to the beginning of the
post-lesson feedback discussion which
was again recorded on their phone. Each
student was therefore tasked with
comparing their initial reflection on the
lesson with the feedback. They were given
3 days to complete the comparison and

Based on the researcher’s ongoing
engagement with review of literature and
his analysis of student comments, he felt
there was a need to discover how the
feedback was shaping or changing the
views of those who taught each lesson as
they seemed to be simply accepting the
comments without question.
Feedback on semester 2 approach was
positive with students commenting on how
the feedback made them rethink their
reflective thoughts, something they did not
do during first semester
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2017-18

Reflective approach

Students’ work

AR cycle

upon completion send what they learned
from the process to the researcher.
SE1 and
SE2

SE1 and
SE2

Online weekly reflections: in semester 1,
students began reflecting on two lessons,
one lesson deemed to have been poor and
one that was fairly good. Gibbs’ cycle was
used to help students structure their
reflections.

Peer review: students were required to
observe a peer teach as well as have their
own teaching observed. Students were
required to reflect on this and share
reflections with peers and tutor via online
discussion board – to use as their weekly
reflection.

During SE1, majority of reflections were
categorised as low-level (pre-reflective and
surface) with just 2 students managing to
produce a pedagogical reflection.

Student feedback reported that they found
the process time-consuming and that the
reflection on the better lesson was not
useful. Based on this feedback and the
researcher’s analysis of reflections, it was
decided that for semester 2, students
would reflect on just one lesson that they
deemed required much improvement.

SE2: students reflected on one lesson that
required much improvement. Quality of
reflections were higher with fewer prereflections and more pedagogical
reflections.

Student feedback was positive on the
switch to just one reflection with ‘saving
time’ being the greatest benefit.
Researcher’s analysis of reflective work
and student feedback resulted in the
decision to maintain this for semester 1 of
2018-19.

SE1: majority of reflections were low-level
(pre-reflective and surface level) with just
one pedagogical reflection from student G.

Student feedback was positive with most
comments referring to picking up ‘tips’ and
making them think about their practice and
the opportunity to experience a ‘different’
PE department. Based on this feedback,
the researcher’s reflection of the process it
was decided to change the process for
semester 2. Students would follow the
same protocols as semester 1 but in
addition they would audio record the post
lesson feedback discussion and send this
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2017-18

Reflective approach

Students’ work

AR cycle
to the researcher. This was in an attempt
to investigate the influence of the post
lesson discussion and the reviewer’s
feedback on each reviewee’s lesson
reflection.

SE2

SE2: Students engaged in peer review and
audio recorded the post lesson discussion.
After the lesson the reviewee completed
their initial lesson annotation and then they
engaged in the post lesson discussion.
Students then shared their reflection via
the online discussion board.

SE2: quality of reflections increased with
just one pre-reflective reflection, seven
surface level and three pedagogical

Student feedback was positive, with the
majority of students noting that the audio
recording helped them to reflect better on
the lesson. It was decided to continue this
approach in 2018-19.

Video-assisted reflection: students had
one lesson during SE2 video recorded by
their mentor. When the lesson concluded
the student was to complete initial
reflection by annotating lesson plan. Then
the student and mentor observed the video
and recorded their observations. The
mentor and student then engaged in a
feedback discussion of the lesson. The
student then completed a lesson reflection
and posted to online discussion board.

Only six students engaged with this
process with four students producing
pedagogical reflections and two producing
surface level reflections which did contain
pedagogical segments.

The decision to introduce this approach
was based on the researcher’s ongoing
review of literature and suggestion by one
of the students who had noted in his
discussion with the researcher that he
would like the opportunity to video record
and watch himself teach. This approach
was the most successful and was
introduced to the 2018-19 cohort.

Figure 11 - AR cycle during data collection phase (2017-18)
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Apart from the end of induction year focus group which took place in June 2019,
all other data were collected from October 2017 – June 2018. The following data
collection tools were used :
1.

Online weekly reflective accounts

2.

Peer review lesson reflections and audio recorded feedback
discussions

3.8.1

3.

Video- recorded assisted reflections

4.

Lesson observations

5.

End of PGCE focus group interviews (June 2018)
Weekly reflective accounts

The first phase of data collection (October 2017 – January 2018) involved each
PGCE student completing two weekly reflections during SE1, which focused on
one successful lesson and one lesson deemed to be less successful. Due to
Christmas exams and end of term activities, the students each completed 20
weekly reflections (10 weeks x 2). Using their annotated lesson plan notes, they
used Gibbs’ Reflective framework (appendix 2) to compose each weekly
reflection which when completed was posted to the online discussion board,
iTunesU. The purpose of having students post their reflections to an open group
forum was based on the premise that students would benefit from sharing their
reflections with others in the hope that the shared goals of the group would create
a positive learning environment for the students. Students were also encouraged
to comment on each other’s reflections, with a view to making peers think more
deeply about their reflections. The students were provided with sample
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comments from previous cohorts, thus giving them an insight into how comments
should be posted in terms of online interaction and what constituted appropriate
etiquette in such environments. The researcher also highlighted good practice
from previous online discussions in relation to the use of appropriate questioning
to help stimulate further discussion and debate, thus preparing the students for
engagement in the online environment. The students were to post their weekly
reflection anytime from Friday evening until Sunday night at 9pm.
As noted in the overview of the AR period of study, the students completed just
one weekly reflection during SE2 (February – May 2018) where the focus was on
lessons that required improvement. Each student completed 11 weekly
reflections and similar to SE1, they were to post these anytime between Friday
evening and Sunday night at 9pm. During the 2nd university teaching block
(January 2018 – February 2018), in preparation for SE2, the researcher
conducted two reflective practice workshops. The content of these sessions was
based on the researcher’s reflection of the first semester whereby he focused on
developing students’ depth of reflection. For example, in one of the sessions, the
students were given 10 sample weekly reflections (using Gibbs’ framework) of
varying quality and using Larrivee’s (2004) reflective framework, were tasked with
assigning a level to each reflection. The exercise was completed in pairs and
once students had the time to review and assign a level to each reflection, each
one was taken and reviewed as a group whereby each pair would confirm the
level they provided and why. Student feedback on this session was positive
where the students commented on being able to see the difference in the levels
of reflection. Another change to the process for SE2 was the creation of a buddy
system whereby each student would read and comment on their buddy’s
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reflection rather than feeling under pressure to read and engage with all group
members. Since the process would be less time-consuming, it was hoped that
students would engage with their buddy in a meaningful way.
Cohen et al (2011) argue that ‘accounts focus on language in context’ and
highlight that ‘the field of language and language use is vast’ (p.444). These
reflective accounts are ‘personal records of the events’ (Cohen et al, 2011, p.445)
experienced during and after the lessons they taught and help to explain their
past actions (ibid). Whilst it was noted in the review of literature that different
authors had different views regarding the use of written reflective accounts, the
researcher believed that having the students produce written reflections was the
best way to capture their thoughts (Fund et al, 2002). Handy and Ross (2005)
note that the ‘relationship between the spoken and the written word has been
discussed by many linguists, philosophers and social scientists; with a wide range
of views being expressed’ (p.41). Ong (1982), cited in Handy and Ross (2005),
argues that because written accounts are permanent records of participants’
thoughts, they are more coherent and self-reflective than oral accounts. Handy
and Ross (2005) support this view, stating that, ‘Written accounts are therefore
likely to be more self-consciously ordered and more reflective than verbal
accounts’ (p.41). However, Atkinson (1997) points out that both oral and written
accounts are unlikely to be fully accurate and should not be viewed as
unproblematic. Polkinghorne (2005, p.138) agrees, stating that, ‘data, whether in
oral or in written discourse, are not identical to the experience they are
describing’.
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Handy and Ross (2005) emphasise that because all data are produced in
particular social contexts, ‘respondents’ accounts will therefore be influenced,
consciously or unconsciously, by…factors such as social norms concerning the
way feelings and behaviour should be portrayed, the desire to present
themselves in a particular light, …and level of rapport with the researcher’ (p.41).
Polkinghorne (2005) notes that a self-reflective account ‘about human experience
has inherent limitations…Because experience is not directly observable, data
about it depend on the participants’ ability to reflectively discern aspects of their
own experience…effectively communicate what they discern through the
symbols of language’ (p.138). Whilst it is clear that both oral and written accounts
are not entirely accurate, Handy and Ross (2005) point out that in oral responses,
individuals can ‘forget earlier responses, lose their train of thought or be
unprepared… and therefore unable to answer, verbal questions’, whereas
‘written questions can be considered before being answered… answers can be
written at a time and pace of the respondent’s own choosing’ (p.41). Therefore,
considering that the weekly reflections were designed to encourage deeper
reflective thinking, it was decided that written accounts would allow students the
best opportunity to consider their experience in a more in-depth manner.
3.8.2

Peer review process

The main feature of this study was the investigation of different approaches to
reflection, a key one being the use of peer review as a means of developing
students’ reflective skills. This approach was adopted based on the review of
literature where positive empirical findings were cited in relation to the use of peer
review and the findings from the reconnaissance study, where students reported
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that they found the process to be beneficial. In order to help answer research
questions 1 and 2, it was important that the researcher designed a protocol for
peer review that ensured each PGCE student completed the process in a similar
format, thus helping to validate the findings emerging from the process. The
researcher designed the following protocol for the peer review process which took
place during SE2.
1.

Plan

Arrange each lesson through Heads of Department (HODs) and your peer
reviewer. Ensure schools and HODs are informed well in advance (at least 1
week).
2.

Minimise Disruption

When observing, choose a time when you will not miss any teaching. Arrive
promptly and ensure you sign in at the school at reception. Your peer review
partner should escort you throughout the school at all times during your visit.
3.

Observe

Observe your peer review partner and complete the Peer Observation Template
similar to that used by your tutor. Keep your comments evidence-based and
focused on competences.
4.

Wait then Listen
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When the lesson has concluded allow your buddy to complete their initial
reflection on the Initial Reflection Template. Then complete your annotation or
make a list of main points (strengths and areas for development). Listen to your
peer review partner: have they identified aspects of their practice that you did not
pick up on during your observations?
5.

Feedback

When your peer review partner has completed their initial reflection, then provide
your feedback. Be sensitive when providing feedback but tell the truth which you
must be able to support with evidence. Begin with strengths and then areas for
development, explaining why you have identified the latter. Aim to generate a
two-way discussion – avoid being completely didactic by posing questions that
will make your buddy think more deeply about their practice.
6.

Take Note

The student who taught must then write down any issues raised by the reviewer
that they had not noted as part of their initial reflection. This must not be a paper
exercise to create the illusion of a ‘successful ’process. The record should present
a true reflection of the points for development identified through the process.
7.

Identify Focus

The student teacher then selects the main issues highlighted by the reviewer and
reflects upon these in greater detail – answering why these aspects did not go so
well. Was it poor planning? Poor choice of activity? Wrong teaching strategy?
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Impact on pupil learning? How might you approach this aspect differently if
teaching this lesson again? Use Gibbs’ framework to help you structure your
reflection.
8.

Record & Share

As reviewee, you must audio record the conversation between you and your peer
review partner and send to your tutor using your agreed sharing mechanism. You
must also post your reflection to the online discussion board.
The data emerging from this process was in the form of the audio recorded
feedback conversations and the completed reflections, using Gibbs’ reflective
framework. All 11 students engaged with the peer review process both as a
reviewer and a reviewee. Each reviewee emailed their audio feedback discussion
to the researcher and posted their reflection to the online discussion forum,
iTunesU. All students had access to an iPad and used the ‘voice recorder’ app to
record the feedback discussions. The shortest recording was 4 minutes 32
seconds and the longest recording was 11 minutes 37 seconds with the average
recording being 6 minutes 45 seconds. The students had engaged with the peer
review process during SE1 when the same protocol above was in place apart
from 1 key difference:
(1) The post lesson feedback discussions were not audio recorded.
As noted in the overview of AR and data collection phases (p.145-7) it was
decided that in order to measure the true impact of the peer review process, it
was important to analyse how the feedback discussion impacted each reviewee’s
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reflection. Therefore, the most accurate way of doing this was to capture these
discussions. Since the peer review reflections from SE1 did not capture the audio
recorded conversations, it was decided to only analyse the reflections from SE2.
In order to help prepare the students for this process, the researcher delivered
two x 2hr feedback workshops where the focus was on modelling various types
of feedback and addressing effective and ineffective feedback, as well as some
basic advice regarding etiquette and protocol when giving and receiving
feedback. It was hoped that by engaging in these sessions that the students
would feel more confident in delivering appropriate feedback to their peer and
that when receiving feedback, they would welcome it in a professional manner.
According to Kyprianou et al (2016, p.273), conversations ‘are fundamental to the
study of both language and human action and represent an important source of
data in social sciences’. They regard such data as ‘naturally occurring’ whereas
interviews are more scripted, since ‘Interview responses may be shaped and
filtered to some degree by the logic of researchers’ questions’ (Ibid, p.274).
Creswell (2007) agrees, noting that the spontaneous nature of conversations
helps to illuminate the meaning that individuals attach to the area under
discussion. However, Wyatt et al (2007) point out that when such conversations
are audio recorded, this can stand ‘in the way of collecting truly natural data’
(p.213). This view is supported by Miltiades (2008) who notes that respondents
may be inclined to provide socially desirable responses. It is important to note
that whilst the post lesson discussions between peers in this study were
conversations, it is possible that knowing their discussions were being audio
recorded, impacted how they interacted and responded, meaning that the
discussions may not have been a fully accurate account of their thinking. The
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purposeful nature of these conversations means that they cannot be classed as
an ‘everyday conversation’ (Dyer, 1995) but they are different to an interview
which is often ‘… constructed and usually a specifically planned event’ (Cohen et
al, 2011, p.409). The reviewers in these post-lesson discussions shaped the
conversations via what they observed in the lesson and what they considered to
be important areas to explore. However, unlike an interview, they did not have
carefully constructed pre-planned questions and in some cases, some reviewers
will not have used questions during their discussion. Whilst the use of audiorecording is selective and ‘filters out important contextual factors, neglecting the
visual and non-verbal aspects’ (Ibid, p.426), it was important to record these
conversations so the researcher had access to the actual spoken words of the
participants in order to make an accurate comparison between these discussions
and how they impacted the students’ reflections. The next sub-section discusses
the data collection process for video-assisted reflections.
3.8.3

Video-assisted reflection

The researcher received ethical approval from Ulster University’s research ethics
committee to permit the video recording of each PGCE PE student’s teaching
practice. From the 11 students, six managed to have one lesson video recorded.
From the remaining five students, two completed a Special Educational Needs
(SEN) placement where they were not engaged in formal teaching and due to the
specific nature of SEN schools, it was decided that video recording in this context
would not be appropriate. The other three students all encountered difficulties
with the scheduling of junior exams and, therefore, did not manage to conduct
this process. The decision to have students video record their lessons emerged
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from the review of literature where all empirical data relating to video use and
reflection highlighted positive findings. The researcher was therefore keen to
explore this area with the PGCE students and the data emerging from this
approach was used to help answer research questions 1 and 2. Similar to the
process of peer review above, the researcher produced a protocol for the
students to follow when having their lesson recorded. The protocol was as
follows:
1.

Students select one class to teach whilst being video recorded by their
school mentor (PE staff member)

2.

Information sheets, consent forms and pupil assent forms to be
delivered to parents and pupils.

3.

Upon receiving consent and assent forms, the student plans their
lesson. Each reviewee returns the consent and assent forms to the
researcher.

4.

The student’s mentor video records the lesson.

5.

Immediately after the lesson, the student completes his/her normal
lesson annotation reflection.

6.

The student and their mentor observe the video as soon as is possible
after the lesson. During the observation of the video, both the student
and the mentor take notes on what they observe.

7.

When the lesson observation has concluded, the student and the
mentor discuss their notes. The mentor gives a copy of their notes to
the student to help facilitate further reflection.

8.

The student completes their lesson reflection using Gibbs’ reflective
cycle and shares it to the online discussion board.
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9.

The lesson annotation, student notes and mentor notes to be emailed
to the researcher.

Adherence to this protocol was crucial as the step-by-step approach allowed the
researcher to assess the impact of the approach. The students’ written reflections
were subjected to content analysis. Similar to the assessed weekly reflections
and the peer review reflections, each reflection was assessed against Larrivee’s
(2004) reflective framework. In order to increase the accuracy of this process, the
experienced teacher educator colleague assessed four of these reflections,
choosing four different students than he chose for the peer review comparison.
According to Cohen et al (2011, p.531), ‘moving images are powerful in a range
of methodologies of educational research…They can catch both the everyday
routines and practices of participants’. Penn-Edwards (2004, p.267) agrees,
noting that video ‘enables spontaneous and transitory information to be captured’.
The students in this study utilised the videoing category of ‘subject viewing’,
whereby they viewed a recording of themselves (Ibid). Penn-Edwards (2004)
notes that this type of video-recording is most suitable for areas such as ‘teacher
reflection and student learning’ (p.269) thus indicating that its use in this study
was appropriate. According to Shi et al (2001, p.269), video-recordings are
‘authentic communication data without question’, a view supported by Feak and
Salehzadeh (2001). Cohen et al (2011) note, however, that whilst ‘the data are
rich… they are also selective depending on the focus and angle of the camera’
(p.531). The teacher mentors were responsible for recording the lessons in this
study and all recordings were completed via the use of an iPad, meaning that it
was a moving camera. Cohen et al (2011, p.531) note, the latter, ‘whilst it may

165

catch close-up detail, is highly intrusive and artificial’. Penn-Edwards (2004,
p.273) also acknowledges that the use of video can affect the behaviour of the
subject, in this case the student teachers, in that they are likely to alter their
behaviour, ‘even if they are convinced their behaviour patterns are constant and
normal’ since they normally have ‘a conscious awareness of a potential audience’
(p. 273). In this case, the student teachers were being recorded by their mentor,
someone who was evaluating their performance, therefore, it is likely that the
students felt under pressure to perform and that their behaviour was not a true
representation of what could be considered their normal behaviour. Given the
potential for selectivity, Flick (2009) encourages the use of video as part of a
wider database and not to be used as a single collection method. As noted above,
video was one of five data collection tools used in this study. Issues pertaining to
how the video datum was analysed, will be discussed in section 3.9.3 (p.188-9).
The next section discusses the use of observations as a data collection tool.
3.8.4

Lesson Observations

The researcher conducted lesson observations of all 11 PGCE students, but it
must be emphasised that these observations are part of the normal assessment
procedures associated with this course. During one of these observations there
was a specific focus on observing whether the student had utilised their previous
weekly reflection, so the researcher deliberately planned to observe the same
class that were the focus of that reflection. According to Cohen et al (2011), these
were structured observations where the researcher had ‘observation categories
worked out in advance’ (p.457). Bell (2010) notes that structured observations
have been criticized for ‘being subjective and biased’ since researchers ‘have
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decided on the focus rather than allowing the focus to emerge’ (p.195).
Regardless of whether an observation is structured or unstructured, ‘your role is
to observe and record in as objective a way as possible’ (Ibid, p. 195).
Denscombe (2007) in acknowledging that observations can create subjective
opinions, points to the importance of using an observation schedule, stating that,
‘The whole purpose of the schedule is to minimise , possibly eliminate, the
variations that will arise from data based on individual perceptions of events and
situations’ (p.209). The researcher used Ulster University’s School of Education
observation report schedule which includes the 27 competences as set out by
GTCNI (2011). In order to fulfil his professional duties, the researcher was obliged
to use this observation schedule.
The researcher conducted the observation in the normal way but with a deliberate
focus on how the students had used their previous weekly reflection to inform
lesson planning and subsequent teaching and learning. As is normal procedure
when conducting a lesson observation, the researcher reviewed the lesson plan
and accompanying resources. In addition to this, the researcher analysed the
lesson plan for any evidence relating to how the student had used their previous
weekly reflection to inform the lesson planning. Written notes were made as to
whether or not the student had utilised the weekly reflection to inform the lesson
plan. These notes were not recorded on the observation schedule, but rather in
the researcher’s private notebook. When conducting the lesson observation, the
researcher also recorded notes relating to how the student’s weekly reflection
impacted the student’s teaching and pupil learning. Whilst it would have been
ideal to have completed this process more than once for each student, the high
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level of organisation and planning that it took to observe the same class that were
the focus of the previous week’s reflection was considerable.
These observations were used to help answer research question 4 which aimed
to measure the impact of reflections on the students’ teaching practice. As noted
in the review of literature, the purpose of reflecting on practice is to ultimately
improve teaching and pupil learning. Therefore, a key facet of this process for the
students is taking the key action points from previous reflections and using the
information to positively impact future lessons. Whilst the researcher was only
able to investigate if each student did this on just one occasion, it does provide a
realistic perspective as to how individual students were using their weekly
reflections. The researcher was, therefore, checking if the students were doing
what they said they were doing (Bell, 2010) and thus examining the ‘phenomenon
in its natural setting’ under direct observation, as opposed to relying on a
‘reconstruction or contrived rendition of it’ (Grove and Fisk, 1992, p.218).
For these observations, the students were fully aware that their teaching practice
was being appraised, therefore, the observation was unconcealed. With such
observations, there is a chance that the students can change their behaviour to
suit what they feel the researcher wants to observe, known as the “Hawthorne
Effect”. Regardless of whether an observation is structured or unstructured,
‘observers will have their own focus and will interpret significant events in their
own way’ (Bell, 2010, p.192) meaning that there is a danger that observers can
be ‘subjective and biased’ (Ibid, 2010, p.195). In terms of the research focus of
these observations, the researcher was simply noting whether the student had
made use of their previous weekly reflection in their lesson planning and
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subsequent taught lesson. Therefore, this process was straightforward and not
open to misinterpretation. It is possible that the researcher may have been guilty
of subjectivity and bias in the remainder of the observation where he assessed
the students’ teaching performance, but this information was not part of the
research data. The next section discusses the use of focus group interviews.
3.8.5

Focus Group Interviews

Litoselliti (2003) says that focus groups are utilised when the objective is to
explore particular topics and participants’ views and experiences ‘through group
interaction’ (p.1) whilst also acknowledging that they are unique in terms of their
‘purpose, size, composition and procedures’ (p.1). Lichtman (2004) supports this
view by highlighting the uniqueness of focus group interviewing: ‘what
distinguishes focus group interviewing from qualitative interviewing with a single
individual is that the group interaction may trigger thoughts and ideas among
participants that do not emerge during an individual interview’ (p.207). Finch et al
(2014) add that the key difference between in-depth interviewing and focus group
interviewing is that in focus groups data are collected as a result of interaction
between participants. They elaborate by stating that focus groups not only allow
participants to ‘present their own views and experience, but they also hear from
other people…listen, reflect on what is said’ (Ibid, p.212) thus allowing them to
consider their own views further. Participant interaction is seen as being
“synergistic” where a range of ideas and opinions are explored in depth,
producing insightful information (Litoselliti, 2003). Considering the complexities
surrounding the phenomenon (reflective practice) that have been highlighted in
the review of literature, it was decided to conduct focus groups to enable the
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PGCE PE group to explore issues in greater depth. It was hoped that by
conducting focus group interviews, the participants would stimulate each other to
discuss or respond to issues in ways that would not happen during an individual
interview (Lichtman, 2004).
3.8.5.1

Advantages of focus groups

Wilkinson (2004), whilst keen to highlight that focus groups can generate data
fairly quickly from a large number of participants, believes that focus group
settings are more ‘naturalistic ’than individual interviews (i.e. closer resemblance
to normal conversations), in that, ‘they typically include a range of communication
processes, such as storytelling, joking, arguing…. persuasion, challenge and
disagreement’ (p.180). Kruger (1994) agrees that focus group settings are more
natural where members ‘are influencing and influenced by others – just as they
are in real life’ (p.19). Wilkinson (2004) points to a common misconception
associated with focus groups, that participants will be reluctant to reveal intimate
details in the context of a group discussion’ (p.180). Finch et al (2014) are quick
to dismiss this misinterpretation, arguing that spontaneity is at the heart of focus
groups where, through interaction with one another, group members ‘reveal more
of their own frame of reference on the subject study’ (p.213). Wilkinson (2004)
therefore believes that focus group research is likely to produce ‘unexpected
insights’, many of which are ‘unlikely to have arisen in the context of individual
interviews’ (p.182). Litoselliti (2003) sees this interaction between the group
members and the moderator as a significant positive of focus groups with the
process allowing for ‘a variety of responses, clarification, probing, connections
among points made, nuances and deeper levels of meaning’ (p.19). Morgan
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(1988) acknowledges that in focus group settings participants will share views,
experience doubt and reconsider their own opinions, creating a process where
the moderator will have less control over the interactions, resulting in less control
over the data which emerge. Morever, Litoselliti (2003) believes that the benefits
to emerge from allowing individuals to explore the phenomenon in their own
words often outweigh the limitations, since the collaborative nature of this process
is ‘a priority for social research projects’ (p.19). Additionally, when participants
are given the opportunity to express views in their own words and have the
chance to re-frame their views based on group collaboration, many find the
experience empowering (Ibid).
3.8.5.2

Limitations of focus groups

There are occasions, however, when focus group interviewing should not be
utilised, particularly when the employment of other methods is considered to be
more appropriate (Flick, 2014). For example, if wanting to access narratives,
focus groups should not be used since ‘group dynamics will confound and disturb
the narrative in its development’ (Ibid, p.253). Savin Baden and Major (2007,
p.389) argue that focus groups are not an appropriate research method when the
goal is to find out ‘how common the expressed opinions are in a community, to
document behaviours or to gain a detailed picture of specific or complex beliefs’,
a view supported by Stewart and Shamdasani (2015) who point to the small
number of participants as significantly limiting the generalisation of the findings
to a greater population. They also highlight a further limitation, arguing that focus
group data may be ‘biased by a very dominant or opinionated member’ (Ibid,
p.48), a view supported by Litoselliti (2003) who claims that focus groups can

171

create a false consensus due to some group members remaining silent as a result
of strong personalities who dominate and heavily influence the discussion. The
open-ended nature of focus groups is regarded as a challenge for researchers
as it makes interpretation and analysis of the data more difficult (Litoselliti, 2003;
Stewart and Shamdasani 2015), whilst Stewart and Shamdasani (2015) highlight
moderator bias as a potential challenge where he/she may deliberately or
unintentionally provide cues as to the ‘types of responses and answers’ that are
desirable or in an attempt to ‘achieve group consensus on particular topics’
(p.48). Krueger and Casey (2015) warn that the interviewer/moderator should not
take up a position of power nor should they attempt to influence the participants
in any way. They argue that the interviewer must encourage all types of
comments, both positive and negative, ensuring that they do not ‘make
judgements about the responses’ or display ‘body language that might
communicate approval or disapproval’ (Ibid, p.5).
Nevertheless, the researcher was keen to discover more about reflection and its
impact on PGCE students’ practice hence, focus groups were chosen as being
the most appropriate research instrument with phenomenological (see Fig.12,
p.172) considered to the best type for this study. A key issue of reflection,
previously highlighted in the review of literature, is that collaborative approaches
to reflection have been found to be effective, therefore employing focus group
interviews allowed the PGCE students to interact and discuss key issues
connected to reflective practice, helping them become exposed to others’
viewpoints which should allow them to review and reflect upon their stance on
the various issues emerging in the interview. Another reason for choosing
phenomenological focus groups is that the researcher is developing his
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knowledge of the phenomenon (reflective practice) and this type of interview will
expose him to a wider range of viewpoints and experiences thus helping to inform
his developing understanding of the research topic.
3.8.5.3

Types of focus groups

According to Savin-Baden (2013) there are five types of focus group interview
that researchers can utilise. Figure 12 below provides an overview of these five
types.

Type

Purpose of the interview

Exploratory
To increase researcher understanding of an issue. Some
focus groups basic open-ended questions are used. Typically used when
utilizing pragmatic qualitative research and action research.
Phenomenol
ogical focus
groups

To explore respondent group’s views and experiences.
Researcher seeks to understand, through group interaction,
the essence of someone’s experience, their consciousness
and the essential features of someone’s experience of a
particular phenomenon.

Clinical focus To examine participants’ hidden views in order to explore what
groups
might be affecting their behaviours (Calder, 1977). These
types of focus groups can be exploratory or focused on
particular questions. Usually used in the health and medical
professions when pragmatic and action research are being
used.
Storyline
To enable researchers’ understanding of the issues and
focus groups concerns people find most important in a given situation.
Participants are provided with a storyline with missing
components which they are asked to complete. Used in action
research and narrative approaches.
Issue
development
al focus
groups

To gain an overview of the reactions of the general populace.
A presentation is made on two or more competing or
controversial topics and the group’s responses are noted.
Often used in marketing, advertising and media.

Figure 12 - Types of focus groups
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Choosing the most appropriate type of focus group is critical, ensuring that the
type of focus group allows the researcher the best possible chance of generating
the data that he or she wants to obtain. In consideration of the types listed above
and the research questions being investigated, it was decided, as noted earlier,
to use phenomenological type focus groups. A phenomenological focus group
aims to ‘understand the issue or topic from the everyday knowledge and
perceptions of specific respondent groups’ (Vaughn, Schumm and Sinagub,
1996, p.25) and this is what the researcher wanted to achieve. It was hoped that
the adoption of a phenomenological approach would allow PGCE students to
explore the issues emerging from group discussion in appropriate depth. The
decision to employ phenomenological focus groups instead of exploratory focus
groups can also be justified on the basis that when employing this approach,
researchers will possess some knowledge of the area in question with the aim of
developing a deeper understanding, whereas when researchers use the
exploratory approach, they tend to have little knowledge of the area in question
(Vaughn et al 1996). The researcher in this study has acquired a good knowledge
of this area, therefore, exploratory focus groups would not be appropriate. The
nature of the phenomenon being investigated (reflective practice) also lends itself
to the employment of a phenomenological focus group interview as the review of
literature clearly highlighted the contrasting views and complexities associated
with this concept. It is likely that such views will emerge in these interviews and if
they do so, the researcher wants to be in the best possible position to explore
these issues in the greatest possible depth.
Phenomenological type focus groups tend to be of a semi-structured nature as
opposed to being structured. Whether structured or unstructured, Kruger (1988)
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suggests that no more than 10 questions should be used, with 5-6 being the
preferred number. According to Lichtman (2004) a structured focus group
interview tends to limit the ‘nature of the discussion and is used in an attempt to
lend a patina of objectivity to the task’ (p.208) whereas in semi-structured focus
groups, the moderator will have developed a list of questions accompanied by a
pre-planned route for proceeding but will use this as a guide and be prepared to
adapt it when required (Ibid). The focus group interviews used in this research
could be described as ‘semi-structured phenomenological’. Lichtman (2004)
argues that whilst it is accepted that there are different types of focus group
interviews, there are common aspects applicable to all types. She points out that
all focus groups should consist of between 6 and 12 people who come together
to discuss a specific topic for approximately 1 hour to 1 hour and a half. Litoselliti
(2003) however whilst accepting that between 6 and 12 participants is the norm,
emphasises that it is sometimes acceptable to have as few as four. She argues
that smaller groups may be more appropriate when aiming to explore complex
topics as well as allowing more opportunities for individuals to talk. At the end of
PGCE, it was decided to conduct two focus groups, with group one comprised of
six participants and group two comprised of five participants. Whilst it is
acceptable to have 11 in one group it was felt that smaller groups would provide
an opportunity for each individual to make a greater contribution. At the end of
induction year (June, 2019), one focus group involving five participants, took
place.
Krueger and Casey (2015) support the use of smaller focus groups and warn
against recruiting groups that are too large, emphasizing that focus groups should
never have more than 10 participants since large groups can be difficult to
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manage and they restrict opportunities for individual group members to share
their experiences and observations. Finch et al (2014) insist that certain issues
need to be considered when deciding the optimum group size, one issue being
the knowledge of group members in relation to the topic and their level of
confidence in articulating viewpoints. They state that if the participants have an
interest in the topic and can articulate their views with confidence then a ‘smaller
group is desirable’ particularly if the group participants are professionals who are
discussing aspects of their practice. For this study the PGCE students will be
discussing how reflective practice helped shape their approaches to teaching and
learning which is a further justification for using smaller groups.
3.8.5.4

Designing and using focus groups

Stewart and Shamdasani (2015) emphasise that focus group research follows
the same procedures as other forms of research in the social sciences. They
have outlined how it should be designed and conducted (see fig.13. below):
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Figure 13 - Focus group design
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Problem identification/formulation of research questions
Vaughn et al (1996) argue that the success of any research is ‘directly related to
how clearly the research problem is identified’ (p.38), a view supported by
Krueger and Casey (2015). Whilst some researchers often begin focus group
studies by forming draft questions, they should spend longer considering the
exact purpose of their research and then pose a series of fundamental questions
(ibid). Stewart and Shamdasani (2015) believe that the formulation of effective
questions is critical to the success of focus group research since a good question
will ‘elicit substantial interaction among group members’ (p.69), an opinion shared
by Krueger (1994, p.53) who states that, ‘quality answers are directly related to
quality questions’. Stewart and Shamdasani (2015) suggest that two general
principles should be followed when developing an interview guide, the first being
that the early questions should be more general, leading to more specific
questions towards the end. The second principle is that questions should be
sequenced in terms of their importance to the topic, with the more important
questions positioned early in the interview with less significant questions coming
at the end (Ibid). The authors acknowledge that these principles appear to be
conflicting but that it is possible to create a schedule that begins with general
questions on a specific topic which then progresses to more specific questions
before moving back to a general question on another topic. Krueger and Casey
(2015, p.43) see the following as being crucial in the formation of a good
questioning route:
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•

Begins with an easy question – one that all participants can answer

•

Is sequenced so that the conversation flows naturally from one
question to another

•

Begins with general questions and narrows to more specific and
important questions

•

Uses time wisely.

It is interesting that Krueger and Casey (2015) do not advocate for a structure
where the more important topics are explored before those of less importance, a
position adopted by Litoselliti (2003) who believes that the most effective question
route is to ensure that questions move from general to more specific, cued
questions or what is also known as ‘the funnel approach’ (p.59).
The focus group question structure for this research followed this principle (see
appendix 4) where the first question on each topic is quite general, followed by
more specific questions. According to Krueger and Casey (2015), each question
in a focus group does not carry equal weighting and effective researchers will
deliberately use ‘different types of questions at different times’ (p.44). They
identified five different types of questions: opening, introductory, transition, key
and ending. They consider the opening question to be very important suggesting
that it should be easy to answer and, therefore, should not be a discussion
question but simply one that allows each group member to make an early
contribution. The researcher followed this advice (see question 1 in appendix 4)
where the first question required a factual response rather than a discussion. It
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was easy to form and was used as a means of getting the participants to start
thinking about the topic. A series of transition questions were created to serve as
a ‘logical link between the introductory questions and the key questions’ (ibid,
p.45). The researcher utilised appropriate transition questions (see appendix 4)
that allowed the participants to explore issues in greater depth and help move the
‘conversation closer to the key questions’ (Ibid, p.45).
Litoselliti (2003) holds the view that the key questions should ‘correspond to the
main research questions of your study’ (p.60) and that such questions should be
planned in advance since they are the most significant ones to be explored during
the focus group. Krueger and Casey (2015) maintain that the responses to these
questions deserve very careful analysis whilst it is crucial that the moderator
knows the key questions and allows adequate time for them to be fully answered.
The researcher planned for key questions that related to the overall research
questions (see appendix 4).
According to Krueger and Casey (2015) the ending questions are also of critical
importance since they bring the discussion to a close and allow group members
to reflect on their previous comments. They propose the use of three types of
ending questions: ‘the all things considered question, the summary question and
the final question’ (p.46). The researcher used the question below to bring the
interviews to a close:

•

Is there anything else that you would like to add before we finish?

Finishing with ‘Have we missed anything’? allows the participants to make further
contributions ensuring that ‘critical aspects’ are not overlooked (Ibid).
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Stewart and Shamdasani (2015) note that questions should be worded in simple
language which allow participants to respond, since complex questions can be
difficult to respond to and can create irritation amongst the group members.
Identification of sampling frame
Focus groups normally consist of people who possess similar understandings of
the topic in question since they are more likely to express their views and reveal
more to those whom they perceive as similar to them’ (Litoselliti, 2003, p.32).
Finch et al (2014) believe that they are best conducted with strangers as they are
more likely to speak openly and honestly in front of people who they will possibly
never see again. However, they are quick to agree that the use of groups who
know each other is also very common. Krueger and Casey (2015) stress the
importance of identifying the precise characteristics of the people you need in
your group, a view supported by Vaughn et al (1996) who comment that many
focus groups involve participants who have been selected due to sharing
predetermined characteristics and that, therefore, purposive sampling is the most
common approach when selecting focus group participants. Lichtman (2004)
supports the use of purposive sampling because in focus group research the
researcher wants participants who possess either ‘experience or expertise with
regard to the topic’ (p.209). For this research, purposive sampling was used,
where each participant had to be studying PGCE Physical Education at Ulster
University during the academic year of 2017/18, meaning each member had
experience of reflective practice during their studies. The researcher also
understands that by employing purposive sampling ‘the primary goal is not

181

generalisability’ (Vaughn et al 1996, p.58) but rather to gain a deep understanding
of the topic in question.
Identification of moderator
Morgan (1998) notes that the moderator’s role is crucial in determining the
success of focus group interviews. They must possess sufficient knowledge and
understanding of the topic in order to ‘place comments in perspective and follow
up on critical areas of concern’ (Kruger & Casey, 2015, p.105). Litoselliti (2003)
agrees, but emphasises that it is also important for the moderator to have an
understanding of the culture of the group members so that they can be in a
position to understand the ‘potential nature of the group dynamics’ (Stewart and
Shamdasani, 2015, p.88). Therefore, the researcher took on the role of moderator
during the focus groups since he is ‘fully grounded in the purpose’ of the research
(Krueger and Casey, 2015, p.104) and having taught the PGCE PE students for
the entire academic year of 2017/18, he has built a relationship with them and
has come to know the various personalities which will help predict the group
dynamics that are likely to emerge. The researcher was cognizant, however, of
his dual role in this research and therefore took the necessary steps to minimise
bias when conducting each focus group. Bloor et al (2001) emphasise the
importance of the moderator facilitating the focus group rather than controlling
the process, meaning they must ensure they do not lead the group but should
aim to be as ‘non-directive as is possible’ (Finch et al 2014, p.223). However,
Finch et al (2014) are quick to emphasise that when the researcher becomes the
moderator, their role can be described as ‘something of a hybrid’ (p.222). In this
role they are a moderator who controls the agenda in a manner that displays
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appropriate restraint as well as being a facilitator who helps the discussion
progress. The researcher, when moderating, made every effort to adopt a neutral
and non-judgmental stance by encouraging all views whether positive or
negative. He also made an effort not to ‘communicate approval or disapproval’
(Litoselliti, 2003, p.42) so that he avoided favouring or influencing group members
towards a particular stance. The researcher is also aware that even if such a
concentrated effort is made to reduce bias, it is possible that the researcher’s
views did have an impact on the participants in some way. He, therefore, decided
to have a co-moderator present during each focus group interview, a practice
endorsed by Lichtman (2004) who believes that a co-moderator can help to keep
the discussion flowing as well as ensuring all group members participate. Krueger
and Casey (2015) advise that selection of the assistant moderator must be given
careful consideration. The researcher selected a colleague who has a wealth of
experience in conducting focus group interviews in an attempt to compensate for
the researcher’s lack of experience in this area and to minimise unconscious bias.
It was hoped that the deployment of this colleague would help to maximise the
benefits that could possibly be gained from this process.
Generation and pretesting of the interview guide: The pilot study
The researcher decided to conduct a pilot focus group with six PGCE students
from other subject groups (Home Economics (HE), Art and Design, Music,
English, History, and Technology and Design). Considering that the researcher
is inexperienced in the area of focus groups this was a good opportunity to trial
the interview questions. The participants for the pilot interview were suitable
considering that all members had engaged with the same reflective approaches
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as the PE students, the only difference being that the PE group were the only
group to have utilised video-assisted reflective work. Thus, the researcher was
able to conduct the pilot focus group with individuals who were ‘representative of
those who will participate in the actual focus group’ which is considered ‘highly
desirable’ (Stewart and Shamdasani, 2015, p.74). The researcher was able to
pilot all questions (apart from the one on the use of video) to assist with reflection.
Krueger and Casey (2015) emphasise the need to conduct a pilot interview so
that the researcher has the opportunity to find out if questions are easily
understood as well as coming to understand which questions might require
probes and the length of time required to answer each one. Upon listening to the
audio recorded pilot focus group interview, the researcher identified issues that
required improvement. For example, when question seven was asked, it was
clear during the interview that the participants did not fully understand it. The
researcher had to rephrase the question and when the interview concluded one
of the participants annotated the question on her interview sheet, rephrasing it.
The researcher used this information to amend question seven, showing that
pretesting the interview guide is ‘crucial’ (Stewart and Shamdasani, 2015).
Recruiting the sample
The sample population and recruitment for the focus groups have been explained
above, therefore, the researcher feels there is no need to repeat this information.
Having been given the relevant information sheets regarding the purpose and
nature of the research, all 11 PGCE Physical Education students consented to
participating in the focus group interviews.
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3.8.6

Conducting the focus group

As noted earlier, the researcher conducted each focus group interview and was
assisted by an experienced colleague whose role was to take responsibility for
room arrangements, logistics, interview recording and note-taking. The
researcher was ‘fully grounded in the purpose of the study’ and had the ability to
‘place comments in perspective and follow up on critical areas of concern’
(Krueger and Casey, 2015, p.105). The pilot focus group highlighted an issue that
the researcher addressed in each focus group. When listening to the pilot focus
group interview it was noted that on two occasions the researcher revealed some
personal views, an issue which Krueger and Casey (2015) argue should never
happen as the moderator’s role is to ‘keep their personal views to themselves and
focus on understanding the perceptions of the group participants’ (p.105). During
each focus group interview, the researcher made a very conscious effort to
control his personal reactions in an attempt to ensure that the participants see
themselves as the experts because ‘once the moderator begins to explain or
defend’ (Krueger and Casey, 2015, p.105) the discussion dynamics change.
Each focus group was conducted in a quiet, spacious room in the School of
Education. All three sessions were recorded and then subsequently transcribed
to facilitate analysis. The next section discusses how each data set was analysed,
beginning with figure 14, which provides an overview of data collection, data
analysis and how they align with each research question.

3.9
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Data analysis structure

Research Questions

Data collection

Data analysis

1.In what ways do pre- Qualitative
service PE teachers’
reflective capacities
change across the
PGCE year?

88 weekly written and audio reflective
accounts collected from Nov ‘17-Jan ‘18
and March ‘18-May ‘18.

Content analysis - use of key
words/phrases to determine the level of
reflection attained. Accounts assessed
against Larrivee’s reflective framework.

2. What approaches to Qualitative
reflection are most
effective for
developing pre-service
PE teachers’ reflective
skills?

Weekly reflective accounts (as above).

Comparison of reflective approaches and
the quality of the weekly reflections

3. Does having more
subject knowledge
allow pre-service PE

Methodological
approach

Qualitative

11 Peer review audio recordings and
Larrivee’s framework used to assign
completed peer review reflection collected reflective levels.
during SE2 – March 18 – May 18.
Analysis of peer review post lesson
discussions and reflection.
6 video-assisted reflections during May
18.

Analysis of lesson reflection against
Larrivee’s framework

2 Focus group interviews conducted in
June 18.

Content analysis of focus group data

Weekly reflective accounts that focused
on each students’ area of expertise.

Content analysis of selected weekly
reflections to find key words/phrases
relating to the level of reflection achieved.
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Research Questions

Methodological
approach

teachers to produce
higher quality
reflections?

4. How do pre-service Qualitative
PE teachers make use
of their weekly
reflections?

5. In what ways do
Qualitative
pre-service PE
teachers use reflective
practice during their
first year as a qualified
teacher?

Data collection

Data analysis
Assign a level based on Larrivee’s
reflective framework

Focus group data (as above).

Students’ response to questions relating
to their subject knowledge and how this
helped shape their reflections

11 Lesson observations - conducted
across SE1 and SE2.

Comparative analysis between the weekly
reflection and the observed lesson – do
the students use their reflections to inform
planning and future practice

Focus group data (as above).

Analysis of student discussion in relation
to the impact of reflection on their practice

1 Focus Group interview in June 2019
with a sample of the PGCE cohort who
were practising teachers when data was
collected.

Content analysis of focus group data

Figure 14 - Overview of data collection and analysis linked to research questions
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3.9.1

Weekly reflections

The first set of data to be analysed was the students’ online weekly reflections.
As noted above, the researcher selected 8 reflections for each student (n=11),
meaning that 88 weekly reflections were analysed against Larrivee’s (2004)
reflective framework. Prior to using Larrivee’s framework, the researcher read all
88 reflections so that he could become familiar with the data (Stuckey, 2015).
Using the overall framework descriptors and the levels criteria (see appendix 1),
the researcher coded segments within each reflection as belonging to either the
pre-reflective, surface, pedagogical or critical level. Stuckey (2015) notes that this
type of coding is pre-determined whereby the researcher was using ‘previous
coding dictionary from another researcher’ (p.8), in this case, Larrivee’s (2004)
level criteria. The protocol employed by the researcher was as follows:
1.

Read the entire reflection and make general notes regarding level of
reflection

2.

Re-read the reflection and highlight specific segments as being either
pre-reflective, surface, pedagogical or critical using Larrivee’s (2004)
level criteria. Use a specific colour to identify each level

3.

Count the number of reflective segments belonging to each level and
if necessary, count the number of sentences belonging to each level

4.

Assign a level to the reflection

In terms of assigning an overall level to each reflection, the researcher first of all
counted the number of reflective segments belonging to each level. If the
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numbers for a reflection were as follows: pre-reflective (10), surface (6),
pedagogical (0) then the reflection was assessed as being pre-reflective. If the
reflection was assessed as having: pre-reflective (5), surface (5), pedagogical (2)
then because the individual reflected beyond surface, the reflection was graded
as surface. If a reflection was assessed as follows: pre-reflection (6), surface (6),
pedagogical (0) then the total number of sentences for each segment were
totalled and the reflection level was awarded based on the level that had the
highest number of sentences.
In order to increase the validity and reliability of this process it was necessary to
have another experienced colleague verify a sample of the reflections. This
verification process allowed the researcher to minimise the risk of imposing his
own interpretation onto the textual data which helped to establish trustworthiness
of the human instrument (Lincoln and Guba, 1985). Cohen et al (2011, p.199)
point out that ‘standardisation and moderation of results’ are important in helping
to increase validity. This colleague is an experienced teacher educator who has
an interest in reflective practice and who is familiar with Larrivee’s framework and
level criteria. The colleague completed the same process as the researcher with
22 (25%) reflections, meaning 2 from each student. The researcher made all 88
reflections available to his colleague where he was asked to select any 2 for each
student. It was important to make all reflections available so that the researcher
avoided being selective with the data (Cohen et al, 2011). Upon confirming the
reflections he wished to review, it was agreed to adhere to the following
procedure.
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Figure 15 – Standardisation protocol for weekly reflections

On completion of the standardisation process, there was agreement on all four
reflections with the reviewer and the researcher having assigned the same level
for each reflection. However, there were slight differences regarding the levels
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assigned to particular segments within each reflection. Agreement on assigning
levels to each reflective segment was 85%. The 15% where differences occurred
were debated and agreement was reached. This involved a re-analysis of the
segments, using Larrivee’s (2004) level criteria.
On completion of the entire review process and initial comparison of reflective
levels between the researcher and the reviewer, 19 out of 22 reflective levels
matched, meaning there was a difference in just three reflections. In two of these
reflections, the reviewer had assigned both as being pre-reflective whilst the
researcher had awarded them surface. In the third reflection, the reviewer had
assigned it as being surface whilst the researcher had categorised it as prereflective. The researcher and the reviewer met to discuss the outcome of the
review process where they did a comparison of their assessment on each
reflection by noting agreements and disagreements on the levels given to each
reflective segment. As above, where differences occurred, the segments were
revisited and analysed together by referring to Larrivee’s level criteria as a guide.
This process was very important for the three reflections where different overall
levels were assigned. The process allowed for a consensus and agreement on
all three reflections. Three examples of how this verification process was
conducted is included in appendix 5 where there are two examples of reflections
that initially resulted in disagreement and how upon revisiting them, a level was
agreed. The other example shows a reflection that both parties agreed on from
the initial moderation.
Each weekly reflective account was subjected to content analysis whereby the
researcher identified key words/phrases that matched the specific levels in

191

Larrivee’s framework. A sample of 8 weekly reflective accounts for each student
was selected with the researcher choosing one account from each quartile of the
school experience, meaning that for each student a reflective account would be
chosen from weeks 1-3, 4-6, 7-9 and 10-12. Thus, each student had four
accounts from SE1 and four from SE2. Cohen et al (2011) refer to Kitwood’s
(1977) 8 methods for dealing with account data. The fourth method on this list
addresses how researchers can categorize the content of each account. The
researcher in using Larrivee’s framework was able to categorize the content of
the selected accounts based on language that aligned with each of the four levels
in the framework and the levels criteria (see appendix 1). The next section
discusses data analysis for the peer review process.
3.9.2

Peer review

Each peer reviewed lesson reflection was analysed using Larrivee’s framework,
meaning they were subjected to the same analysis process as the weekly
reflections. As with the weekly reflections, the same colleague reviewed a sample
(3) of these reflections, which again permitted comparison and enhanced the
accuracy of the process. These reflections were analysed after the weekly
reflections meaning the colleague had experience of this process. Therefore,
there was no need to conduct a standardisation process. On the three reviewed
reflections, the researcher and the reviewer reached agreement on the overall
level for all three and had a 90% agreement rate on all reflective segments. The
same process was used to debate and agree on the 10% of segments where
agreement had not occurred.
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The eleven audio recorded feedback discussions were transcribed word-for-word
by the researcher. The quality of feedback generated in each feedback
discussion was determined by analysing the type of feedback (see fig.16 below)
and the content focus (see fig.17 below) of each feedback segment through the
coding of key words and phrases. The researcher read each transcript so that he
became familiar with the content and during this process he made notes in the
margin relating to his initial impression on types and content of the feedback
segments. Each transcript was then re-read and with reference to figures 16 and
17 below, feedback segments were then categorised by highlighting the
segments in the colour that matched the corresponding feedback type and
number 1, 2 or 3 was put in brackets in the margin beside the segment, this to
determine the content of the feedback.

Feedback type

Description

Corrective feedback

Type of error is identified and suggestions are
offered as how to correct the error

Noncorrective feedback

Type and extent of error are identified but no
suggestions for how to improve are offered

General feedback

Feedback that is vague and non-specific e.g.
“okay”.

Positive feedback

Use of praise when the teacher demonstrates the
use of an appropriate teaching behaviour

Specific feedback

Objective information is delivered in relation to
predetermined specific teaching behaviours

Suggestive feedback

The use of prompts and questions to help the
reviewee explore the issues in greater depth

Figure 16 - Types of Feedback
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The audio recordings also permitted the researcher to identify the content of each
feedback segment in terms of whether the issues addressed were technical,
pedagogical or critical (Bell, 2001). See figure 17 below.

Technical (1)

Content that focused on basic classroom management
and organisational issues.

Pedagogical (2)

Content that addressed teaching strategies and pupil
learning.

Critical (3)

Critical content was identified by feedback that addressed
social, political, ethical and moral issues of practice.

Figure 17 - Content focus of feedback

In order to increase the accuracy of this work, an experienced teacher educator
colleague who was familiar with the six feedback categories in figure 16 and the
content categories in figure 17, repeated the content analysis process for four
transcriptions. This gave the researcher the opportunity to compare the analysis
which produced an 85% agreement. The slight disagreements (15%) were
debated, before arriving at a consensus. Armstrong et al (1997, p.598) argue that
‘comparison with the original findings can be used to reject, or sustain, any
challenge to the original interpretations’. Appendix 6 contains a sample analysis
of an audio recorded post lesson discussion.
The other key focus of the analysis was to identify the areas of feedback each
student (reviewee) chose to reflect upon in order to determine if the feedback
discussion impacted students’ reflections. The content of each lesson reflection
was compared to the type and content of the feedback discussion in order to
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determine which feedback segments the reviewees chose to reflect upon and
how they reflected on them. As well as noting which feedback types and content
they chose to reflect on, it was also important to note which feedback types and
content they did not choose to reflect on. Appendix 6 also shows a sample
analysis of the reviewee’s reflection, identifying the feedback segments he chose
to reflect on. The next sub-section discusses how the video-assisted reflections
were analysed.
3.9.3

Video-assisted reflection

Each video-assisted reflection was analysed in the same way as the weekly
reflections and the peer reviewed reflections. Each reflective segment was,
therefore, assigned one of Larrivee’s four levels and then based on the overall
totals for each level, or if required, the number of sentences attributed to each
level, the overall level for each reflection was awarded. The video-assisted
reflections were analysed after the weekly reflections and the peer reviewed
reflections. Therefore, considering that two successful verification processes had
been previously completed for the weekly reflections and the peer reviewed
reflections, it was decided not to complete this process again.
Having analysed all data relating to students’ weekly, peer reviewed and videoassisted reflections, it was important to note if any of the approaches allowed
students to produce higher quality reflections. This was achieved via a
comparison between the dominant level of their weekly reflections, their peer
reviewed reflection and if applicable, their video-assisted reflection. In order to
ensure the accuracy of this process it was important to note the levels of each
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reflective segment so that perhaps small increases in the quality of reflections
could be noted. The next section briefly refers to the lesson observation data.
3.9.4

Lesson observations

As noted above, the only observed information relating to the study was whether
the students used their weekly reflection to inform the lesson plan and their
teaching on that particular day. Therefore, there was no information that required
analysis, but rather the information was descriptive and factual. The next subsection discusses the analysis of focus group data.
3.9.5

Focus Group Analysis

Each focus group was transcribed by the researcher, an approach supported by
Krueger and Casey (2015) who believe that it is more productive for the person
conducting the analysis to prepare the transcripts as this ‘allows the researcher
to get an in-depth experience with the data’ (p.151). Whilst this was very timeconsuming, it was ‘more rigorous and productive than abridged transcripts or a
simple debriefing report’ (Litoselliti, 2003, p.86). The researcher completed
transcription very quickly after the interviews were conducted because the
process of data analysis should begin as soon as possible after the interview has
taken place (Morgan, 1998). The researcher sent each participant a copy of the
interview transcript so that they could check whether it was a true representation
of the discussion. Cohen et al (2011) argue that such an approach is necessary
but none had any objections to make or revisions to suggest.

196

The researcher read each transcript ‘for general impressions’ (Litoselliti, 2003,
p.87) before moving on to focus on specific topics where sections of the
transcripts that related to the research questions were identified (Stewart and
Shamdasani, 2015). The researcher employed a content analysis approach
which according to Ezzy (2002, p.83) begins with ‘a sample of texts (the units),
defines the units of analysis (e.g. words, sentences) and the categories to be
used for analysis, reviews the texts in order to code them and place them in
categories’. As a result of listening to the audio recordings, completing
transcription and the initial reading of the transcripts, the researcher identified
broad categories, which according to Cohen et al (2011, p.566) ‘are the key
features of the text’. As a result of the coding process, other categories emerged,
thus ensuring that the categories were ‘exhaustive, in that all substantive
statements should fit into a category’ (Litoselliti, 2003, p.90), a view supported by
Robson (1993) who states that content analysis ‘is no better than its system of
categories’ (p.277). Once the coding and categorisation were completed the
researcher began analysing the data, at first working ‘on small samples of text
rather than the whole text, to test out the coding and categorization, and makes
amendments where necessary’ (Cohen et al, 2011, p.567). This involved making
connections between the various categories by seeking ‘underlying associations’
(LeCompte and Preissle, 1993, p.246), a process that resulted in the eight original
categories being reduced to five, resulting in modifying the title of some
categories, a process which Litoselliti (2003) regards as being ‘flexible about
modifying your insights, taking different perspectives and questioning your
interpretations during the analysis process’ (p.91). Each of the five categories
were then classified as the main themes to emerge from the analysis. The next
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step in the analysis process was to write up the key quotations under each of the
five category headings. In selecting the quotations, it was important to ‘use a
representative selection’ that was balanced and ‘not one that confirms your
expectations and ideological presuppositions’ (Litoselliti, 2003, p.91). The
researcher, therefore, was careful to select quotations that provided the breadth
of student views. A sample of this process can be found in appendix 7, showing
the initial codes and categories and with an explanation as to how the categories
were modified, resulting in the identification of five key categories (themes) for
the end of PGCE focus groups and five key categories (themes) for the end of
induction year focus group.
As previously identified, focus group interviews are unique due to their
interactionist nature, therefore it was important that the researcher made an
attempt to analyse the data in such a way that the participants’ interactions both
verbally and non-verbally were a part of the analytic process. Stewart and
Shamdasani (2015, p.117) insist that the ‘transcript does not reflect the entire
character of the discussion’ since non-verbal communication, participant
behaviours and use of gestures are not recorded. Flick (2014) emphasises the
importance of using interaction and group dynamics when analysing focus group
data so that participants’ contributions should not be viewed as ‘isolated individual
statements’, but rather they should be seen as being ‘embedded in the group
interaction and dynamic’ (p.258). As noted above, the researcher made use of an
assistant to make notes during the interview which focused on group interaction,
specific body language, gestures, eye contact and nodding. These notes were
used to help the researcher analyse the data so that the interactionist nature of
the interviews is captured in the analysis. Krueger and Casey (2015), however,
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warn that ‘interpreting body language is tricky’ (p.160) and that researchers
should use it as a signal rather than jump to conclusions as to how they think the
person is feeling. Having listened to the first focus group interview (end of PGCE)
in conjunction with reading the additional notes, the researcher noted that he
should have asked certain participants how they felt. In the second focus group
interview the researcher noted that two individuals were nodding in agreement
with the person who was speaking, so the researcher asked them, ‘I see you are
nodding, tell me why’? Therefore, rather than assuming they simply agreed
entirely with what the speaker was saying, this allowed the researcher to explore
the views of the other individuals, enabling them to examine the issue in greater
depth. This approach was adopted on the advice of Krueger and Casey (2015)
who argue that the focus group is only a glimpse of participants’ behaviour and
interaction meaning that the researcher does not have ‘sufficient time to
understand’ (p.160) participants’ behavioural patterns, therefore, it is best to find
out what gestures and body language mean.

3.10 Summary
In this chapter the approaches to methodology have been explored by drawing
on relevant supporting literature. The participants (PGCE PE group) were
involved in each empirical aspect of the study.
The chapter began by analysing AR and justifying its suitability for investigating
the topic of reflective practice, an area that lacks clarity and with the potential for
much improvement. The researcher provided an overview of the reconnaissance
period, which outlined the reflective approaches utilised during both years (2015-
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16, 2016-17) and the various amendments that were made based on
implementation of the Action Reflection cycle. This allowed the researcher to
identify the approaches that would be used for the data collection phase of the
study, during 2017-18. The remainder of this section discussed the principles of
AR, the advantages and drawbacks associated with its use and how the current
study relates to its key principles.
The next section addressed the qualitative nature of this study by explaining and
justifying why quantitative methods would not be suitable. There is an exploration
of the positivist and interpretative paradigms, outlining that this study is conducted
within the interpretative paradigm. The sample population is then discussed,
noting that purposive and convenience sampling were employed but
acknowledging that whilst the sample size (11) is small, it does represent the
entire population of PGCE PE students in Northern Ireland for that particular year.
The ethical implications associated with the study are then discussed, where the
researcher’s dual role as researcher and PGCE tutor is addressed. The
researcher clearly outlines the steps he took to ensure the highest ethical
standards were implemented in this study. Each data collection instrument is then
explored by outlining the specific protocols that were utilised and a discussion
follows on the noted advantages and disadvantages connected to each one. The
last section provides an overview of how each data set was analysed by
discussing and justifying the specific approaches used to generate the findings.
The next chapter (4), provides a systematic overview of the findings that emerged
from the data analysis.
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Chapter 4
4.0

Findings

In this chapter, all findings relating to each data set will be presented. The first
section will report findings on the quality of the students’ weekly reflections which
were assessed against Larrivee’s (2004) reflective framework (see appendix 1).
The second section will report the findings on the quality of students’ reflections
based on their areas of expertise which is followed by section three which reports
the findings on peer review. The fourth section reports the findings on videoassisted reflection which is followed by findings on lesson observations in section
five. Section six reports the findings on the two focus group interviews that were
conducted at the end of the students’ PGCE study and the seventh section
outlines the findings relating to the one year follow up focus group interview,
where a sample of the students were interviewed after one full year’s teaching in
schools.
Figure 18 below provides an overview of the levels of reflection attained by each
student across the eight selected weekly reflections. As noted above, each
weekly reflection was assessed against Larrivee’s (2004) reflective framework
whilst the students used Gibbs’ (1988) reflective cycle to help them structure their
reflections. There was no need to include a column entitled ‘critical’ as none of
the assessed reflections were graded as critical.

4.1
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Weekly Reflection overview using Gibbs’ Reflective framework

SE1

SE2

Student

Mode of recording

Pre-reflective

Surface

Pedagogical

Pre-reflective

Surface

Pedagogical

A

Written

4

0

0

2

2

0

B

Written and audio

1

3

0

0

4

0

C

Written

1

3

0

1

3

0

D

Written and audio

0

3

1

0

1

3

E

Written

1

3

0

0

4

0

F

Written and audio

1

3

0

1

3

0

G

Written and audio

0

0

4

0

0

4

H

Written and audio

0

4

0

0

0

4

I

Written

4

0

0

1

3

0

J

Written

2

2

0

2

2

0

K

Written

4

0

0

2

2

0

18

21

5

9

24

11

Total

Figure 18 - Students' assessed weekly reflections
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Eighty-eight weekly reflections were analysed and assessed against Larrivee’s
reflective framework. Eight reflections were selected for each student (n=11) and
to ensure consistency in selection it was decided to select reflections from weeks,
3, 6, 9 and 12 across both school placements. If a student had not completed a
reflection for one of these weeks, then the next chronological completed reflection
was chosen. Figure 18 above shows that the majority (45) of assessed reflections
were graded as surface level. Over a quarter of the reflections (27) were graded
as pre-reflective with the remaining 16 reflections graded as pedagogical, thus
meaning that none of the reflections were graded as ‘critical’. It is important to
highlight that the 16 pedagogical reflections belonged to three students with one
student accounting for eight of these. The 27 pre-reflective reflections were
shared amongst eight students with the three students who produced the
pedagogical reflections being the ones who did not produce any pre-reflective
reflections. Ten students contributed to the 45 surface level reflections. Findings
relating to students’ pre-reflective reflections will be reported on first, followed by
the findings on surface level reflections and lastly the findings on pedagogical
reflections will be presented.
4.1.1

Pre-reflective reflections

For reflective segments to be assessed as pre-reflective they were required to
contain reflections that met the following criteria:

•

Defensive of their practice

•

Blaming pupils for lack of progress or poor behaviour

•

Preoccupied with compliance and control
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•

No focus on pupil learning

•

Describing problems simplistically.

The 27 pre-reflective reflections were categorised accordingly as each displayed
an inability to reflect in any depth about teaching and pupil learning. Common
areas of reflection emerged from the analysis with students focusing on
classroom management and organisational issues or what can be referred to as
technical issues. As figure 18 shows, students A and K each produced six prereflective reflections, with the remaining six students accounting for 15 prereflective reflections between them. All four of student A’s reflections from SE1
were graded as pre-reflective, with two from SE2 also categorised as being prereflective. Student A was heavily focused on justifying her teaching actions,
defending rather than analysing her practices. In the analysis section of her first
reflection she stated, ‘If teaching this lesson again I just need more space’, thus
indicating that all other aspects of the lesson would remain unchanged. She also
stated that rather than having a stationed approach for the development of each
skill, she would just ‘do one activity at a time’, meaning she was not in any way
questioning the actual activities in terms of how appropriate they were for
facilitating pupil learning, therefore, she was describing problems simplistically.
The justification for teaching approaches continued to be a theme throughout SE1
and indeed SE2. In her 4th assessed reflection for SE1, she stated, ‘if this lesson
were to be taught again, I would ask the girls what songs they want to do aerobics
to and come with different aerobic moves’. This reflective segment suggests that
student A lacks the ability to reflect on her teaching and pupil learning, particularly
when at the beginning of the reflection she stated, ‘I have no previous experience
teaching aerobics’. In her 2nd assessed reflection for SE2, student A stated, ‘the
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activities were well planned but did not go as well as I had planned as the pupils
were messing around’ showing that she was attributing problems to the pupils
without considering her own contribution.
Student K’s reflections were characterised by an over-focus on organisational
issues where she appeared to be pre-occupied with management and control. In
her first assessed reflection, she stated, ‘If I was to deliver the same lesson again,
I think I would incorporate a layout sheet for mats to show the class how we will
set up…I also think the second lesson will go better as I will be able to take timing
into consideration by the time the class gets across from the sports hall to the old
school gym’, thus showing that she is focused on basic issues without any
consideration of how her teaching impacted pupil learning. In her 4th weekly
reflection for SE1, student K when analysing a Year 8 trampolining lesson, stated,
‘If I was to deliver the same lesson again, I would follow the same order of
progression’, showing an unwillingness to consider alternative approaches. In her
3rd weekly reflection for SE2, she stated, ‘The activities were all appropriate and
the warm-up was beneficial to the main activity. The demonstrations and key
points were clear and the video was also useful to show pupils exactly what I was
looking for in terms of key teaching points’. In this instance there is no focus on
the quality of teaching and the impact on pupil learning. Student K, like student
A, also attributed ownership of behavioural problems to pupils when stating, ‘the
lesson activities were very well structured, but the pupils were not doing their best
and had a very bad attitude’.
Of the remaining 15 pre-reflective reflections, student I accounted for five of
these. When reflecting upon a Year 8 throwing lesson, he stated, ‘an enjoyable
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throwing lesson…need to be prepared to adapt to the general issues I will face in
teaching. Have a written idea if facilities/equipment is not available’. These
comments show that he was self-confirming the choices he made without
considering alternative approaches, nor was he demonstrating the capacity to
connect teaching action with pupil learning or even showing concern for this
connection. Similar to students A and K, student I attributed ownership of
behavioural and pupil engagement issues to the pupils, stating, ‘this was a similar
lesson to the other Year 10 class which went well but these boys are more difficult
and they did not want to take part’ and when analysing the lesson, he stated,
‘although the lesson was well planned, their class will not complete another unit
of cross-country. This should be changed to reengage pupils into PE’. These
comments display a lack of capacity to analyse his teaching practices where
again he was using self-confirming reasoning and had not thoughtfully connected
teaching actions with pupil behaviour and learning. Rather, he was describing
problems simplistically. These trends continued for student I during SE2 where in
his 2nd assessed weekly reflection he stated, ‘these boys do not really like PE and
are hard to motivate so even though the learning activities were appropriate, it
didn’t matter as they just didn’t want to learn’, again failing to recognise the link
between teacher action and pupil responses/action. It is also important to note
that students A, I and K, compared with the other eight students, consistently
produced reflections containing low word counts. Therefore, it is likely that on
occasions they could have written more but chose not to.
The remaining 10 pre-reflective reflections were shared amongst five students
(B,C,E,F,J), with four belonging to student J, students C and F contributing two
each and students B and E producing one each. Across these 10 reflections,
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similar trends have been identified. For example, student J stated, ‘the boys
behaviour in the class was an issue, and they had to be reminded too often to
stay on task…content is appropriate and challenging enough for the group,
however,….the boys must also be more efficient when putting the mats into the
store, as by messing around they delay everyone’. Student J had a very big focus
on behaviour and pupil compliance, defended her practice, displayed no
awareness of the connection between her teaching, pupil learning and behaviour
and attributed ownership of behavioural issues to the pupils. Students C and F
displayed similar traits in their reflections. Student C when reflecting on a Year 9
Hockey lesson, stated, ‘many of the pupils were unable to perform a correct push
pass…even though this skill has been used every week from the start of the
unit…I had checked for understanding after the demonstration and whilst
explaining, I made sure all eyes were watching what was happening so I could
not understand why they didn’t know what to do’. These extracts highlight that
student C was not prepared/ready to question her teaching methods and her
description of the issue was very simplistic. There were no suggestions as to how
she might alter her teaching to improve pupil learning suggesting, therefore, a
failure to recognise the connection between her teaching and pupil learning.
Student F when reflecting on a Year 12 basketball lesson had a significant focus
on pupil behaviour. He stated, ‘a few boys constantly interrupted by bouncing
balls when I was giving instructions, used good class management and asked
them not to bounce when I was talking…pupil attitude and application was an
occurring theme with this group…overall, lesson went well, however, pupil
concentration and disruption was the issue, perhaps giving certain pupils ‘time
out’ from activity to see if that will prevent class disruption’. This comment, similar
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to comments above by students, A, K and J demonstrates a failure to recognise
the connection between his teaching and pupil learning. Student F is attributing
ownership of the problem to the pupils and it would appear that he is preoccupied
with reflecting on control and management issues. His proposal to give pupils
‘time out’ indicates he is intending to resolve the situation by asserting his power
rather than problem-solving.
Student B and E each produced their pre-reflective reflection during SE1 with
both reflections displaying similar trends to those that have been presented
above. Student B when reflecting on a GCSE PE theory lesson, stated, ‘similar
behaviour started from the week before and became frustrated, especially having
to continually ask for basic manners…they seem to like talking whenever I am,
but are quieter when I’m walking around the room not delivering content’. These
comments show that student B is attributing ownership of the problem to the
pupils without any consideration that his teaching may be impacting pupil
behaviour. In his action plan section, he stated, ‘I am going to talk less and be
well prepared with worksheets rather than delivering PowerPoint with them’, thus
highlighting that he viewed the problem simplistically. Student E who was also
reflecting on a GCSE theory lesson, stated, ‘overall the lesson was OK….and
despite it not going as I had planned all pupils did learn new information…If I was
to teach this lesson again I would check with the teacher beforehand as to what
the pupils would have covered in science’. These comments demonstrate that
she was not seeing beyond the immediate demands of this teaching episode and
she enforced her lesson, failing to adapt or restructure based on pupils’
responses.

208

The findings above show that common issues were identified across the 27 prereflective reflections. The students were attributing ownership of problems to the
pupils, they were preoccupied with pupil behaviour and compliance as well as
being preoccupied with management and control rather than the pupils’ learning.
They defended their teaching and failed to make any connection between their
teaching and pupil learning. The next section will outline the findings in relation
to those reflections graded as surface level.
4.1.2

Surface Level reflections

For reflective segments to be assessed as surface level they were required to
contain reflections that met the following criteria:

•

Awareness of need to modify teaching strategies to suit pupil needs

•

Changes focused on short-term development as opposed to long-term

•

Supports beliefs with evidence from past experiences

•

Takes responsibility for areas that require improvement

•

Some focus on pupil learning but no links to relevant theory.

Surface level reflections were the most common, with 10 students producing at
least one surface level reflection. Student G was the only student who did not
produce a surface level reflection. As noted above, students A and K each
produced two surface level reflections, with all four belonging to SE2. Student A
when reflecting on a games lesson, stated, ‘the decision to employ a TGfU
approach with this class seemed to work, although I would probably use 3 v 1
rather than 3 v 2 as it would allow some pupils to achieve more success with
passing’. This extract highlights her awareness of the need to modify teaching
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strategies. She proceeds to state, ‘I tried to tailor my questions so that pupils
would think but I realise that the questions should be differentiated better’, thus
demonstrating that she was providing some differentiated instruction to address
pupils’ individual differences. Her 2nd surface level reflection focused on a Year 8
shot putt lesson where she stated, ‘I made effective use of space and my
instructions were clear, particularly relating to health and safety…this allowed the
pupils to learn in a safe environment…I think my demonstration could have been
clearer, I should have taken more time’. These comments show evidence of
surface level reflection whereby the focus is on instructional and organisational
aspects of teaching. She proceeded to state, ‘I hadn’t planned on doing peer
assessment but I noticed that some of the pupils were not paying attention when
their partner was throwing. I then instructed them to observe and provide two
stars and a wish which definitely helped them focus’. This extract emphasises
that she was adjusting her teaching practices but only to the current situation with
no focus on long-term development. Both reflections show development from her
pre-reflection work where there is a more concentrated focus on analysing her
teaching approaches and acknowledging the need to adapt and improve
compared to her pre-reflective work where she regularly defended her teaching
approaches. These reflections also include some awareness of differentiation,
unlike her pre-reflective work, where she did not display any awareness or
understanding of the differing needs of learners.
Student K when reflecting on a shot putt lesson, stated, ‘… possibly shouldn’t
have started with a lap of the track because I feel a ball related warm-up
incorporating throwing action would have been better’ and when identifying action
points she stated the need to ‘demonstrate from a range of angles….and use
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more effective questions’. Both extracts show an improvement from SE1
reflections as she is beginning to reflect on her teaching practices by identifying
areas for improvement that have been tentatively linked to pupil learning.
However, there were no links made to relevant theory. In her week 12 reflection
for SE2, she reflected on a long jump lesson by stating, ‘…the pupils were not
active enough during this lesson…I should have incorporated an additional
activity on the grass that would have helped increase participation levels but
would also have helped reinforce key teaching points’. This comment shows that
she is aware of the link between her teaching and pupil learning and that she is
comfortable critiquing her practice, something that she did not appear to be
comfortable with during SE1. She proceeded to state, ‘…I need to brush up on
my knowledge of the long jump as when doing the demonstrations I didn’t feel
totally confident…pupils need to see the perfect model in order to have a good
visual of what it looks like’. Again, student K is showing the ability to reflect on her
teaching and the impact on pupil learning.
Student I made progress from SE1 to SE2 as three out of the four assessed
reflections were graded as ‘surface’ whereas all four of his assessed SE1
reflections were graded as pre-reflective. When reflecting on a games lesson for
a Year 10 class, he stated, ‘I could see with some pupils that the soloing action
was poor and I addressed this by stopping the class and reinforcing the key points
with a clear demonstration…I used differentiation to target the range of abilities
by modifying the rules and size of grids accordingly’. These comments show that
he identified a problem and implemented a solution, albeit that it was a simplistic
response that did not consider other learning factors, as well as displaying an
awareness of the need to use differentiated approaches. In his 3rd assessed
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reflection which focused on a Year 8 long jump lesson, he stated, ‘I should have
included more progressions before taking full run ups… I could have used the
side of the long jump pit a lot more so pupils got more jumps which would also
have increased activity levels’. This comment again demonstrates his awareness
of the need to modify his teaching approaches but with no focus on a long-term
plan. In identifying action points, he stated, ‘I would include video analysis and
set the class up in a circuit style to improve technique of the long jump as this
worked with the Year 10 group’. This comment illustrates that he is proposing
adjustments based on past experience, proposed modifications to teaching
strategies without challenging underlying assumptions about teaching and
learning. It would appear that student I became more reflective during SE2 where
compared to his pre-reflective reflections he had a greater focus on making
connections between his practice and pupil learning as well as identifying the
need to employ appropriate differentiation approaches.
As figure 18 above shows, student J produced two surface level reflections in
SE1 and two in SE2, along with two pre-reflections in SE1 and two in SE2. It
would seem, therefore, that Student J was consistently reflecting between both
levels, showing that she was at times progressing and then on other occasions
regressing. When reflecting on a health-related lesson, she stated, ‘I approached
it (behaviour) with a 3-strike rule but this seemed to have no effect. I should have
positioned myself that I was in full view of the class to reduce the behavioural
issues’ and ‘I could have let pupils note their own score from the grip strength
and sit and reach test meaning I could have monitored the rest of the class’.
These comments display an awareness of the need to modify teaching
approaches, but they are focused on technical issues. Student J’s second
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assessed surface level reflection focused on a Year 9 hockey lesson,
commenting that the ‘lesson should have involved more movement, was much
too static. Warm-up should have been longer, so they were at least warm at the
start… I was disappointed with myself that I didn’t adapt my lesson to suit… it
highlights the benefit of having alternative plans up your sleeve’. These
comments show an awareness of the need to change/adapt teaching approaches
but only to the current situation with no focus on long-term planning. In her 3rd
assessed reflection which focused on a year 9 sprint lesson, student J stated, ‘I
felt confident about the delivery of the sprint start having had experience of its
delivery in the past’ this showing that she supports her beliefs with evidence from
past experience. When identifying key action points, she stated, ‘if it were to be
repeated I would try to fit in more time for the specific sprint start and the peer
assessment of the sprint start’, again demonstrating an awareness of the need to
modify teaching approaches. Student J did not produce any pedagogical
reflective segments in her assessed weekly reflections.
Student H produced four surface level reflections across both school placements
and as figure 18 shows, all four were produced during SE1, thus indicating
improvement as the other four reflections in SE2 were categorised as
pedagogical. Student H when reflecting on a Year 9 football lesson, stated, ‘I think
my demonstrations were better today and the use of the iPad helped some of the
less able pupils…pupils were very active throughout. There were two or three
times where I was able to stand back and see what was going on and then change
the activities to suit the pupils’ needs… just adapting the lesson. However, I can
still improve my approaches to differentiation’. This extract shows that student H
is reflecting by making connections between his teaching and pupil learning as
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well as showing that he had the confidence to make changes during the lesson.
In identifying areas for improvement, he reflected on the behaviour of the class,
stating, ‘I need to use more positive behaviour management techniques, these
boys really respond to praise and I need to use this more, catch them being good’.
This extract shows that he did not blame the pupils but is willing to consider
alternative approaches. When reflecting on a Year 8 Gymnastics lesson, student
H stated, ‘I discovered during the lesson that I had only six mats between the
groups and had to adapt quickly which was a mistake. This led to more standing
around for the pupils and caused them to misbehave and lose engagement within
the lesson’. When identifying action points for the next lesson he stated, ‘I need
to make the activities more active as the pupils were static for too long… I need
to incorporate previous learning such as rolling as this would have helped the
activities be more activity based… I need to differentiate the activities better and
aim to employ a wider range of teaching strategies…my demonstrations need to
be better’. Student H is again demonstrating a connection between his teaching
and pupil behaviour/learning as well as identifying differentiation as an issue that
requires attention. He has also highlighted the importance of increasing pupil
activity levels. However, he has not made any connections to relevant theory and
failed to mention other suitable teaching strategies. The findings relating to
student H’s pedagogical reflections will be outlined in section 4.1.3.
Student D also produced four surface level reflections, three during SE1 and one
during SE2. When reflecting on a Year 8 hockey lesson, she stated, ‘If I was
teaching this lesson again, I would plan to adapt a more command and practice
style teaching. This would ensure pupils were being suitably controlled,
challenged and active throughout… demonstrations were performed from
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different angles and I think this helped some of the weaker pupils… more
emphasis on teaching through games will be emphasised in the next lesson to
ensure the lesson is also fun’. These comments display an awareness of the need
to change teaching approaches and whilst there is a small link to theory, the
justification for using command and practice has not been properly analysed, with
no link to long-term planning. She believes that her demonstrations were effective
without producing any evidence, thus failing to question her approach. In her
reflection of another year 8 hockey lesson, she stated, ‘majority of the pupils
engaged however I am looking for some new strategies to engage those pupils
who were not badly behaved but just had a lack of focus or interest…I adapted
my lesson to what I observed as the needs of the pupils…I set smaller targets for
some

pupils

and

ensured

the

lesson

was

differentiated…whilst

my

demonstrations are getting better, I can still improve in this area’, thus
demonstrating her ability to recognise the need to differentiate activities to suit
pupil needs as well as responding to pupil responses but without a long-term
focus or connection to underlying theory. Student D produced four pedagogical
reflections, showing that she improved her reflective ability. These reflections will
be outlined in section 4.1.3.
Students C and F both produced six surface level reflections, three in SE1 and
three in SE2, with the other reflection in each placement being pre-reflective.
Therefore, like student J above, they were displaying signs of progression and
regression in their reflective work, although they did reflect more consistently at
surface level. Student C when reflecting on a Year 9 netball lesson, stated, ‘future
lessons should consider the use of small-sided games to facilitate further
exploration and learning as well as helping to ensure they are more active’ and
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when reflecting on a Year 9 badminton lesson stated, ‘using a variety of
differentiated activities in this class should be a priority…if I was to teach this
lesson again I would ensure that every pupil was catered for’. These reflective
comments highlight an awareness of the need to modify and differentiate
teaching approaches, but she does not make any links to theory nor have a focus
on long-term planning. The focus on catering for individual needs continued for
student C as she reflected on a Year 9 hockey lesson by stating, ‘If teaching this
lesson again…I would alter the activities slightly to emphasise the need for control
of the ball as well as develop the pupils’ ability to cushion the ball so that they are
not constantly chasing after it’. Analysis of each surface level reflection shows
that she did not produce a single pedagogical reflective segment. Even though
student C displayed the ability to progress beyond pre-reflection, she remained
at surface level for the majority of her PGCE study.
Student F when commenting on a Year 10 gymnastics lesson, reflected by
stating, ‘If I was to repeat this lesson again I would encourage the pupils to be
more detailed and precise on their feedback process by using the teaching/task
cards’ thus showing an awareness of and focus on pupil learning although there
is no link to appropriate theory or indeed questioning the use of alternative
approaches. He is assuming the use of task cards will enhance the quality of pupil
feedback. When reflecting on a Year 12 basketball lesson he stated, ‘If I was to
take this lesson again…I could bring in conditioned rules to the games to focus
on

specific

areas

of

the

game’,

demonstrating

an

awareness

of

adapting/modifying teaching strategies but with a short-term focus. During SE2
he reflected on a Year 9 Gaelic football lesson, stating, ‘I made appropriate
progressions and regressions to ensure the pupils were working at a level they
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felt comfortable with’, showing an awareness of the need to differentiate activities
to suit pupil needs. He also stated, ‘…think the pupils could have been more
active during this lesson…need to ensure I get their activity levels up as high as
possible’ showing that he values increased activity levels but he did not link this
point to pupil learning. His reflections were very focused on improving his practice
but each one was short-term focused and had no links to relevant theory. Analysis
of each surface level reflection shows that he did not produce any pedagogical
reflective segments. Therefore, like students J and C, student F progressed
beyond pre-reflection to surface level, but was unable to move to pedagogical
level in his weekly reflections.
Students B and E each produced seven surface level reflections. Student B when
reflecting on a Year 10 badminton lesson, stated, ‘I was surprised the feed and
net shot worked, as previously individual shot practice didn’t work too well….I
think reducing the amount of time spent on one activity may have been the
reason’ this showing that his analysis of the situation was limited to a technical
question of his teaching practice as well as supporting his beliefs with evidence
from experience. When reflecting upon a Year 9 cricket lesson, he stated, ‘I gave
some pupils a soft ball as they were struggling with the tennis ball and this
definitely helped them and gave them more success…I should have changed
activity 2 to a mini game as the drill did not work that well’, showing that he was
reacting to pupil responses differentially (but not recognising a pattern) as well as
demonstrating his awareness of the need to modify teaching strategies but
without challenging his underlying assumptions about teaching and learning.
Each of student B’s surface level reflections displayed an awareness of the need
to modify approaches based on pupils’ needs, where decisions are mainly based
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on his past experiences and a focus on short-term results. Student B made a few
connections to underlying theory and thus produced some pedagogical
segments. Student B’s first assessed reflection was pre-reflective, but this was
followed by seven surface level reflections. It would seem, therefore, that after
the initial improvement over the first few weeks of SE1, he remained at the same
level.
Student E when reflecting on a Year 8 netball lesson, stated, ‘whilst the guided
discovery approach worked well for some groups, the groups that were struggling
could have done with more specific instructions…I stopped the groups a couple
of times to give them feedback and remind them to use change of pace and
direction to get free but only some managed it a little bit… pupils could also have
been more active throughout’, these comments showing that she recognised the
need to respond to pupils differentially and was implementing a solution to a
problem that only focused on short-term results. When reflecting on a Year 9
gymnastics lesson, she stated, ‘I should have developed jumping and landing
further using the springboard….On reflection, I should have set up a station with
the springboard with me at it and had the girls in small groups to come up one
group at a time while the others were using benches for jumping and landing’
again displaying an awareness that she should have adjusted her teaching
strategies but only to the current situation. When reflecting on a Year 9 discus
lesson, she stated, ‘in future I will plan less activities but give the pupils more time
with one before moving on. I need to also give more individual feedback to pupils
to help them improve their subsequent throws…think my demonstration wasn’t
as clear as it should have been’. These comments again show an awareness of
the need to adjust teaching practices and the importance of providing
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differentiated instruction to address pupils’ individual differences, but similar to
her other reflections she is focused on implementing solutions to problems that
are short-term, with no long-term planning involved and fails to connect specific
teaching approaches to underlying theory. Similar to student B above, student E
did produce a few pedagogical segments but struggled to move beyond surface
level.
This sub-section has outlined the findings relating to students’ surface level
reflections. The students have demonstrated their ability to reflect beyond the
pre-reflective stage where they are focused on how to improve pupil learning with
many reflections addressing the need for better differentiation in future lessons.
The students were concerned with how they might improve their practice rather
than blaming the pupils (pre-reflective aspect). The students consistently
provided short-term solutions to problems and simply relied on past experience
to inform their thoughts, rather than linking their practice to theory to inform their
reflection. The following section will outline the findings relating to pedagogical
reflections.
4.1.3

Pedagogical reflections

For reflective segments to be assessed as pedagogical they were required to
contain reflections that met the following criteria:

•

Awareness of the impact of their teaching on pupil learning,

•

Demonstrating a connection between theory and practice,

•

Demonstrates an awareness of how pupils learn and the need to
differentiate learning for all pupils
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•

Displays an awareness of their teaching weaknesses by constructively
critiquing their practice

•

Provision of solutions that focus on long-term development as
opposed to short-term fixes.

As previously noted above, students D and H each produced four pedagogical
reflections, with student G producing eight pedagogical reflections. In student G’s
2nd assessed weekly reflection, he stated, ‘implemented the use of reciprocal and
self-check teaching styles for the first time with this class and based on the work
they produced it was clear that some pupils struggled….on reflection, I believe
that my delivery was not good enough which stems from my lack of understanding
as to how these styles should be implemented… looking back it is now obvious
that my instructions were not clear as the pupils appeared confused and this
resulted in reduced learning time… pupil feedback reinforced this as they said
that the lesson was slow and a little disorganised… I need to revisit the theory on
these styles and continue to experiment with their use… I also need to consider
other teaching approaches as inclusion style may have been more appropriate
for this lesson. I need to sharpen my feedback skills to support pupil learning
although it is clear that I need to increase my pedagogical content knowledge in
gymnastics… aiming to complete my level 1 next year but am continuing to
observe a teacher in the department who is a gymnastics specialist and this
should help me move forward’. These comments demonstrate an awareness of
the link between his practice, relevant theory and pupil learning, whilst also
showing that he can constructively critique his own practice with a view to
developing his practice through appropriate CPD. When reflecting on a year 10
basketball lesson, he states, ‘introduced the use of cooperative learning with this
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group and felt that it was well planned but on reflection I underestimated the
difficulty in implementing this model effectively… it was my first time using it and
the pupils’ first experience of it. I did talk the pupils through the lesson in the
changing rooms but I now realise I should have adhered to the theory where it
states that the pupils need at least one full lesson where I take them through the
principles of this model… will continue to make use of it but need to do more
research on its use across different areas of the curriculum. It may not have been
the best approach to take with this class… guided discovery may be more
suitable and when comfortable with this approach, then move to cooperative
model… too ambitious I think with this lesson although some pupils stated they
enjoyed the ‘freedom’ but others said they didn’t like it and it didn’t seem like
‘proper’ PE’. These comments display his ability to constructively appraise his
own practice with a link to relevant theory and pupil learning. He is also willing to
take risks with a view to his long-term development. Student G produced the
highest quality of reflections amongst this cohort, but it is significant to note that
an analysis of each pedagogical reflection revealed that he did not produce any
critical reflective segments.
Student H produced four pedagogical reflections during SE2. The first reflection
was completed at the end of week 3 where he reflected on a high jump lesson.
He stated, ‘I had a clear focus on developing pupils’ feedback skills… but I still
need to improve this area… I need to extend pupils’ feedback skills so that they
are providing clear feedback… I need to be better at modelling effective feedback
so that I can teach the pupils what good feedback sounds like… it would be good
to observe the PE staff doing this so I can learn from them… I also need to revisit
the theory on this and consider how I might structure the learning activities more
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appropriately so that the pupils have the best opportunity to improve their
feedback skills’. This statement shows that student H is aware of his weaknesses,
openly critiquing his practice and identifying how he might take his practice
forward to improve pupil learning. When looking at what else he could have done
to improve this lesson, he stated, ‘I need to improve my demonstration skills…
Fosbury flop is difficult to execute but it is good if pupils can see me do it up
close… I need to attend a CPD course in athletics such as athletics 365… this
would improve my knowledge which should allow me to observe pupils better
which will help me spot and fix and this should help pupils learn more… whilst
the stationed approach appeared to engage the pupils, it would be worth
experimenting with other teaching approaches, perhaps implementing guided
discovery or the cooperative model’. Student H is making a strong connection
between his teaching and pupil learning and in doing so, he is very aware of his
weaknesses and the impact on pupil learning. He has also identified what he
needs to do to take his practice forward and has made appropriate links to theory,
thus considering his long-term development.
Student H’s third pedagogical reflection was completed at the end of week 9 of
SE2 where he was reflecting on a javelin lesson which he taught to a year 8 class.
When reflecting on the positive aspects of the lesson, he stated, ‘I could see that
some pupils were struggling so I had to adapt the activities there and then so I
moved at the pupils’ pace and not the pace of the lesson plan…I was really glad
I did this as I wouldn’t have done this a few weeks ago… however, I feel that my
lack of subject knowledge meant that my feedback to pupils was not as accurate
as it should have been’. This comment demonstrates student H’s awareness of
how pupils learn, the need to cater for all pupils and the ability to constructively
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criticise his own teaching. When analysing why the lesson was not as successful
as he originally hoped it would be, he stated, ‘looking back I should have given
the pupils more time to explore the javelin by using guided discovery or reciprocal
learning…this would have allowed the pupils time to work out the technique…I
will try out these approaches when teaching javelin to year 9 on Wednesday…it
has also made me think about how I approach all elements of athletics and this
is something I will have to continue to work on as I begin teaching in September’.
Student H is making a strong theory/practice connection and identifying how to
make his future practice better.
As is noted above, student D produced four pedagogical reflections, one during
SE1 and three during SE2. Her second pedagogical reflection was completed at
the end of week 3 (SE2) where she reflected on a relay lesson. She stated, ‘the
pupils did not make enough progress during this lesson…I should have planned
this lesson in a way that suits this class since they are generally high ability pupils
and I failed to stretch and challenge too many of these pupils considering that
they are year 10… it is my fault for not having completed a baseline assessment
at the beginning and then adapting accordingly’, displaying her ability to critique
her practice with an appropriate focus on pupil learning. She proceeded to state,
‘I talked too much during this lesson…perhaps because my knowledge of the
relay exchange and how to progress the lesson was not as good as it should be,
I maybe talked more to convince myself that I knew what I was talking about…I
should have utilised pupil knowledge more… on reflection I should have used
guided discovery by setting the pupils the initial problem of passing the baton
around the track in a team of 4, allowing them to explore the most effective way
and work it out for themselves as I was too didactic at times… some pupils
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progressed as their times improved but some did not and I realise that there may
have been other contributing factors as to why they didn’t such as external
motivational issues… I need to ensure that all pupils learn… I have noted the
relay as an activity where I need to increase my knowledge and understanding
and then link to what teaching strategies would suit best, bearing in mind that
approaches will differ depending on the class and pupils I will be teaching’. These
comments demonstrate student D’s ability to critique her practice in an honest
manner, highlighting her awareness of how pupils learn and the link between her
teaching, theory and pupil learning. She also sees the long-term need to improve
her delivery of this activity. The findings presented in this sub-section show that
students D, G and H demonstrated their ability to reflect at pedagogical level.
Summary
This section clearly shows how each individual student reflected differently on
their practice both in terms of the issues they chose to reflect on and indeed the
depth of their reflections. For those students who consistently reflected at the prereflective level, it would seem that they are defensive of their teaching and not
open-minded enough to consider that weak aspects of their lessons could be their
responsibility. It is important to note that this is not uncommon for PGCE students
who have little experience to reflect on. When students reflected at surface level,
they were demonstrating an awareness of the need to accept responsibility with
some focus on differentiating the learning experiences for pupils although they
failed to make connections between theory and practice. Any solutions or
improvements were very short-term focused with no link to long-term
development. It is possible these students were able to reflect beyond the pre-
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reflective stage due to drawing on their experience or it is possible they were
getting good support and guidance from their school mentor who perhaps helped
them to reflect at this level. Eight students failed to reflect beyond surface level
which again is very common for pre-service teachers.
Those students who reflected at the highest level (pedagogical) demonstrated
the ability to reflect on practice by making links to relevant theory where their
focus was on improving the learning experiences of all pupils by critiquing their
practice and in many instances with a long-term view in mind. It is possible that
these individuals invested more time and effort in their reflective work or that they
possessed higher levels of intellect that allowed them to reach this level of
reflection or that they benefitted from effective mentor support that helped to
improve their reflective work.
It is clear from the evidence presented above that the students in each category
and indeed within categories reflected at different levels and chose to reflect on
different aspects of their practice. However, the evidence above also shows that
across all groups the students reflected on common aspects of practice, mainly
the quality of their demonstration skills, the extent of pupils’ physical activity levels
and differentiation. It is possible that the students chose such areas as these are
the areas that they believe are central to an effective lesson or it may be that they
reflected on these areas as the course content had focused on these areas. The
issues identified here will be discussed in greater detail in the discussion chapter
(5). The next section outlines the findings relating to students’ reflections on areas
of expertise.
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4.2

Students’ reflections on areas of expertise

Due to the wide range of activities that students are expected to teach in PE, the
author was keen to investigate if students reflected differently on their area of
expertise compared to other reflections on less specialised areas. Ten of the
students chose to or had the opportunity to reflect on their area of expertise, with
student K being the only one who did not reflect on her area of expertise. Figure
19 below provides an overview of the levels attained by each student.

Student

Number of
reflections

Reflective
level(s)

Area of
expertise

Dominant
reflective
level

Reflect more
deeply or not?

A

1

Pre-reflective

Swimming

Pre-reflective

Yes (marginally)
contained more
surface level
reflections than all
other prereflective
reflections

B

1

Surface

Badminton

Surface

Same level - no
pedagogical
segments

C

2

Surface and
pre-reflective

Hockey

Surface

Lower

D

3

2 surface, 1
pedagogical

Football

Pedagogical

Lower

E

2

Both surface

Athletics

Surface

Yes – contained
pedagogical
segments

F

2

Both surface

Gaelic
Football

Surface

Yes – contained
pedagogical
segments

G

1

Pedagogical

Rugby

Pedagogical

Same level – no
critical segments

H

1

Surface

Hurling

Pedagogical

Lower

I

1

Surface

Boxing

Pre-reflective

Yes
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Student

Number of
reflections

Reflective
level(s)

Area of
expertise

Dominant
reflective
level

Reflect more
deeply or not?

J

1

Surface

Hockey

Surface

Same level – no
pedagogical
segments

K

N/A

Figure 19 - Reflections on areas of expertise

Student A’s area of expertise is swimming and her dominant reflective level was
pre-reflective. This reflection was also graded as pre-reflective and her comment
in the ‘area for improvement’ section highlights the lack of reflection, when she
stated, ‘I need to get to know more of their names’. When compared with her
other pre-reflective reflections during SE1 and SE2, it is important to emphasise
that this reflection did contain more surface level segments. For example, she
stated, ‘If this lesson was to be taught again, I would spend longer on their leg
kick as normally I never progress a child on if they have a weak leg kick’. It would
appear that her expertise in swimming allowed her to reflect marginally better.
Having performed at elite level, student B’s main area of expertise is badminton
and his most frequent level of reflection was surface level. Across both
placements he chose to reflect on one badminton lesson and this reflection was
graded as surface level. The lesson was disrupted by another staff member
removing 10 boys and replacing them with 10 girls to which student B reflected,
‘It helped that this lesson disruption was in my area of expertise. I don’t think it
would have went so smoothly in a different lesson’. Student B is acknowledging
how his level of expertise allowed him to handle the situation effectively thus
highlighting his confidence in teaching this area of the curriculum. It is important
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to note that this reflection was similar to other surface level reflections that
focused on non-expert areas where he concentrated on how to improve his
teaching by adapting to suit pupil needs, albeit the focus was short-term and
without links to relevant theory. This reflection did not contain any pedagogical
reflective segments.
Student C’s main area of expertise is hockey and her dominant level of reflection
was surface. During SE1 she reflected on two hockey lessons. The first of these
reflections was graded as surface level where her focus was on how to improve
pupil learning. She stated, ‘I found it difficult to keep all pupils engaged at this
stage as it was an activity that required more focus…If teaching this lesson
again…I would alter the activities to suit pupils’ ability levels’, thus showing her
ability to constructively critique her practice and her awareness of the need to
address pupils’ needs. This reflection did not contain any pedagogical reflective
segments and is of a similar standard to her other surface level reflections that
addressed areas of less expertise. Her 2nd reflection was graded as pre-reflective
and whilst the reflection contained some surface level segments, the majority
were pre-reflective. She reflected, ‘many of the pupils were unable to perform a
correct push pass in hockey even though this skill has been used every week
from the start of the unit…this class are usually very unsettled, it is vital that this
level of effort is improved in order for the pupils to receive any benefits in what
they are learning…I made sure that all eyes were watching what was happening,
so I could not understand why they didn’t know what to do’, thus showing that she
was blaming the pupils rather than analysing her own practice with a view to
seeking alternative teaching approaches or explanations that might improve pupil
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performance. Therefore, Student C reflected at a slightly lower level on her area
of expertise.
Student D’s area of expertise is football and across both placements she reflected
on three football lessons. Her dominant level of reflection is pedagogical and just
one of these reflections were graded as pedagogical with the other two graded
as surface level. In her two surface level reflections, the common issues reflected
upon related to adapting the lessons to suit pupil needs. For example, during SE1
she reflected by stating, ‘If I was teaching this lesson again I could introduce more
visual guidance such as videos and demonstrate the defending stance in a
games situation’ and during SE2 she reflected by stating, ‘It was also important
to be adaptable to the lesson and recognise if something was not working… this
was the case with the small-sided overload games… after 2 minutes I recognised
the area was too small and the game was not working so I changed the activity’.
This segment highlights that she was responding to pupils’ learning needs
although there was no link to relevant theory. However, in her 3rd reflection during
SE2, she stated ‘I adopted a TGFU approach in this lesson and during the lesson
I thought this worked very well but when I look at the pupil feedback, I now realise
that it didn’t go as well as I thought… I now realise I progressed too quickly and
didn’t give them enough time to explore the defending activities. My observation
skills need to be better as this is a critical part of TGFU. Perhaps TGFU was not
the best approach in this lesson and I need to consider alternative approaches
that meet the needs of all pupils in this class. Will discuss this with my mentor’.
In this reflection, student D was making a connection between her practice and
relevant theory by critiquing her teaching and linking this to the pupils’ learning.
Her willingness to use pupil feedback, consideration of the need to use a different
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teaching strategy and intention to discuss with her mentor shows her ability to
reflect at a pedagogical level. Whilst both surface level reflections did contain a
number of pedagogical segments, it would seem that Student D reflected at a
slightly lower level than her dominant level (pedagogical) of reflection.
Student E’s area of expertise is athletics and her dominant level of reflection is
surface. She reflected on two athletics lessons across the 2nd school placement.
In the first of these reflections, she stated, ‘ I would like to have spent more time
on each activity to give the pupils a better chance of getting familiar with the
discus and how the movement feels before actually throwing…I also need to give
more individual feedback to pupils to help them improve their subsequent throws’,
showing an awareness of the need to improve pupil learning. The segments have
not been linked to relevant theory nor do they focus on long-term improvement,
highlighting that the reflection was surface level. In her 2nd lesson she reflected
on a sprinting lesson which was also assessed as surface level. However, in this
reflection she did produce more pedagogical reflective segments compared to
any of her other surface level reflections. For example, she stated, ‘looking back,
I realise that my approach was too didactic, probably rushing it too much…I
should have let them explore the shot putt in more detail, considering they are
year 10…I mean I should have let them engage in some guided discovery or
divergent learning where they would have had greater opportunity to learn
more…this is an area I really need to work on moving forward and will be a focus
for me during my induction year, having the confidence to use these strategies
and weigh up what approach best suits the learners’. This comment shows that
student E recognised a problem with her practice and was seeing the solution as
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being long-term. Therefore, student E reflected to a slightly higher level than her
dominant (surface) reflective level.
Student F’s area of expertise is Gaelic Football and across both placements he
reflected on two Gaelic Football lessons. His dominant level of reflection is
surface and both these reflections were assessed as being of surface level,
although he did produce a number of pedagogical segments. In the first reflection,
he stated, ‘I feel my feedback to pupils needs to be better in order for the pupils
to learn from it. At times I definitely overloaded them with too many points and I
need to tailor my feedback to suit the needs of each pupil, meaning that I need to
consider changing my mode of feedback, for example some pupils in that group
seem to respond to visual feedback from the iPad whereas others seem to
respond better to verbal’. This segment demonstrates his ability to focus on his
teaching and how it relates to pupil learning. As well as showing that he can
constructively criticise his own approaches, he also recognises the need to adjust
his practice to suit the needs of all learners. In the second of these reflections he
stated,

‘I

used

differentiated

questioning

to

assess

pupil

learning

and…appropriate progressions and regressions were used to ensure all pupils
were working at their own level’. This reflection shows an awareness of the link
between his practice and pupil learning and the latter part of this segment shows
his focus on ensuring all pupils learn which is pedagogical. He produced another
pedagogical reflective segment in this reflection when he stated, ‘I had the pupils
take the warm-up in groups of five, giving them the chance to lead their peers’,
thus showing his awareness of what pupils can bring to the learning process.
Overall, these reflections were of a similar standard to his other surface level
reflections, however, these were the only surface level reflections where he
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managed to produce pedagogical segments, showing that he did reflect to a
slightly higher level in his area of expertise.
Student G’s main area of expertise is Rugby and his dominant level of reflection
is pedagogical. This reflection was also assessed as being pedagogical, did not
contain any critical segments and was very much in line with his other
pedagogical reflections. In the analysis section he stated, ‘Whilst this lesson was
good in parts as evidenced by the pupils’ performance and progress, I feel it could
have been better. Looking back, I realise that I pushed some pupils on too far
and that they needed more time exploring the tackle… I could have broken this
skill down more as well as making the activity more game related so that they got
the chance to work things out for themselves… should have created a more
problem-solving lesson and used TGfU more effectively…will chat to my mentor
how I might develop this more effectively… some gifted and talented pupils could
have been used to greater effect… also a greater appreciation needs to be taken
into consideration that this is a PE lesson…and not a rugby coaching session’.
These segments highlight how he can critique his practice and that he is focused
on the learning of all pupils with links to theory. However, it is clear that his
reflection was not of any higher quality than his other pedagogical reflections.
Student H’s main area of expertise is hurling and across both placements he
reflected on one hurling lesson. His dominant level of reflection is pedagogical
and this reflection was assessed as being surface level, although it did contain
some pedagogical reflective segments, meaning he reflected at a slightly lower
level. For example, he reflects by stating, ‘moving forward I need to keep activities
as basic as possible for the majority of the class at the same time as challenging
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the eight boys within the class who do take part in hurling…more time needs to
be allowed for each activity, activities must remain basic and the use of classroom
assistants will be needed in the future’, showing that these reflective segments
are at the same level of his other surface level reflections. In one pedagogical
reflective segment, he stated, ‘In future, bigger balls for some pupils, classroom
assistants used appropriately and use of video for the more visual learners should
help delivery of this lesson along with the use of more discovery type learning
activities, perhaps by using TGfU’ showing that he is aware of adjusting his
teaching to suit the needs of all pupils and not just a particular group. There is
also a link to underlying theory regarding learning styles and teaching strategies.
Similar to students above, when reflecting on his feelings about the lesson, he
stated, ‘I was confident about teaching this class as hurling is one of the sports I
play and am very knowledgeable in this area’, thus demonstrating his confidence
in teaching this area of the curriculum.
Student I’s area of expertise is boxing and he reflected on one boxercise lesson
across both placements. His dominant level of reflection was pre-reflective and
this reflection was graded as surface level. He stated, ‘more feedback during the
exercises would help these students as I focused mostly on the boxers/pad
holders…for the next lesson I will add in an extra circuit to stretch and challenge
some individual pupils’. These comments demonstrate an improvement from his
pre-reflective work where the focus is on improving pupil learning with an
awareness of differentiating to suit pupil needs. The reflection did not contain any
pedagogical segments. Similar to the students above, when reflecting on his
feelings, he stated, ‘having extensive experience in boxing, along with teaching
this unit before in a more difficult school I felt very comfortable teaching this
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lesson’. Comparing this reflection with his other two surface level reflections
shows that they are of the same level. It is important to point out though that this
reflection on boxercise was produced during SE1 when all his other assessed
weekly reflections were graded as pre-reflective, perhaps indicating that he was
able to reflect to a higher level in his area of expertise.
Student J’s main area of expertise is hockey and across both placements she
reflected on only one hockey lesson. Her typical reflective level was surface and
this reflection from SE1 was also assessed as being surface level. She reflected,
stating, ‘I could see pupils were cold during the hitting in pairs… demotivated
therefore moved into the 4 v 1 quicker than I intended’ showing her awareness of
responding to pupil needs/responses. In conclusion she stated, ‘I was
disappointed… that I didn’t adapt my lesson more to suit’, showing her ability to
focus on her inadequacies rather than blaming the pupils. Compared to her four
pre-reflective reflections, student J had a greater focus in this reflection on pupil
learning and was not blaming pupils which was a characteristic of all four prereflections. However, this reflection is at the same level as her other four surface
level reflections and did not contain any pedagogical segments, therefore,
indicating that she was unable to reflect to a higher level on her area of expertise.
The findings from this section show that three students reflected at the same level
as their dominant reflective level, whereas four students managed to reflect to a
higher level, albeit for some the improvement was marginal. The other three
students reflected at a lower level. It is possible that those students who reflected
at a lower level took their knowledge of the area for granted and felt that they
knew what they were doing and therefore did not feel the need to critique their
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practice. For those who reflected at a higher level, it is possible that their in-depth
knowledge and understanding of the area allowed them to form deeper reflective
views of what they taught and this allowed them to reflect during practice (in
action), demonstrating confidence and an insight into their practice that is less
likely to be there when teaching an area of less expertise. For those who reflected
at their dominant level, it is possible that as they gain more experience, they may
be able to reflect on these areas in greater depth or their level of expertise did
not have any influence on their ability to reflect. The next section will focus on the
findings relating to the use of peer review as a reflective approach. It is important
to remember that these findings are based on a small number of lessons,
therefore, judgements must be tentative. The next section presents the findings
relating to peer review.

4.3

Peer Review

As noted in the methodology chapter, each student engaged in the process of
peer review, whereby they observed a peer teaching as well as having their own
teaching observed. When in the role as reviewee, each student completed a
lesson reflection. The reflective levels attained in these reflections are presented
in figure 20 below. Central to the process of peer review is the post lesson
discussion between the reviewer and reviewee and in order to capture the nature
of these conversations, it was decided to audio record these discussions.
An analysis of each student’s reflection was conducted to ascertain the level of
reflection they attained and to identify if the peer feedback discussion had any
impact on the reflection. In order to determine if the feedback discussion impacted
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the students’ reflections, each audio recorded feedback discussion was analysed
and transcribed in order to capture the feedback that reviewers provided to their
peer and what use the reviewees made of the feedback they received. The
findings relating to the quality of the students’ reflections will be reported on first,
followed by the findings on how the students utilised the peer feedback they
received. The last part of this section will report brief findings on reflections where
students highlighted the direct impact of the peer review process. Figure 20 below
provides an overview of the students’ assessed peer review reflections.

Student Dominant
reflective level

Peer review
reflection level

Reflect more deeply?

A

Pre-reflective

Pre-reflective

Same level– no surface
level segments

B

Surface

Surface

Marginally – did contain
some pedagogical
segments

C

Surface

Pedagogical

Higher than dominant level

D

Pedagogical

Pedagogical

Same level – no critical
segments

E

Surface

Surface

Marginally – did contain
some pedagogical
segments

F

Surface

Surface

Same – no pedagogical
segments

G

Pedagogical

Pedagogical

Same – no critical segments

H

Pedagogical

Surface

Lower

I

Pre-reflective

Surface

Higher

J

Surface

Surface

Same – no pedagogical
segments

K

Pre-reflective

Surface

Higher

Figure 20 - Peer review reflections
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The table above highlights that five students reflected to a higher level than their
dominant reflective level, with three reflecting to a full level higher and two
producing a few higher-level segments. Five students reflected at the same level
as their dominant reflective level, meaning just one student reflected at a lower
level.
Of the 11 reflections, three were graded as ‘pedagogical’, seven were graded as
‘surface’ level and one was graded as ‘pre-reflective’. The pre-reflective reflection
was produced by student A, where most of the reflection focused on the
reviewer’s positive feedback segments. She stated, ‘my demonstrations were
clear as was my questioning’ and ‘voice projection was good as was my time
management’. Student A also attributed ownership of problems to the pupils,
stating that, ‘the girls could have given more effort’. Student A failed to analyse
her teaching therefore her reflection content almost mirrored a lot of what the
reviewer said, thus she repeated the positive comments and failed to analyse the
corrective and indeed suggestive comments in appropriate depth.
Across the seven surface level reflections, produced by student B, E, F, H, I, J
and K, students displayed an awareness of the need to cater for ability levels but
these reflections were characterised by instances where changes and
improvements to address immediate problems had a lack of focus on long-term
development, with such proposed improvements made on the basis of previous
experiences. Student E stated, ‘I now realise that … and … could have been
challenged more’ and student I stated, ‘I should have organised the groups based
on ability as this would have allowed the pupils to be appropriately challenged’.
Student B stated, ‘I should have had 3 activities instead of 2 as I did this with
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another year 10 class and it worked’ and student K stating, ‘I need to ensure my
instructions are crystal clear so that all pupils understand the task’. These
example statements highlight that the students are willing to change practice but
proposed modifications are made without questioning underlying assumptions or
by failing to connect methods to underlying theory.
The three pedagogical reflections produced by students C, D and G displayed an
awareness to reflect on issues at a deeper level. Student C when reflecting on a
cricket lesson, stated, ‘I doubt if the pupils actually achieved the LIs. I should have
used the TGfU model whereby the pupils had the opportunity to explore bowling
and focus on developing their technique’ thus displaying an awareness of the
relationship between teaching approaches and pupil learning. Student D stated
that ‘the wording of my questions were good but I could have given pupils more
waiting time thus allowing me to accurately assess pupil learning’ and ‘I should
have changed the 3rd activity as it did not allow the pupils the opportunity to
explore the pass in the way that I thought it would and even though I recognised
this during the lesson, I should have had the confidence to modify the activity
there and then so that the activity was more pupil-centred’. Student D has
demonstrated the ability to constructively criticise her teaching with a focus on
adjusting teaching strategies based on pupils’ performance. Student G reflecting
on a Javelin lesson, stated, ‘I should have challenged xxx whilst xxxx was finding
it too difficult. I could have regressed xxxx but even had I realised xxx required
stretch and challenge, I wouldn’t have known what to do. This has highlighted a
lack of subject knowledge that I must urgently address. This comment highlights
the students’ commitment to continuous learning and improved practice as well
as a desire to enhance learning for all pupils.
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Feedback utilised for peer review reflection
Each reflection was analysed with a view to identifying the types of feedback that
appeared to impact each student’s reflection and how the students chose to
reflect on the feedback segments. The low number of segments chosen from
specific, non-corrective and general feedback show that these feedback types
had little impact upon students’ reflections. In contrast, the other three feedback
types (positive, corrective and suggestive) were frequently chosen by students
as areas for reflection. It was also important for the researcher to identify the
content of each feedback segment. For example, if the feedback type identified
was positive, it was important to identify whether the nature of the content
addressed technical issues, pedagogical issues or critical issues. Figure 21
below describes the types of feedback and the content nature of feedback. These
descriptions allowed the researcher to accurately categorise each reflective
segment.

Type of
feedback

Description

Nature of
content

Description

Corrective

Type of error is
identified and
suggestions are
offered as how to
correct the error

Technical

Content that focused
on basic classroom
management and
organisational issues

General

Feedback that is
Pedagogical Content that
vague and non-specific
addressed teaching
e.g. “okay”.
strategies and pupil
learning.
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Type of
feedback

Description

Noncorrective

Type and extent of
Critical
error are identified but
no suggestions for how
to improve are offered

Positive

Use of praise when the
teacher demonstrates
the use of an
appropriate teaching
behaviour

Specific

Objective information
is delivered in relation
to predetermined
specific teaching
behaviours

Suggestive

The use of prompts
and questions to help
the reviewee explore
the issues in greater
depth

Figure 21 - Types of feedback

Nature of
content

Description
Content that
addressed social,
political, ethical and
moral issues of
practice.
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Figure 22 shows a complete overview of the types of feedback and content focus of feedback provided by reviewers as well as the types
of feedback and content focus chosen by reviewees for reflection.

Type of
feedback

Total
Reviewer
feedback
provided

Reviewers

% total
reviewer
feedback

Technical
focused
feedback

Pedagogic
al focused
feedback

Total
Reflective
segments
used by
reviewees

Reviewees

Technical
focused
feedback

Pedagogic
al focused
feedback

Corrective

36

All

19.45

25

11

21

All

13

8

Noncorrective

15

A,B,C,D,F,H
,I,K

8.10

10

5

4

A, C, E, I

2

2

General

19

A,B,C,F,G,
H,I,J,K

10.27

14

5

3

A, F & K

2

1

Positive

80

All

43.24

56

24

27

All apart
from C & H

16

11

Specific

5

D,E,H,J

2.70

2

3

1

E

0

1

Suggestive

30

B,C,D,E,F,
G,H,I, J,K

16.21

12

18

13

B,D,E,G,H,I

4

9

Total

185

100

119

66

69

37

32

Figure 22 - Overview of feedback provided by reviewers and utilised by reviewees
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Figure 23 below provides an overview of the type of feedback given and received by individual students.
Reviewee

Reviewer

Positive

Corrective

Noncorrective

General

Specific

Suggestive

A

B

8

3

2

1

0

3

B

C

5

4

2

2

0

4

C

A

9

3

3

4

0

0

D

E

9

4

0

0

1

3

E

D

8

3

1

0

2

4

F

J

8

3

0

1

1

4

G

K

10

2

3

3

0

1

H

I

6

4

1

3

0

2

I

H

7

4

1

1

1

3

J

F

6

1

2

3

0

1

K

G

4

5

0

1

0

5

Figure 23 - Feedback given and received by each individual student
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Nine students chose to address at least one positive feedback segment in their
reflection. Six (A,B,F,I,J,K) of these students basically repeated what their
reviewer had said to them without reflecting more deeply on the issue. For
example, student A having been told that her ‘voice projection was very good’,
stated, ‘my voice projection was very strong’, student F was told that his
‘classroom management was very good’, referring to this in his reflection by
stating, ‘I managed the class very effectively’ and student K was told that her
‘demonstration was very clear’, stated, ‘my demonstrations were very clear’.
These sample statements show that these students produced very descriptive
reflective segments with each one being assessed as pre-reflective.
The remaining three students used the positive feedback to good effect by
analysing the segments in greater depth. Student D having been told by her
reviewer that the ‘warm up was relevant and fun’ (technical) reflected by stating,
‘the warm up was very relevant to the javelin and it prepared the pupils both
mentally and physically for what was to come. When questioned, the pupils were
able to explain the links between the warm-up and the opening development
activity... I asked the pupils what other activities you could do to prepare for javelin
and they came up with some good ideas and I will definitely use some of these in
future lessons’. Student D chose a positive, technical feedback segment and
reflected on this by producing a deeper reflection whereby she made links
between her teaching and pupil learning as well as acknowledging what the pupils
can bring to the learning process. Student E responded to being told that ‘the
pupils engaged well with the 2nd activity’ (surface) by stating, ‘I think the 2nd
activity was good as it allowed the pupils to explore the components of the shot
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putt at their own level and the stationed approach helped them to see how each
element could be worked on separately… although I could have perhaps used
reciprocal learning’, thus producing a pedagogical reflection to a surface
feedback segment. Student G having received the comment, ‘…I liked the way
you broke the skills down, this was very clear for the pupils’ (pedagogical focus)
stated that, ‘the whole-part-whole approach worked well as the pupils had the
opportunity to explore the skill in a realistic way before breaking it into the various
components, although I should have differentiated the tasks better to suit some
of the weaker kids… when I look back, some of the weaker kids struggled a little
and I should have modified the activity there and then to ensure that all pupils
receive the best chance of maximising the learning opportunities’. Student G
having received a positive (pedagogical) feedback segment reflected on the issue
more deeply by making relevant theory/practice links and analysing why this
approach was effective, thus producing a pedagogical reflection. These students
have shown an ability to reflect on positive feedback segments, both technical
and pedagogical, in greater depth.
Twenty-one corrective feedback segments were addressed across eleven
student reflections, with students A, F, I and K each choosing just one corrective
segment to reflect on. Seven students (A,C,E,F,I,J,K) reflected on technical
feedback by simply repeating what their reviewer told them, therefore, failing to
reflect on the issues raised in any depth. For example, student C received the
comment, ‘your classroom management could have been better. It is important
to gain attention before speaking and use some of the less intrusive strategies
such as proximity praise, the look’ to which she responded in her reflection by
stating, ‘I need to improve my management of this class and ensure I always gain
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their attention. I should be using less intrusive strategies’. Student I having been
informed that, ‘there appeared to be some confusion amongst the pupils, you
need to be more organised so that transitions are smooth’, reflected by stating, ‘I
need to be more organised and plan for my transitions so that the lesson runs
more smoothly’. Both reflective segments were assessed as being ‘surface’ level
since the students may have repeated the feedback they were given but they did
accept responsibility, identifying aspects of their practice that require
improvement.
The remaining four students (B,D,G,H) displayed their ability to reflect on
pedagogical corrective feedback segment(s) in greater depth. For example,
Student H having been told, ‘you should have lowered the basket for the less able
pupils’, stated, ‘I could have possibly lowered the basket for the weaker pupils as
some did experience difficulty. However, it might actually have been more
appropriate to have used the coloured hoops before progressing to the basket as
this may have allowed them to refine their technique and develop more
confidence. This is something I can certainly try if this situation arises again’.
Student B having been told that ‘you should have provided more individual
feedback, particularly to those pupils who were struggling’ stated, ‘providing more
feedback to these pupils may have helped but the bigger issue is that I thought
they were ready for this activity but they weren’t, so it would probably be better to
think of what I should have done to prepare them better or should they have been
doing this activity at all? A more suitable activity for their needs is actually what
they needed’. These reflective extracts from students H and B highlight their
ability to reflect beyond the feedback they received therefore showing that the
corrective feedback segments impacted their reflections. Both reflected extracts
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were categorised as being ‘pedagogical’ since both comments focused on how
their teaching was impacting pupil learning with a focus on catering for all pupils’
needs.
Participants B, D, E, G, H & I all addressed suggestive segments in their
reflections. Student B having received four suggestive feedback segments,
decided to address three of these in his reflection. His reviewer asked, ‘what
could you have done with the two boys who were struggling with bowling’? and
in his reflection he stated, ‘I should have differentiated the bowling activities much
better. I was aware that *** and **** were struggling a little but looking back I
realise that I should have allowed them to revisit their technique by breaking the
skill down and using a slower ball’. The reviewer also asked, ‘what other teaching
strategies might you have employed as it was too teacher led at times’?, with
student B stating, ‘I should have utilised a TGfU approach whereby the pupils had
the opportunity to explore bowling and focus on developing their technique’.
Student B used these pedagogical suggestive feedback segments to good effect
whereby he considered the questions and then provided a reflective thought that
was pedagogical in nature. Student I was asked, ‘what might you have done to
help you measure pupil progress more accurately’? and in his reflection he states,
‘I suppose I could have assessed them more accurately at the beginning by timing
them and then by timing them again during and at the end, I would have been
able to assess their progress as well as their technique. This evidence would
have informed my teaching and pupil learning. This is something I will try out
although I will discuss with my mentor if there are any better ways of doing it’.
Student I was also showing that he was able to reflect more deeply on the issue
by producing a pedagogical reflective segment.
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It is important to note that all six students who chose to reflect on suggestive
segments managed to reflect more deeply on the issue raised, whereas as
previously noted, this was not the pattern for all those who reflected on positive
and corrective segments. Students A, F, J & K each received suggestive
feedback but failed to address any of the segments in their reflections.
Considering how some of the participants used this feedback to good effect, it
would seem that the decision to not reflect upon this type of feedback segment is
important. Students A and K both produced low quality reflections and their
overall reflections were graded as pre-reflective. A and K also addressed the
highest number of positive, technical segments in their reflections compared to
the other participants.
Only eight reflective segments were addressed from non-corrective, general and
specific comments. Those students who reflected on general segments simply
repeated what the reviewer had stated, thus failing to reflect more deeply on the
issues raised. Of the four students who reflected on non-corrective segments,
two basically repeated what their reviewer stated whilst the other two students
reflected more deeply on the issue raised. For example, student C was told by
her reviewer that ‘the 2nd activity could have been better’ and she reflected by
stating, ‘the 2nd activity did not go as I had planned and I could see this during the
lesson but I only now realise that it was much worse than I originally thought.
The obvious issue was that most of the girls were struggling since I pitched the
activity too high and did not plan thoroughly for differentiation. It is important that
all pupils learn… I should have employed a more suitable teaching strategy for
the less able pupils… could have relaxed the rules for them so that they could
explore the movements more and increase their confidence. I am really
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disappointed with myself but I will aim to improve this going forward’. Student C
was showing her ability to reflect on the issue in greater depth by producing a
pedagogical reflective segment.
Student E was the only student that reflected on a specific feedback segment and
having been told, ‘I loved the way you broke the skill down by doing whole-partwhole’, reflected by stating, ‘whole-part-whole worked very well as pupils were
well engaged during all related activities and probably for the first time I felt very
comfortable using this approach. It may be to do with the fact that I was teaching
a sport I was comfortable with but my questioning after the mini-games allowed
the pupils to work out the areas that they needed to address rather than me simply
telling them… this strategy worked with this group although it may not work as
well with a different class so I need to think of other ways of teaching this activity’.
Student E reflected more deeply on the pedagogical specific segment, offering
an analysis of why this aspect appeared to go well, showing her awareness of
the link between theory and practice and acknowledging that different strategies
may be needed to suit the needs of different learners, thus producing a
pedagogical reflective segment.
Direct influence of peer review
Across the 11 written reflections, four students directly referred to the positive
impact of the peer discussion upon their reflection, each noting how their thoughts
changed as a result of the feedback discussion. Student B stated, ‘my initial
lesson annotation and evaluation was very positive but the peer discussion has
highlighted issues that having reflected upon, I now realise that certain aspects
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could have been much better’ and student F stating, ‘In my lesson annotation I
noted that the non-participants were well engaged but having discussed this with
*****, I now recognise that they were busy but I’m not sure that they learnt
anything?’. Student C and D also highlighted how the feedback discussion
changed their initial reflections of the lesson. These findings highlight that there
was a tangible reflective benefit from the peer review process.
From the evidence presented on peer review it would appear that the students
are comfortable providing positive feedback to their peers and to a much lesser
extent, providing corrective feedback. Critiquing your peer’s practice can be an
awkward experience for some individuals and it is possible that it was easier for
them to focus on positive aspects of the lesson rather than seeking to deliver
more critical points. It may also be the case that due to their lack of experience in
observing someone’s practice, they struggled to observe accurately and did not
know how to provide more critical or constructive feedback. The low focus on
suggestive feedback by reviewers may possibly indicate that the students did not
have the confidence to question their peers or they lacked the knowledge and
understanding that would permit them to provide such feedback. The delivery of
a higher number of technical segments compared to pedagogical, would appear
to be normal for PGCE students since they are more focused on managing a
class and ‘getting through’ with less focus on pupil learning.
When reflecting on the feedback they received, the students showed that they
can reflect deeply on both low-level and high-level feedback as well as reflecting
poorly on low-level and high-level feedback, perhaps indicating that the reflective
abilities of the reviewee dictates the quality of reflection rather than the type and
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nature of the feedback. Reflecting on suggestive feedback was beneficial for
students showing that this type of feedback has the potential to make individuals
think more deeply about their practice. The next section will address the findings
emerging from the use of video-assisted reflection.

4.4

Video-assisted reflection

During SE2 students had the opportunity to video record one lesson from their
practice which became the focus for their reflection that week. Owing to five
students from the cohort undertaking a choice SEN placement in May 2018 and
thus not being able to complete this process, six students (D, E, F, H, I, K)
engaged with video-assisted reflection. The findings relating to the quality of each
students’ reflection will be reported on below.

Student

Reflective
level attained

Dominant
reflective level

Comparison

D

Pedagogical

Pedagogical

Similar level

E

Pedagogical

Surface

Higher - only pedagogical
reflection she produced

F

Pedagogical

Surface

Higher - only pedagogical
reflection he produced

H

Pedagogical

Pedagogical

Similar level

I

Surface

Pre-reflective

Higher - only reflection where
he produced pedagogical
segments

K

Surface

Pre-reflective

Higher - only reflection where
she produced pedagogical
segments

Figure 24 - Overview of video-assisted reflections
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Video-assisted weekly reflections
Student D reflected on her video recorded javelin lesson and the reflection was
graded as pedagogical. She reflected by stating, ‘it was obvious that some of the
pupils were struggling with executing the correct technique and even though I
could see it wasn’t right, I was struggling on the spot as to how I should
regress…when I watched the video I became more aware of the difficulties that
some pupils were having, in fact there were kids struggling that I thought were ok
during the lesson so the video really brought this out’. She proceeds to state, ‘If I
were teaching this lesson again, I would do a number of things differently. Firstly,
I would use a stationed approach where pupils could explore the technique by
using equipment that makes it easier to begin with such as bean bags or large
balls thus allowing them to build up their confidence in this area… a more guided
discovery approach with safe equipment as I was too caught up with H & S and
as a result it was too command and practice style. Secondly, I need to be better
prepared and do my research on javelin as it is not my area of expertise but it has
made me realise that I must do this for all other areas I am weaker in before I
teach them poorly, it is best to have the research done beforehand meaning I
should make less mistakes. I realise I need more CPD in this area and this is
something I will address asap. Thirdly, I would use pupils’ phones or iPads to
capture their technique so that they can identify the areas they need to work on’.
This reflective segment demonstrates an awareness from student D of the need
to modify her teaching and learning approaches with a link to relevant theory and
a recognition of the need to address lack of subject knowledge by expressing a
commitment to improve her practice in this area.
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Student E reflected on a tennis lesson and this reflection was graded as
pedagogical. She stated, ‘I initially thought the lesson was good but when I looked
at the video, I quickly realised that it was actually quite poor. I did far too much
talking but more importantly, I could see that the biggest majority of the pupils did
not learn anything with many not improving their actual forehand technique and
that the peer assessment activity was a real disaster, watching with my mentor I
was embarrassed’. This comment demonstrates the power of video since the
student was unaware of these issues after having taught the lesson but the
opportunity to watch the lesson has changed her whole view of the effectiveness
of this lesson. She stated, ‘If I was to teach this lesson again I would change
almost every single aspect from the warm-up to all actual activities…the pupils
were far too static, I did not pitch the lesson at their level as I could see on the
video that many pupils were struggling with some of the basic racquet skills. I
need to regress and concentrate on some of the fundamental racquet skills
whereby the pupils work on grip, stance etc. in a fun way before progressing them
to actual forehand rally games…there were three pupils who were also miles
ahead of the others and they were clearly bored, although I didn’t notice this
during the lesson as I now realise I spent so much time with the other pupils that
these three pupils were neglected’. These comments show that student E was
able to constructively critique her teaching and the impact of her teaching on pupil
learning. She proceeded to state, ‘I also realise that I need to improve my subject
knowledge in tennis and this is something I will address before September by
gaining access to a certified course… it was hard watching it with the teacher
mentor but at the same time it was the best thing I could have done as her
feedback was great… she saw things on the video that I didn’t even notice and

252

she asked me lots of questions so she was forcing me to think about what I was
seeing’. These comments show her honesty, highlighting a willingness to engage
with appropriate CPD courses (which shows her focus on long-term
development) and an acknowledgement of the benefits to be gained by having
an experienced practitioner observe the video and provide feedback.
Student F reflected on his video recorded year 9 football lesson and this reflection
was graded as pedagogical. He stated, ‘I thought this lesson went really well until
I watched the video. The pupils were very active but when I looked at them on
the video, too many were not learning. **** really highlighted this and when I
studied what they were doing I realised that too many were not challenged and
whilst it appeared during the lesson that they were learning, many were not…I
would not have realised this without watching the video and having **** point this
out’. He proceeded to state, ‘if teaching this lesson again, I would make many
changes. To start with, I would scrap the warm-up activity as it was too general
and not specific enough for this lesson. I would also change the activities, too
many were drill orientated and did not allow pupils to explore the skills – I would
use a TGfU approach where the focus needs to be on developing pupils’ tactical
awareness because in the video I was constantly instructing the pupils to get
wide, find space etc. and I only realised that some pupils were not able to do this
and didn’t understand the concepts, it’s my job to teach these aspects, not
assume they can…again, I only realised these weaknesses from watching the
video and receiving ****’s feedback’. These comments show that student F
recognises the link between his practice and pupil learning as well as
acknowledging the links to theory. It is important to note that this was the only
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pedagogical reflection that student F produced, showing that the video-assisted
approach to reflection helped student F to reflect more deeply.
Student H reflected on a Gaelic football lesson and the reflection was graded as
pedagogical. He stated, ‘I was a little shocked as to how much I missed during
this lesson…It is clear that my observation skills are not good enough at present.
I will seek advice from my mentor and my PGCE tutor as to how I can work more
effectively on this area’ thus showing the impact of the video in highlighting an
aspect of his practice that he did not realise was a weakness. He is also reflecting
on how he can improve this aspect by seeking help as he moves forward. In
identifying what he would do to improve this lesson, he stated, ‘some pupils did
not make the progress that they should have and that includes pupils of weak
ability and my gifted and talented pupils who were clearly not stretched and
challenged. I could have grouped the pupils better by ability as well as
differentiated the tasks more effectively to ensure all pupils were challenged at
their level…I would also use the TGfU model whereby rules could be modified to
suit pupil needs which will only work if I monitor pupil performance effectively by
conducting accurate observations’. These comments show that student H is
reflecting at a pedagogical level where the focus is solely on pupil learning with
links to relevant theory. This reflection contained the highest number of
pedagogical segments and lowest number of surface level segments compared
with his other pedagogical reflections.
Student I reflected on a relay lesson which was assessed as being of surface
level. It is important to note, however, that it is the only reflection where he
produced pedagogical segments. He stated, ‘looking at the video I realise that
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whilst the lesson was good, it was not as good as I originally thought…I was so
caught up in the lesson that I failed to notice that 4-5 pupils needed their running
technique corrected and in the video this is so clear’, thus highlighting the benefits
of video. In identifying how to improve this lesson, he stated, ‘I agree with ***** in
that I must concentrate more on observing the pupils’ technique as their physical
execution is really important in this event…I also think it would be good to do a
stationed approach in this lesson where activities address various elements of
the relay so that pupils can appropriately explore the various components at a
level that suits them…it was too command and practice based and needs to be
designed in such a way that pupils take ownership of their learning through a
guided discovery approach’ thus showing his ability to critique his teaching and
make links to relevant theory. He also stated, ‘***** made a good point when
watching the video in that she suggested I do an initial baseline assessment of
the pupils after the warm-up since they were year 10 and will have completed
relay before as this would then allow me and the pupils to chart their progress
across the lesson…this is something I would never have thought of doing but it
makes so much sense’. It would seem that video-assisted reflection has helped
student I reflect to a slightly deeper level and whilst the overall reflective level has
not increased, the production of three pedagogical segments shows
improvement.
Student K reflected on a long-jump lesson with a year 9 group and this reflection
was assessed as surface level. She stated, ‘the video was good as it let me see
things that I always thought I did well but I could see that they could be much
better…my spotting and fixing could be better as I missed opportunities for
providing corrective feedback’ thus showing the benefits of video. She reflected
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on how to improve this lesson by stating, ‘the video showed that the pupils were
inactive at times and this is something I need to work on, maximising their activity
levels…but as ********* said, active but still learning is key and this is probably a
weakness in my practice in that I sometimes focus on them being active and they
may not be learning but in this case I could see they were inactive and some were
also not learning but during the lesson I thought it was going well’. This comment
demonstrates the benefits of video for student K and has allowed her to reflect
on an area of her practice that relates to all aspects of PE. She proceeded to
state, ‘I need to give the pupils more time to perfect their technique – they need
more jumps so I need to be more creative with the space I have, I could have four
different stations with equipment of various heights to encourage greater take off
and height, allowing pupils to be challenged at their level’ thus showing her ability
to reflect on her teaching approaches and the impact on pupil learning as well as
recognising the need for all pupils to learn and taking responsibility for her
teaching. It is significant to note that this was the only reflection for student K
where she produced any pedagogical reflective segments.
Video-assisted reflection helped each of these students reflect to a deeper level
with some reflecting to a full level beyond their dominant reflective level, whilst
others produced more reflective segments belonging to the level above their
dominant reflective level. Being able to replay the video is important as it allows
the students the opportunity to view aspects of the lesson as many times as they
need to. It is also important to note that many of these students referred to the
impact that the mentor had on their reflection in that the mentor noticed issues in
the video that they did not notice. It would seem that viewing and discussing the
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video collaboratively with a more experienced practitioner has allowed these
students to think more deeply about their practice.
These findings will be subjected to further analysis in the discussion chapter (5).
The next section addresses the findings emerging from lesson observations
where the researcher observed how students were using their weekly reflections
in subsequent lessons.

4.5

Lesson observations

In order to capture how effectively students were using their weekly reflections to
inform future practice, the researcher deliberately chose lessons to observe that
focused on the same class for which they completed their weekly reflections. The
lesson observation followed the same format as all other observations but the
researcher was deliberately looking for evidence of how each student used the
weekly reflection to inform their planning and subsequent lesson delivery. Figure
25 below shows how each student used their previous weekly reflection.

Student

Area taught

Reflection used to
inform planning

Reflection used
when teaching

A

Hockey

Yes

No

B

Cricket

Yes

Yes

C

Netball

No

No

D

Hockey

Yes

Yes

E

Athletics

Yes

Yes

F

Tennis

Yes

Yes

G

Basketball

Yes

Yes
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Student

Area taught

Reflection used to
inform planning

Reflection used
when teaching

H

Gymnastics

Yes

Yes

I

Athletics

No

No

J

Badminton

Yes

Yes

K

Athletics

Yes

No

Figure 25 - Students’ use of weekly reflections

Student A was observed teaching a hockey lesson to a year 9 class during week
5 of SE1 where she was teaching the same class that were the focus of her week
4 reflection. The key action points emerging from this reflection were for her to
implement a less didactic style of teaching and move away from a drill-based
approach to a more games based-approach. In the observed lesson, student A
had highlighted these points in her lesson plan but continued to adopt a drillbased approach that was very much teacher led, indicating that she did not act
upon the key points that were detailed in her week 4 reflection. Therefore, student
A used the reflection to inform planning but the planning for these elements did
not transfer to action within the lesson.
Student B was observed teaching a cricket lesson during week 3 of SE2 where
he was teaching the same class that were the focus of his week 2 reflection. In
this reflection he identified the need for him to implement more effective
differentiation strategies as well as the need for him to reinforce key teaching
points through more frequent teacher demonstrations. These points were
highlighted in the lesson plan and indeed it was clear that a range of differentiated
activities had been planned for and implemented. He also used effective
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demonstrations regularly throughout. Therefore, student B used the reflection to
good effect.
Student C was observed teaching a netball lesson during week 4 of SE1 where
she was teaching the class that were the focus of her week 3 reflection. The key
action point emerging from this reflection was the need for her to use small-sided
games that would allow pupils the opportunity to explore the skills in a realistic
way. This action point was not noted in the lesson plan. In the observed lesson,
student C did not utilise a games-based approach but similar to the previous
lesson (focus of week 3 reflection), adopted a very drill-based approach. This
would seem to indicate that student C did not use the reflection to inform her
planning or delivery of this lesson.
Student D was observed teaching a hockey lesson during week three of SE1
where she was teaching the class that were the focus of her week two reflection.
The key action points emerging from this lesson were the need to use a TGfU
approach and improve approaches to differentiation, particularly for the more able
pupils. In the observed lesson student D had planned for the employment of a
TGfU approach (evidenced in lesson plan) and whilst her employment of the
approach required improvement, she was using this approach. Differentiation
was noted in the lesson plan with a focus on Gifted and Talented (G&T) pupils
but in the actual lesson there was no evidence of her catering for G and T pupils
through differentiated activities. Student D clearly used her previous reflection to
help plan this lesson showing that her reflections were informing future practice.
The transference of planning to reality was also in evidence and whilst the
implementation of TGfU needs improving, this is not of any significance in the
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context of this study since student D was putting her reflective thoughts into
action. Differentiation for G and T pupils did not take place, showing that this
aspect of her plan did not result in action.
Student E was observed teaching an athletics lesson during week six of SE2
where she was teaching the same class that were the focus of her week five
reflection. The key action points emerging from this reflection were to increase
pupil activity levels and to employ more pupil-centred teaching approaches.
These points were noted in the lesson plan and indeed during the lesson it was
clear there was a focus on maximising pupil activity levels. Therefore, it would
appear that student E made use of her weekly reflection.
Student F was observed teaching a tennis lesson during week four of SE2 where
he was teaching the same class that were the focus of his week three reflection.
The key action points emerging from this reflection were to improve his
observation skills (to help his spotting and fixing skills) and to improve his subject
knowledge. In the observed lesson these points were highlighted in the lesson
plan and during the lesson it was clear that student F had a significant focus on
spotting and fixing. It was difficult to assess whether his subject knowledge had
improved but, in this lesson, it would appear his subject knowledge was good,
based on his ability to demonstrate with accuracy and spot and fix. It would seem
that student F did use his weekly reflection.
Student G was observed teaching a Basketball lesson during week 9 of SE1
when he was teaching the class that were the focus of his week 8 reflection. The
key action points emerging from this reflection were to plan and implement
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appropriate progressions and use conditioned games for less able pupils.
Student G had identified these points in his lesson plan showing that he was using
the reflection to inform future planning. Observation notes show that these points
were also addressed in the lesson where the observer noted ‘progressions were
clear…effective use of small-sided, conditioned games for less able pupils’.
Student H was observed teaching a gymnastics lesson during week 9 of SE1
where he was teaching the class that were the focus of his week 8 reflection. The
key action points emerging from this reflection were to have a greater focus on
quality of movement and to plan more appropriately for differentiation. Both of
these action points were identified in the lesson plan and there was strong
evidence during the observation that he had an increased focus on pupils’ quality
of movement and activities were well differentiated. Therefore, student H
appeared to use the reflection to good effect.
Student I was observed teaching an athletics lesson on shot putt during week 8
of SE2 where he was teaching the class that were the focus of his week 7
reflection. The key action points emerging from this reflection were to improve his
demonstration skills and to place more of an emphasis on peer assessment. The
lesson plan did not highlight these points and during the observation student I
only performed two demonstrations and did not utilise peer assessment. It would
therefore appear that student I did not use this reflection.
Student J was observed teaching a badminton lesson during week 7 of SE1
where she was teaching the class that were the focus of her week 6 reflection.
The key action points emerging from this reflection were for her to stretch and
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challenge the more able pupils and to implement a TGfU approach. Both these
action points were highlighted in the lesson plan and during the observation it
was noted that there was a key focus on challenging the more able pupils but that
there was no evidence of adopting a TGfU approach. It would seem that student
J implemented one action point and not the other, therefore, making some use of
the reflection.
Student K was observed teaching an athletics lesson on relay during week 9 of
SE2 where she was observed teaching the class that were the focus of her week
8 reflection. The key action point emerging from the week 8 reflection was for her
to improve pupils’ peer assessment by modelling effective feedback. This point
was identified in the lesson plan but during the observation it was noted that
student K did not model effective feedback on any occasion even though she had
ample opportunity to do so. Therefore, it would appear that student K did not use
the weekly reflection effectively.
Nine students appear to have used their weekly reflection to inform future
planning and seven of these students implemented the action points when
teaching the lesson. Two students did not use the reflection to inform planning or
teaching and two students having used the reflection to inform planning did not
use the action points when teaching the lesson. These findings suggest that the
majority of students valued their reflection and saw the connection between the
reflection and the next lesson. It is also possible that of those who did use the
reflection, some may have used it to inform planning and subsequent lesson
delivery simply because that is what they were expected to do, so they did it to
fulfil course requirements. For those who did not appear to use the reflection to
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inform planning or lesson delivery, it is possible that they did not see or value the
connection to the next lesson or it may be the case that during the time between
completing the reflection and the next lesson, further reflection on other lessons
and aspects of their practice allowed them to identify other priorities that they did
plan for and address in their lesson. For those who used the reflection to inform
planning but did not address the action points during the actual lesson, it is
possible that they had intended to address these points but the direction of the
lesson changed or they simply forgot to or they thought they were addressing
them but did not manage to do this as well as they thought they would. These
issues will be discussed in greater depth in chapter 5. Figure 26 below provides
an overview of each student’s reflective work across weekly, peer reviewed and
video-assisted reflections, showing how each student reflected when using
different approaches and whether or not they improved their reflective skills. The
figure also shows how each student used their weekly reflection to inform their
practice in relation to the observed lesson.
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Did they use their
weekly reflection
to inform
planning and
teaching?

Student

Dominant weekly
reflective level

Did their reflection skills
improve?

Ref level on area of
expertise

A

Pre-reflective

Yes – produced 2 surface
level reflections

Pre-reflective marginally higher

B

Surface

Yes – moved from prereflective to surface

Surface - similar

Both

C

Surface

Yes - marginally

Pre–reflective - lower

Neither

D

Pedagogical

Yes – moved from surface
to pedagogical

Surface – lower

Both

E

Surface

Yes – moved from prereflective to surface

Surface - marginally
higher

Both

F

Surface

Yes - marginally

Surface - marginally
higher

Both

G

Pedagogical

Pedagogical - similar

Both

H

Pedagogical

Surface – lower

Both

I

Pre-reflective

Surface - higher

Neither

J

Surface

Yes - marginally

Surface – similar

Both

K

Pre-reflective

Yes – produced 2 surface
level reflections

N/A

Planning only

No - remained at
pedagogical
Yes – moved from surface
to pedagogical
Yes – produced 2 surface
level reflections

Figure 26 - Overall summary of students’ reflective work and progress

Planning only

Peer review
Pre-reflective similar
Surface –
marginally
higher
Pedagogical higher
Pedagogical similar
Surface marginally
higher
Surface similar
Pedagogical similar
Surface - lower
Surface higher
Surface similar
Surface higher

Videoassisted ref
level
N/A
N/A
N/A
Pedagogical similar
Pedagogical higher
Pedagogical higher
N/A
Pedagogical similar
Surface higher
N/A
Surface higher
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The next section reports the findings from the end of PGCE focus group
interviews.

4.6

Focus group

As noted above in the methodology chapter, two focus group interviews were
conducted in June 2018, two weeks after the course had concluded. The timing
of these interviews was important in that the students had officially passed the
course and, therefore, the researcher felt that this may be likely to increase
students’ willingness to be honest with their opinions. Additionally, the course had
fully concluded, therefore the students were able to reflect on the entire course
and not just parts of it, meaning the researcher was allowing the students the best
opportunity to make informed opinions when responding to questions. Focus
group 1 comprised of six students and focus group 2 comprised of five students.
An analysis of the focus group data revealed several key themes. The findings
on each theme are presented below.
4.6.1

Teaching and learning Issues

Teaching and learning issues were identified based on any reference to the
impact of their reflections on future planning, differentiation and teaching and
learning. When asked to consider their general thoughts on the role of reflection,
seven respondents (across both focus groups) made direct reference to the
importance of reflection in helping to inform their future planning. Student F
stated, ‘whenever you are working with classes at different levels and abilities
and if you see something that didn’t work with one class it might work with another
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class, it depends on the ability level, so it does really help prepare for maybe
future planning or future lessons’. Student D supported this view, stating,
‘reflecting back on what went well and what didn’t go so well, it will also help with
why that maybe happened, so you get a better insight as to why something
worked well and that it was something that you could maybe use in the same
group in the coming weeks’. These views were typical of the other five
respondents who referred to the impact upon future planning. Reference to the
impact on future planning was made by two respondents when asked to comment
on their use of video-assisted reflection. Student H stated, ‘there was stuff that
you wouldn’t notice in your initial reflection which you would have picked up on
and improved on then by watching the video itself’ and student B commented,
‘when we actually watched the video back you could actually see that there were
different levels of ability in the group so… you could future plan to see how you
could make it more achievable or more suitable for the ability levels of the group’.
Across both focus groups there was a clear awareness of the distinction between
reflecting on their teaching and on pupil learning. Student E stated, ‘the protocol
we went through really made me actually think about the effect it had on the pupils
and what their learning was and being able to separate the teaching and the
learning for me was something that did really help’. When asked their views on
the value of completing lesson annotations, respondent I stated, ‘the teaching
and learning boxes at the end is where I really thought about why this lesson went
well, why this lesson went bad… you could see what parts you were going to take
forward and what parts maybe not’, a view supported by student D who
commented, ‘yeah, I just found the reflection of the pupil learning was the most
beneficial’. In response to their views on the use of video-assisted reflection, three
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respondents highlighted how the use of video allowed them to reflect on their
teaching and/or pupil learning. The following quotation from student D reflects the
typical views of the other two respondents, ‘…beneficial in terms of me looking at
me as a teacher because something I was doing the same the following week on
javelin and it was my movement about the class spot and fix so that is something
I was focusing on in the video…also found it beneficial looking at the pupils and
the pupil learning because I was picking up on some things that I maybe hadn’t
observed whenever I was actually teaching the lesson… as well as focusing on
myself, allowed me to reflect on the learning as well as the teaching’.
4.6.2

Collaboration and support

The students identified collaboration with peers and teaching staff as having a
positive impact upon their reflective experiences, whereby they identified different
facets of collaboration. Some students highlighted teacher support as being of
great value. Respondent G stated, ‘when you were getting that added support of
people that were actually in the profession giving you a wee bit added extra of
what you can work on, I found that really, really beneficial’, a view that was
echoed by student B, who commented that, ‘you were getting your feedback and
your Head of Department was being critical at the same time, so you are being
given a really good insight of how effective your lesson actually was like, so I
thought it was beneficial’. When asked about their views on completing a weekly
reflection, three respondents highlighted the benefits of sharing ideas. Student H
stated, ‘sharing the reflections, you could maybe share ideas if somebody was
struggling with say class management… being able to see reflections… you can
maybe help each other and stuff like that’, a view echoed by student C who stated,
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‘it was beneficial you know as …. was saying to look at other people’s and see
what they had done, so I am sure that potentially my reflection would have been
useful to somebody else, but I didn’t find any additional benefit of my own weekly
reflection to myself’.
Just under half of the students made reference to some type of emotional and/or
moral support generated from their peers through the online community of
practice as being of value. Student D stated, ‘I thought it was nice though that
there was an openness about the group… to offer advice rather than feeling
nervous within the environment to offer that support’, a view echoed by student I
who stated, ‘there were some lessons that I was struggling with and then seeing
that everybody else had maybe been in the same boat… so it is nice to see…
that they are struggling as much as you are’. The respondents recognised the
supportive nature of the online discussion board as a source of comfort in that
they did not feel alone in this process. It would seem that some students
recognised the emotional support as being of more importance than the actual
sharing and reading of each other’s reflections.
4.6.3

Formal versus Informal processes

Across both focus groups, the respondents made numerous references to the
benefits they received from engaging in informal discussions about their practice.
Student A highlighted the group’s WhatsApp chat as being just as effective as
their online discussion board, when she stated, ‘in our WhatsApp group if you
had an issue or whatever… we were kind of doing the same thing but in an
informal kind of way…’, a view that was supported by student I who stated, ‘…also
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more informal… through the WhatsApp group and stuff like that definitely
helped… did make you feel a lot better’.
Five students highlighted the WhatsApp group as being more relaxed and a safe
space where they could share straightforward, practical advice. Student E stated,
‘it was nearly more conversational, whereas I suppose when we are putting it in,
I suppose you feel that you have to be more formal about it whereas…somebody
had a disaster lesson, I suppose you might have laughed a wee bit with them and
then… ‘why don’t you try this?’, a view supported by student G who commented,
‘you weren’t worrying about trying to make it sound very pedagogical…for
example one of the people may be struggling with behaviour, it was just like, they
are trying to test you, get through the week and you will be alright and that was
sometimes that is all you need and then you move on… I think if you are trying to
word that more formally it would lose its meaning almost… I found the WhatsApp
group almost more beneficial’. Student I identified the WhatsApp group as a safe
space where they could express themselves in an honest way, stating, ‘I think a
lot of people in the class thought it was a safe net where…you can’t see it, so it
is kind of informally between all of us and there is not that sort of scrutiny… on
the sort of message that you put in, and I think that was quite beneficial’. Student
F when discussing peer review also saw this process as being less formal,
stating, ‘it was good, just to get another set of eyes on a lesson that is maybe
less, less formal than a tutor coming in or a teacher… you would obviously be
less nervous coming in as well’. The students saw the WhatsApp group to be at
times more effective than the online discussion board. The findings above would
seem to indicate that the students appreciated the support from peers in what
appears to have been a relaxed but supportive environment, albeit, the advice
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and support relating to teaching issues would seem to have been based on basic
practical tips and moral support when faced with challenging circumstances.
4.6.4

Subject expertise

Numerous references were made across both focus groups in relation to the
students’ expertise or lack of expertise.
Seven students commented that they found it easier to reflect on areas of the
curriculum that were a strength for them. The following quotation from student I
represents the typical opinion of the other six students, ‘I definitely think it was
easier to reflect on the ones that you were more stronger on, because you knew
what you were trying to get to, you knew what a good basketball shot looked like,
whereas the likes of gymnastics… I wasn’t overly confident on what was a really
good forward roll and how to improve that… so I think having more knowledge on
the subject, more knowledge on that area you can reflect on it deeper because
you know what is right and what is wrong and how you can change it’. Being able
to reflect to a deeper level was also highlighted by respondent E, who stated, ‘I
reflected differently in something that was my own strength to something else…
I was able to go a little deeper because I knew I was able to analyse it better,
whereas in my weaker lessons maybe were a lot more evaluative, I knew what
didn’t go well but it took a lot more to work out why’.
Three students made direct reference to their level of subject expertise allowing
them to adapt their lessons when teaching. Student E stated, ‘…triple jump lesson
that I had taught but I had to completely adapt it because then it was too windy
outside… if I hadn’t had that strength I don’t really know what I would have done…
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so my strength in athletics helped me with that’, a view that was supported by
student D, who commented, ‘even in the lesson I did if something wasn’t going
so well… I was able to… adapt the lesson to what was happening’, a view that
was immediately supported by student J who stated, ‘I would agree with what ****
said in terms of reflection-in-action… hockey and you are going like, hold on, this
is way too static, I need to change this straight away and you had to reflect there
and then… gymnastics… I probably would have freaked out but whenever it was
something that I had a good background knowledge in, I can reflect there and
then, change it up’.
Students D and C both commented on the difficulty associated with reflecting on
an area of weakness, claiming that they could not do this effectively without the
support of a teacher. Student D stated, ‘whenever I was reflecting upon an area
that I maybe wasn’t so confident with, I preferred to reflect on it with the class
teacher because I found her knowledge of the skill… very beneficial to me
reflecting in those aspects of the curriculum rather than sitting by yourself and
sometimes you didn’t know how to improve’, a view supported by respondent C
who stated, ‘…found it harder to reflect because… they (teacher) didn’t know,
they didn’t have as much knowledge … but yet I know deep down that there was
stuff that one hundred percent I would never do again’.
When commenting on the process of annotating lesson plans, only respondent B
referred to their expertise, stating, ‘…more difficult to annotate lessons that I had
expertise in… like I know what will work and what won’t work, so I found those
annotations maybe more difficult to be critical of my teaching… whereas if I was
doing an activity that was new, like swimming or gymnastics, I would find it a lot
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easier’. Seven respondents believed that it is easier to reflect on an area of
strength, with only one respondent stating that they found it more difficult to
annotate lesson plans on areas of strength. The next section reports the findings
on issues relating to time.
4.6.5

Time

Time was another key theme that emerged during the analysis. Five students
referred to aspects of the reflective work being time-consuming. Student J stated,
‘although they were time consuming… they were very useful and probably mine
were very, very detailed’ when referring to her annotation of daily lesson plans.
When discussing the weekly reflections, student I stated, ‘there was some
lessons where I maybe rushed it a little bit… there was more of an exercise just
to get it done, rather than really focusing in on it, but then a few lessons that we
did focus on and you meant what you were writing in the reflection, you did see
a big, big benefit…so if the time and effort is in it, very, very beneficial I found
them’, a view that was instantly supported by student D, who commented, ‘weekly
reflections were very time consuming especially in the written forum, so
sometimes you probably didn’t give it your full attention to complete them as indepth and you probably should have…whenever it changed to one you gave it
more of a focus and more of your attention’. Respondent K in reference to
reflecting through the online discussion board, stated, ‘…in terms of giving the
feedback as I have said before, like everything is so time consuming, so to
actually sit down… and scroll through and really take it all in and then comment
underneath… it was a lot of work at times’.
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When asked to consider which reflective approach they were likely to continue
with, five of them stated that they prefer to audio record their reflections. Out of
these five, four highlighted that the process of audio recording was less time
consuming than doing written reflections. Student B stated, ‘my preference was
also audio… first of all, I think it took 45mins to write up…one written reflection,
whereas you could do an audio one in ten minutes… I also think it is sometimes
easier to speak your real thoughts and opinions rather than sort of formally write
it down and express it’, a view that was supported by D who stated, ‘…prefer the
audio, just in the terms that I found it less formal than the written version…I did
find that maybe a combination of making a few notes and then talking through it
more in-depth I found it more beneficial’. The other six students stated that they
preferred written reflections, with student C stating, ‘… more things come to my
head when I am writing it down whereas if I were doing an audio I would just try
and go through it quicker, and not think into it as much… writing things down you
can always come back to it later after you have thought of something else and
add it into the written, whereas with the audio you just have to make a fresh
audio’, a view that was supported by student I, who stated, ‘I like having it written
down and so I can go back to it, I will probably not go back and listen to my voice...
in terms of future sort of professional practice… you are not going to have time
to do an audio, I think it is just going to be a matter of writing down your three or
four points’. The five who opted for audio as their preferred choice may possibly
have answered based on the approach they preferred during PGCE but did not
consider the practicalities associated with reflection when in a full-time teaching
post, whereas the other six students appeared to have considered the realistic
approaches that may work when teaching.
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Three students made reference to the weekly reflections being repetitive. Student
J stated, ‘I was annotating so heavily when it actually came to weekly, it was just
very repetitive for me’, a view that was shared by student C who stated,
‘…because my individual lesson plans I annotate them very detailed, so I found
that I wasn’t really writing anything extra in the weekly reflection from the one that
I had already written, so I was almost repeating what I had said and going over it
again’. Student E shared a similar view, but was quick to stress the need for her
to improve her reflective work, stating, ‘sometimes I felt you were saying the same
things over and over and over again, … your weekly reflections would probably
sound the same every single week… I think that is just where we need to improve
on our reflection a bit more and go a bit more in-depth into specifically the area
that we are looking at’. In addition to her response above, student J stated, ‘there
were just a couple of bits that were very repetitive and you sort of found yourself
copying and pasting until you really gave it a bit of time’, a view supported by
student K who stated, ‘to be honest, there were times I just copied and pasted
from the previous week’s reflection as I was generally writing the same things’.
These comments would appear to indicate that students J and K did not value
the weekly reflections. Combined with the comments from students D and I
above, where they said they did not always invest maximum effort, some of their
reflections were not fully authentic.
It is important to note that whilst some of the students found the daily lesson plan
annotations time-consuming, all students agreed that the daily lesson plan
annotations were more useful than the weekly reflections. Student G stated that
the lesson annotations help to ‘identify certain aspects that were really, really
good… or…that didn’t really work well, it helps you sort of pick up wee bullet
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points on things that you can possibly improve on’, a view supported by student
D who stressed that ‘we could talk about it in more depth and use actually what
we have written about, … the first form of activity didn’t work and then you wrote
beside it what could have worked’. Four students commented on the importance
of completing annotations or reflections as quickly as possible. Student H stated,
‘it is important if you can get it down as quickly as possible… when it is fresh in
your mind… and then you can come back and refer to it when you are planning’.
Respondents B and E supported this view when stating, ‘try to get it done as
quickly as you can after the lesson, the longer it is left…’ (B), ‘the more you forget’
(E). The immediacy of receiving advice was also highlighted by student B who
stated that he preferred the WhatsApp over the online discussion board because
he received ‘instant replies’, to which the other five members of focus group 1
stated, ‘yeah’.
The findings indicate that the issue of time is a key factor relating to their reflective
work. The next sub-section provides a summary of these focus group findings,
outlining the key issues that will be addressed in the discussion chapter (5).
Summary
This section provided the findings on the two end of PGCE focus group
interviews. Findings relating to the impact of reflection on teaching and learning
highlighted how the students saw a link between their reflections and improving
future practice. Seven students identified how they used their reflections to
improve future planning, whilst just under half of the group emphasised the
importance of their reflective work helping them to distinguish between their
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teaching and pupil learning. The students identified video-assisted reflection as
being the most effective approach, followed by peer review. The next sub-section
provided the findings relating to the theme of collaboration and support. The
students highlighted the importance of collaborating and discussing their practice
with both teacher mentors and peers, where discussions with mentors were more
teaching and learning focused compared with the peer interactions via the online
discussion forum which the students mainly recognised for its moral support.
The third sub-section addressed the findings relating to formal and informal
reflection where the students highlighted their preference for the informal
WhatsApp group chat as opposed to the online discussion forum, noting that the
WhatsApp group was more accessible, less formal and a safe space where they
could receive at times instant, practical and emotional support. The next section
presented the findings relating to the theme of subject expertise. These students
reported that it was easier to reflect on areas of expertise as opposed to areas of
non-expertise, with some students noting how they were able to reflect-in-action.
When reflecting on areas of non-expertise, the students emphasised the
important role of the teacher mentors in helping them to shape their reflective
thoughts, again highlighting the importance of collaboration. The last sub-section
outlined the findings relating to the theme of ‘time’ where just under half the group
identified the weekly reflections as being time-consuming and three students
admitting that on occasions, they approached their reflections with less than
maximum effort. Even though some students considered the daily lesson plan
annotations to be time-consuming, all students found them to be more useful than
the weekly reflections. Five students preferred to audio record their reflections
with the other six opting for written reflections. Those who opted for audio
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recordings appear to have made this decision based on it being less timeconsuming, whereas those who chose written, appear to have considered that
this approach will be more useful when they begin their teaching career. The next
section presents the findings from the end of induction year focus group.

4.7

End of induction year focus group

As previously noted in the methodology chapter, the researcher believed it was
important to gain access to the views of the PGCE cohort after having taught for
one full year. From the original sample (n=11), seven of these students had
completed one full year’s teaching and from these seven, five participants
attended the focus group interview. The five participants were students B, D, F, I
and K, who in these findings will be referred to as teachers. An analysis of the
focus group data produced key themes and subsequent sub-themes which will
be presented below.
4.7.1

Reflective approaches

Considering that a major motivation for conducting this interview was to
determine their use of reflection or not during their first-year teaching, it was
inevitable that their approaches to reflection would be discussed. However, under
this broad theme, the researcher has identified several sub-themes.
4.7.2

Conversations/dialogue

When asked to consider how they reflected during their induction year, four
teachers (B, D, F & K) stated that their main way of reflecting was by having daily
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conversations with other members of the PE department. The following quotation
from teacher D represents the typical views of the other three, ‘for me it wasn’t
written or formal, it was conversations I had with members of the
department...verbally bounce a few ideas off each other’. In response to how the
researcher might make the focus on reflective practice (during PGCE) more
effective to prepare the respondents for their first year of teaching, teacher D
made reference to the online group discussion as being important, stating, ‘the
group discussion…maybe not reflecting on a full lesson but maybe just have
within a group a few things that went well and them that didn’t go so well…two
points each and maybe have a discussion amongst the group about that cos I do
think that encourages good practice cos you kind of need to be able to do that
when you go into a department, so you aren’t scared to ask for help when you
start working’. Teacher D not only appears to value the daily face-to-face
discussions but recognises the value in discussing online through the discussion
forum. Her recognition of the need to be willing to seek help was supported by
teacher F, who stated, ‘…at the start I had all these bright ideas thinking I was
going to change things and do it my way but it was only from chatting to the PE
teacher and observing him and listening to his advice that I improved… made me
realise the importance of having someone there who you can go to for advice’.
4.7.3

Brief written notes

Having made it clear that conversations with staff were the more prominent mode
of reflection, all five teachers also utilised written reflections. These teachers
made direct reference to making written notes with teacher I stating, ‘...just a
couple of lines on what went wrong, why it went wrong...’, and teachers B and F
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referring to ‘notes’ in their ‘planner’. They were keen to emphasise that these
notes were ‘brief’, with teacher I stating that his written reflections were ‘7-8
words… so before the class comes in I go to the planner, this is what happened
last time, then this is what I’m going to do today’, an approach supported by
teacher B who stated that his written reflections may just be a ‘sentence’ long.
All five respondents agreed that whilst reflection was beneficial, it was almost
impossible to reflect in any type of depth due to time restrictions. Teacher D
stated, ‘when you are teaching full time it’s almost impossible to do the in-depth
reflection’, a view supported by student K, who stated, ‘…now I’m in the real world
and I can see that I don’t have the time, maybe if it was summarised to a couple
of lines it would be more beneficial’. Teacher F also made reference to the ‘real’
world, stating, ‘if you do have time to reflect straight away it’s great but it doesn’t
really happen in the real world…when pupils getting changed can make voice
recording and then it’s always there for you to listen to the following week, plus
I’d rather talk it than write it’. These comments show that having little time to
reflect is an issue for beginning teachers during their induction year whilst teacher
F’s comment also highlights that individuals will have a preference for the way in
which they record their reflections.
4.7.4

Reflection process easier

Whilst it is clear that these individuals had very little time to reflect during their
induction year, all respondents stated that they found the process of reflection to
be easier compared to their PGCE year. Teacher B stated that it was ‘…a lot
easier to reflect during practice compared to PGCE’, a view supported by teacher
I, who stated, ‘I agree with xxxxxx ... much easier now to reflect during the lesson
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whereas in PGCE...we sort of forced through the lesson plan... wasn’t someone
sitting observing so you felt totally comfortable...reflecting in practice and totally
changing the lesson’. Teacher K stated that she found reflection easier during
PGCE due to having ‘more time’, but that the process of reflection is now easier,
stating, ‘reflection is easier now because you did so much during PGCE’, a
comment that was immediately supported by teacher I, who stated, ‘similar to
lesson planning…used to be 3 -4 pages, now for me it’s 3 lines…because we
were novices at it…now we have a year behind us, not experienced but it’s easier
and can get the best out of it now so reflection is the same, much easier to do’.
Teachers F and D also stated that they found it easier, with both highlighting that
they now knew what to focus on in their reflections.
4.7.5

Impact on practice

A common theme during this focus group discussion was their references to how
reflection was helping to shape their teaching approaches. When asked to
consider examples of when reflection positively impacted their practice, teacher I
stated, ‘I had a very high ability year 9 boys group and they were very into their
hurling and I wanted to focus on taking each skill per week... all the boys wanted
to do was games...what we agreed on was game, drill, game...worked a lot
better...much more focused...worked far better for high ability group’. This
comment shows that he changed his approach to teaching games, from a very
traditional approach to a Teaching Games for Understanding model as well as
showing he was willing to take pupil views on board. Teacher B points to the value
of teaching the same lesson to three or four classes from the same year group
on the same day, stating, ‘days last year I had 3 or 4 classes of the same year
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group in one day...maybe the first class there was bits and pieces I would tweak
then I brought that into the next class, maybe more like slight refinement and then
by the third and fourth class, then I think they probably got the best teaching’, with
teacher K giving a similar example, stating, ‘I would agree...I had all the sets of
year 9s so usually at the start of the week I would have tried the lesson that I had
planned and then just made the changes...end of the week the classes were
definitely receiving a better class’. Teachers B and K were demonstrating how
they were reflecting on an ongoing daily basis in order to improve their practice.
Three respondents (B, D and I) had the opportunity to observe a more
experienced colleague teach a lesson and each of them found this process to be
very useful in helping them to think about their own practice. Teacher D stated, ‘I
was just picking up different ideas about how she organised the class, going into
the changing rooms, coming out of the changing room and just picking up
different wee ideas from her to take into yours, it was small stuff but I found it very
helpful’, a view supported by teacher B who stated ‘...I observed two PE lessons,
it was beneficial obviously just seeing how the PE teacher managed the class
and it was very much army style esque...picked up some good tips on how to deal
with disruption but not so much on the actual learning'. Teacher I had a similar
experience, stating, ‘it was good ya know to see how she structured her
lesson…she had some very good ideas for gymnastics that I will definitely
use...we discussed the lesson for about 30 minutes after and that was really
useful…it was nice to hear her thoughts on it’. It is important to note that teachers
D and B highlighted issues relating to classroom management and organisation
whereas teacher I focused more on ideas he could take forward to improve his

281

teaching of gymnastics as well as his reference to the lengthy post-lesson
discussion.
All respondents, apart from teacher D were observed by either their HOD, teacher
tutor (teacher in charge of beginning teachers), the VP (who sometimes was the
teacher tutor) or, in one case, the principal. All four found this process to be
beneficial with teacher I stating, ‘yeah it was useful, I was observed by the
principal for a theory lesson, he had 2 pages of notes, good points and bad points,
things to improve on…yeah it was good to see what the principal was looking
from you…telling exactly what he thought of it…changed the way I teach the level
3 BTEC’. Teacher F also found the process beneficial, stating, ‘my feedback from
the VP was very detailed compared to the likes of the HOD…everything she gave
back it was constructive and it did get you thinking of just wee small things that
you just tweak to make your lesson that wee bit more engaging, interactive’.
Teacher K also found the process to be of benefit but her experience was different
from student F’s, stating, ‘…it was my VP and then the HOD but actually I found
it was the other way about because the VP in that school was technology and
some things that he was maybe saying to change weren’t practical for a PE
lesson, so I found my HOD’s feedback a lot more like I could take it on board and
put it into the next lesson’. The comments from teachers F and K highlight that
the quality of the review process very much depends on who is conducting the
observation and the level of expertise they possess in relation to the subject and
indeed the particular area of the subject being taught. Teacher B echoed the
same view as teacher K, stating, ‘I had 2 VP observations and…she wasn’t a PE
specialist so like xxxx said, there were some things that I thought went quite
poorly, she thought they were great and then the other way around, there were
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some things I thought were quite good and she wasn’t really that pleased with it’.
Based on these comments it is possible that teachers B and K disregarded the
feedback they received and therefore did not use it for reflection purposes.
When asked to consider why his views were very different to the VP’s, teacher B
stated, ‘She’s not a specialist so really doesn’t understand how it should be
taught’ to which student K stated, ‘yeah, I agree, they don’t fully understand the
nature of our subject so I think it has to be hard for them to make certain
judgements, say when looking at gymnastics or athletics that are very specialised
areas, suppose all areas are specialised…but it’s hard to observe someone
teaching those if you don’t have the knowledge to know what you are looking for’.
Teacher D had a very different experience from the other four students, stating,
‘reflection/induction wasn’t very high up on the priority list in my school so there
was no chance of a VP or principal watching your lesson so I only had members
of the department looking in, it was good but it was, it probably wasn’t anything
new that you hadn’t already heard before…so it probably would have been nice
to have maybe heard another point of view’. This comment from teacher D would
appear to highlight an inequity in terms of a beginning teacher’s induction
experience where she has not had the same potential learning opportunities as
the other four respondents. Another theme to emerge from this discussion was
the induction process for beginning teachers and how this appears to differ across
schools.
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4.7.6

Induction and reflection

When asked about the process of induction, how it was organised and did it
encourage them to reflect, all five teachers reported that the induction process
was not very effective. Teacher I’s comment reflects the typical views of the
others, stating, ‘I think it depends on the effectiveness of your VP and how
engaged they are with it, most of them from what I see, it’s last minute, do it in
June and get it out of the way, not really a massive focus on it from the start of
the year and trying to do it step by step, it was more fill out this booklet, we’ll come
and observe you and get it out of the way rather than learning something from
the process, basically a tick box exercise’. Teacher K echoed this view stating,
‘certainly didn’t help me reflect any better, just a matter of getting it done and
dusted’ with teacher B agreeing, stating, ‘if the school aren’t clued into this, it’s
up to you if you want to learn anything from it… just seems that there should be
more of a focus on it considering we still have a lot to learn’. It would seem that
the approach to induction in these schools lacks direction where beginning
teachers do not have the opportunity to receive the maximum benefits that such
a process has the potential to create.
This section provided the findings on the end of induction year focus group. The
first key issue to emerge is that these teachers adapted their approach to
reflection to suit full-time teaching, where daily conversations with colleagues and
brief written notes were mainly used. All teachers valued having the opportunity
to observe colleagues and having their own teaching observed by more senior
staff. The teachers agreed that the induction process did not focus on developing
their reflective skills. The section below provides a summary of the key findings
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presented in this chapter, which will be used to inform the discussion in chapter
5.
Overall summary
This chapter has presented the findings emerging from the data analysis. The
chapter began with a presentation of the findings relating to the quality of the
students’ weekly reflections whereby the researcher outlined how these students
reflected differently both in terms of the level they attained and the rate at which
they progressed, highlighting that reflection is different for each individual. It was
also noted, however, that regardless of their level and rate of progress, each
student reflected on common areas of practice, namely differentiation,
demonstration skills and pupils’ physical activity levels.
These findings were followed by findings relating to the students’ ability to reflect
on their areas of expertise which showed that four students reflected to a level
that was higher than their dominant level of reflection, with three students
reflecting at their dominant level and three students reflecting at a level that was
slightly lower than their dominant level. The findings from the peer review process
were then presented, showing that five students reflected to a higher level than
their dominant level, with five reflecting at their dominant level and just one
student reflecting below their dominant level. When providing feedback to their
peers, these students prefer to provide positive and to a lesser extent, corrective
feedback. When using the feedback as a reviewee, these students prefer to
reflect on corrective feedback and to a lesser extent, positive feedback, whilst
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those who reflected on suggestive feedback were able to reflect deeply on their
practice.
The fourth section presented findings relating to video-assisted reflection which
show that this was the most effective approach, with all six students who utilised
this approach managing to reflect at either pedagogical level or produce
pedagogical segments. This was followed by the findings on lesson observations
where it shows that nine students used their weekly reflection to inform lesson
planning, seven used it to inform their teaching and two students failed to make
any use of it. Section six presented findings relating to the end of PGCE year
focus group data where the students valued reflective practice but saw it as timeconsuming. Some students noted that they were able to use their subject
expertise to reflect-in-action with all students emphasising the importance of
collaborating with teacher mentors and peers and that their subject WhatsApp
group was the preferred choice of communication.
The final section contained the findings that emerged from the end of induction
year focus group data. The teachers reported that they continued to use reflective
practice which mainly consisted of daily conversations with colleagues and the
use of brief written notes. They valued being observed by senior staff, but they
agreed that the induction programme did not allow the opportunity to develop
their reflective skills. The next chapter (5) discusses these key findings.
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Chapter 5 - Discussion
This chapter discusses the main issues emerging from the data analysis with
appropriate links to literature and points towards the conclusion and
recommendations. The discussion of findings has been completed in line with the
research questions, which are detailed below:
1.

In what ways do pre-service PE teachers’ reflective capacities change
across the PGCE year?

2.

What approaches to reflection are most effective for developing preservice PE teachers’ reflective skills?

3.

Does having more subject knowledge allow students to produce higher
quality reflections?

4.

How do pre-service PE teachers make use of their weekly reflections?

5.

In what ways do pre-service PE teachers use reflective practice during
their first year as a qualified teacher?

The first section discusses key issues pertaining to the different reflective abilities
that exist amongst the group, whereby the researcher has grouped individual
students based on their dominant level of reflection. The second section
discusses the common areas that members from all three groups chose to reflect
on and this is followed by section three which addresses key issues relating to
formal and informal reflection. The fourth section addresses the theme of time,
followed by the fifth section which focuses on the theme of collaborative reflection
and the final section discusses the induction process and its link to reflective
practice for beginning teachers.
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5.1

Different types of reflectors

An analysis of the findings indicates that there are clear differences amongst the
group in relation to how they reflected at the beginning of the course and indeed
as to how they progressed or not in their reflective work. This permitted the
researcher to categorise them into three groupings based on the dominant level
of reflection attained by group members.
5.1.1

Group 1 – The ‘defenders’

Students A, I and K belong to this group and they were given the name
‘defenders’ because they regularly defended their teaching practices, even when
lessons did not go well. Each of these students consistently produced low-level
reflections, reflections characterised by an over focus on organisational and
behavioural issues and often with little or no focus on pupil learning. Failure to
question their own practice and the impact on pupil learning resulted in weak
reflections where any identified problems were attributed to pupils. The low
quality, descriptive nature of their reflective work is common for many beginning
teachers as they tend to reflect on aspects of their teaching that permit survival
by drawing on existing beliefs (McGarr and McCormack, 2014).
These three students did not possess the reflective skills that enabled them to
reflect in any depth on their practice. It is possible that they were not able to reflect
at a higher level since they had such limited experience to reflect upon. Hobbs
(2007) notes that student teachers struggle to reflect critically since they do not
have a full understanding of what teaching entails and how pupils should behave.
It is also possible that all or some of the group invested little time and effort when
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doing their reflective work as they simply disliked it (Ibid). Therefore, it may be
the case that some of these individuals are more capable than their reflections
might suggest. Farrell (2014) insists that if individuals do not approach reflective
work with a sense of whole-heartedness, then the work is meaningless. We
cannot say for certain whether any of these students were more capable than
what they showed, but student I’s comments in the focus group (p.271) where he
admitted that not all of his reflections were completed with maximum effort, shows
that he could have invested more time and effort, meaning he did not approach
the task whole-heartedly. It is also possible that the University-based sessions
and their teaching practice experience were not sufficient to allow these students
to reflect with any depth and thus they struggled to acquire the required reflective
skills (Boulton and Hriamiak, 2012). It is important to recognise that their focus
on classroom management and organisational issues may simply be an
indication of their general inexperience and not just ineffective reflective skills.
Of the twenty-four reflections belonging to the ‘defenders’, it is important to note
that in addition to having a significant focus on classroom management and
organisational issues, these students frequently reflected on the quality of their
demonstration skills, the amount of time that pupils were active during their
lessons and, when they progressed to reflecting at surface level, they had a big
focus on differentiation. Demonstration skills were mentioned in seventeen of
these reflections and in just three of these seventeen was there an admission by
the students that their demonstration skills could have been better or that they
needed to complete demonstrations more regularly. In the other fourteen
reflections, the students were stating that they performed accurate or clear
demonstrations and that the pupils were likely not paying attention if they could
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not perform the skills correctly, thus showing no awareness of other possible
factors for poor pupil performance. Larrivee (2008) associates such limited views
with low-level reflection where individuals offer simplistic explanations that are
not focused on their own inadequacies as a teacher, but rather, they attempt to
protect themselves from any type of criticism and in the process, they attribute
blame to others. In fourteen reflections there was reference made to pupils’
physical activity levels and in nine of these reflections, the students were claiming
that the lesson was effective on the basis that the pupils were highly active
throughout. In the other five reflections it was claimed that the pupils could have
been more active but no explanation as to why they should be or how they could
be. It would seem that each of these students believe that increasing pupils’
physical activity levels will automatically make for a more effective lesson, thus
showing how students’ beliefs influence their practice (Hobbs, 2007). From the
seven surface level reflections produced by these students, five had a reference
to differentiation, thus highlighting that they view this as a key facet of effective
teaching and learning. It is important to note that whilst they often highlighted the
need to improve differentiation, they rarely suggested how they might do this,
indicating that they had not identified the true extent of the problem, a view
supported by Akbari (2007, p.199) who notes that the ‘Identification of teaching
problems is not an automatic process’.
The noted progress of each student during SE2 when they produced surface level
reflections, would appear to indicate that they improved their reflective work. It is
possible that by this stage on the course they had gained more experience and
therefore were better equipped to rely on that experience when reflecting
(Roberts, 1998, Hobbs, 2007). It is also possible that exposure to the online
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discussion forum where they could read their peers’ reflections helped improve
their ability to reflect at a slightly deeper level (Rodgers, 2002, Shoffner, 2008).
When the students were given the opportunity to experiment with different modes
of recording their reflections, each of these students continued to write their
weekly reflections and thus did not engage with audio recorded reflections. Whilst
the focus group data (p.272) indicates that these students preferred written
reflections due to the fact that they could be amended after further reflection and
considered as a point of reference, other evidence would seem to contradict this
view. Consistent low word counts from each of these students and an admission
to copying and pasting of reflections from one week to the next, highlights that for
certain students in this group, the weekly reflections did not appear to be a priority
and were merely a task to fulfil to ensure they were complying. These findings
support the work of McGarr and McCormack (2014) who found that the preservice PE teachers in their study were likely to have complied with the task since
it would ‘impress the assessor and display compliance with perceived
expectations’ (p.277). McGarr and McCormack (2014), however, emphasised
that merely by completing their reflections, the students were hoping to show
‘commitment and dedication to the profession’ but two of the students in this
group demonstrated the opposite, by producing unauthentic reflections.
The improved reflections on areas of expertise for students A and I would seem
to suggest that they were able to reflect more deeply on their respective
specialisms. Such an outcome may appear to be logical, considering their deeper
understanding of the specific area (Evans et al 2008). However, it is important to
note that for student A, the improvements were marginal. Student I’s
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improvement is more significant, particularly when this surface level reflection
was produced during SE1 when all his other assessed reflections were graded
as pre-reflective. It would, therefore, seem that in this instance the greater
knowledge and expertise allowed him to reflect more deeply on the emerging
issues. Student I’s comments in the focus group (p.269) would appear to support
this where he refers to the importance of subject knowledge allowing him to reflect
at a deeper level. Schempp et al (1998) believe that teachers’ expertise in
particular activities allow for a deeper insight into how the activity should be taught
and an increased ability to identify problems in pupils’ learning. However, Capel
(2007, p.498) notes that pre-service PE teachers often ‘do not explore different
ways of teaching the content through developing their pedagogical content
knowledge’ when considering areas where knowledge of an activity is good and
that they are ‘likely to teach this content they way they were taught themselves’.
As noted in the findings, student K did not get the opportunity to reflect on an area
of expertise and, therefore, it is not possible to form any views on her ability to
reflect on an area of strength.
Peer review appears to have had some impact on two of these students (I & K)
whereas for student A it would seem that the process had little to no impact. It is
encouraging that students I and K produced surface level reflections, although it
is important to note that these reflections were the same level as their last two
assessed weekly reflections. All three students over-used positive (technical)
feedback segments when reflecting, at the expense of other feedback types. As
noted in the findings (p.243) each of these students addressed just one corrective
feedback segment whilst student I was the only one to address a suggestive
feedback segment (p.245). Therefore, it is possible that students A and K found
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the content of corrective and suggestive feedback to be beyond their current level
of knowledge and understanding, perhaps suggesting that they may not be
developmentally ready to reflect at a higher level (Griffin, 2003 and Hockly, 2000).
Another reason worth considering is that each student may not have agreed with
some of the reviewer’s feedback and thus became defensive and resisted the
suggested changes (Cosh, 1998).
It is important to highlight that when acting as reviewers, each of these students
provided a high number of low-quality (general and non-corrective) feedback
segments (see fig.23, p.241). Scheeler et al (2004) note that it is best to avoid
general feedback since it lacks specificity and is therefore often very vague,
providing little benefit for the reviewee, a view supported by Stevens & Lowing
(2008). Scheeler et al (2004) also pointed out that non-corrective feedback can
be of little help to reviewees, since it does not offer ways to improve the identified
issue. It is possible that when acting as a reviewer these students did not possess
the required subject knowledge that permitted them to critique their peers’
practice and thus provide more corrective and suggestive feedback. Copland
(2010) points out that many beginning teachers do not possess the required skills
to accurately observe the teaching of others, consequently resulting in the
delivery of low-quality and sometimes inappropriate feedback. Jryhmma (2001)
agrees, emphasizing that it can be very difficult for beginning teachers to ask the
right questions to their peers, since they lack expert knowledge and are more
concerned with subject delivery rather than the pupils’ learning. It is also possible
that they did possess the necessary subject knowledge that allowed them to form
corrective and suggestive feedback, but they found the process of observing and
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giving feedback to their peers to be an uncomfortable experience (Jones and
Gallen, 2016).
As noted in the findings on p.249, students I and K engaged in video-assisted
reflection. For both students, these reflections were the most reflective, with both
producing some pedagogical reflective segments, something they did not
manage to do in any of their other assessed reflections. It must be noted that the
video-assisted reflections were completed during the last three weeks of SE2,
therefore, it is possible that the improved reflections were a result of their natural
reflective development. However, their week 12 reflections for SE2 were
assessed as surface level and did not contain any pedagogical segments. It is
possible that the benefits associated with watching the video and the discussion
with their mentor helped them to reflect more deeply. Yerrick et al (2005) note
that being able to replay the video numerous times allows those observing to
reflect on issues that they are likely not to have noticed when reflecting from
memory alone, a view supported by Rhine and Byrant (2007) who found that
video-assisted reflection helped individuals to progress their reflective abilities. It
is also worth considering that the feedback from their mentors could have been
of high quality and this helped them to reflect more deeply. Harford et al (2010)
believe that if individual teachers are to maximise the benefits from video-assisted
reflection, then they will watch the video alongside a mentor or peer who will help
to shape and develop the individual’s reflective thoughts. The dialogic nature of
video assisted reflection is a key feature of CST. However, there are those who
report that because teachers can replay the video as often as they require, they
do not need a mentor or colleague to be present for feedback purposes (Tripp,
2009, Brouwer, 2011).
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The findings on classroom observations (see fig.25, p.256-57) would seem to
indicate that each of these students made little use of their reflection. Whilst two
of them had noted the points in their lesson plan, none of the students appeared
to be implementing the action points during the lesson. It is possible that each
student intended to implement the action points and perhaps thought they were
doing so. It may also be that their lessons created a different pathway than what
they had intended in their lesson plan and this resulted in amendments that
impacted the implementation of the key action points. It is also possible that each
of these students completed the reflective tasks purely out of compliance (Senge,
1992) and were not focused or concerned about bringing the key action points
forward into their planning and teaching. These students appear to have
implemented the first three stages of ELT but failed to implement the fourth and
final stage of active experimentation.
These findings would suggest that for the ‘defenders’, weekly reflections had
minimal impact upon their teaching and pupil learning. Allen et al (2018) argue
that reflection should allow student teachers and teachers to ‘form plans with
specific steps and purposes for future action’ that should lead to ‘purposeful
action…learning and change’ (p.82). These students had developed a plan for
future action, but the plans did not translate to meaningful action. Therefore,
based on the classroom observations, these students were not using their
reflections to inform future teaching and learning, deeming their reflections as
having no impact. Considering that these findings were based on one
observation, it cannot be claimed that these students consistently failed to make
effective use of their weekly reflections. It is also possible that these students
required more help in making use of the key action points emerging from their
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weekly reflections and that the researcher needs to provide more advice and
guidance in this area.
Each of these students made some improvement with their reflective skills in that
they progressed from pre-reflective work to producing surface level reflections.
This finding will help to inform the conclusions to research question one. For
students I and K, their engagement with video-assisted reflection was the most
effective approach they used, followed by peer review. They both benefitted from
collaborating with peers and teacher mentors, findings that will contribute to the
conclusions on research question two. Student I reflected to a higher level on his
area of expertise showing that the greater subject knowledge allowed him to
reflect more deeply on the issues, whilst student A’s expert knowledge also
appeared to help her reflect to a slightly higher level. These findings will help
shape responses to research question three. Whilst two students made use of
their reflections to inform future planning, none of these students appear to have
used their weekly reflections to inform future teaching practice, findings which will
inform conclusions to research question four. The next section will discuss the
second specific group, the ‘surfers’.
5.1.2

Group 2 - The ‘surfers’

Five students, B,C,E,F & J were categorised as belonging to this group based on
the judgement that the majority of their assessed weekly reflections were surface
level. They were given the name ‘surfers’ since their reflections failed to explore
issues in depth, meaning that they remained on the surface. Figure 18 (p.201)
shows that student J had 4 surface level reflections whilst the other four students
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produced between 6-7 surface level reflections each. Each student progressed
from pre-reflective reflection to surface level very early in SE1. The surface level
reflections were characterised by a focus on catering for differentiation with an
acknowledgement of areas of their practice that required improvement. It would
seem that these students recognised very early in their teaching practice that they
needed to take responsibility for their own actions and that blaming pupils was
not effective reflection. Many of the solutions identified were short-term, where
students relied on their limited experience and did not make links between theory
and practice. It is possible that these students made the quick transition from prereflective work to surface level reflection based on having built up teaching
experience across 5-6 weeks, meaning that these accumulated experiences
were enough to progress their reflective skills (Griffin, 2003). It is also possible
that each student received high quality feedback and support from their teacher
mentor and that this helped to progress their reflective skills, since the provision
of quality feedback to facilitate post lesson discussion and reflection is crucial
(Bolton, 2010; McFlynn, 2019).
Across the 30 surface level reflections belonging to these students, only students
B and E managed to produce a small number of pedagogical segments. Larrivee
(2008) argues that it is very difficult for pre-service teachers to move beyond this
level of reflection. In these reflections, the students focused on a number of
common issues. All five students, in at least one of their reflections, reflected on
the need to increase pupils’ activity levels. Each of these reflective segments
acknowledged that increasing pupils’ activity levels would be a focus in their
future lessons. It is important to emphasise, however, that none of these reflective
segments made any reference to an increase in pupil learning as a result of

297

increasing pupils’ activity levels. Therefore, it would appear that these students
see high levels of physical activity as a barometer by which to measure the
effectiveness of a PE lesson, indicating that the students’ underlying values and
assumptions were influencing the content of their reflections. Dymoke and
Harrison (2008) point out that it is only when they start to question their underlying
beliefs and assumptions that authentic reflection can begin. Failure to analyse
these underlying values and assumptions appears to be common amongst many
beginning teachers, often resulting in poor quality reflections (Roberts, 1998).
These students’ reflections were clearly underpinned by ELT and not CST.
Similar to the ‘defenders’, another common area reflected upon was the need to
improve their demonstration skills, with all five students reflecting on this aspect
in at least two of their reflections. A common feature of these reflective segments
was the assumption that an improved demonstration would lead to improved pupil
performance. The students did not offer alternative approaches as they did not
seem to consider that their demonstrations would not lead to improvement. These
students were not ready to question or analyse their teaching and its impact on
pupil learning (Welsch & Devlin, 2007). Only one of these students emphasised
the importance of an accurate demonstration, whereas the others simply
assumed that it would be accurate. It is possible that their initial demonstrations
were not clear, meaning that particular pupils did not fully grasp the complexities
of the movement or that the pupils required an opportunity to explore the skill in
more depth by engaging in different practices. It is also likely that these students
relied on their past experience of using the same demonstration and did not have
the skills required to assess their own performance (Too, 2013).
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The third common feature identified in these reflections was the numerous
references to improving their approaches to differentiation, with the majority of
reflective segments failing to identify particular differentiation strategies. It is
possible that these students have been able to recognise that particular pupils
were not working at the correct level of challenge and quickly ascertained the
need to improve differentiation. However, the lack of examples and specificity in
their reflections may possibly indicate that they were lacking confidence in this
area. It is important to note that when the students recognised that particular
pupils were struggling with the set tasks, improving differentiation seemed an
obvious answer for many of them. However, the students did not consider that
there were perhaps other factors impacting pupil progress. It would seem that
these students were demonstrating a limited understanding (Mezirow, 1983)
where they were unable to consider different perspectives (Ross, 1989),
indicating

that their

engagement

with stage three of ELT (abstract

conceptualisation) was limited.
As noted in figure 18 (p.201), each of these students made some improvement
in their weekly reflections with students B and E moving from pre-reflective to
surface level. Students C, F and J displayed evidence of progressing to surface
level and regressing to pre-reflective level although, students C and F mainly
reflected at surface level. Brookfield (1994) regards such instances of
‘incremental fluctuation’ and occasional regression as being normal when
developing reflective skills, meaning that progression is often not linear.
Therefore, it could be argued that these students were developing their reflective
skills and thus progressing at a slow pace. Similar to students I and K (defenders),
student J’s admission to copying and pasting means that some of her reflections
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were unauthentic and perhaps with increased effort she could have made more
progress. These students were unable to reflect beyond surface level in their
weekly reflections, which as noted above, appears to be very common for many
pre-service teachers. Therefore, it may be the case that it is going to take more
time for these students to move from surface to pedagogical levels of reflection
(Griffin, 2003). It must also be noted that reflective development is not necessarily
guaranteed when students enter full-time teaching positions. These students
could remain at this level unless they begin to teach in a school environment
where a culture of reflective practice is encouraged and fostered. Capel (2007)
argues that many practising physical education teachers see the practice of
teaching as being ‘more important than theorizing’ and thus many beginning
teachers accept that the theoretical concepts and alternative approaches to
pedagogy that are delivered in university taught sessions are ‘necessary to
qualify as a teacher, but not relevant to them…later as a teacher’ (p.500).
Zeichner and Liston (1996) point out that this perspective can also be influenced
by ‘traditional teacher educators’ who believe that ‘teachers practice but do not
theorize’ (p.38). This view is shared by Clarke and McFlynn (2019) who refer to
such teacher educators as ‘proto professionals’, preferring to ‘focus on the
practicalities of survival in the classroom… focus on training rather than
education’ (p.6).
As noted in figure 19 (p.225-26), two of these students (E, F) appeared to reflect
marginally more deeply on their area of expertise, whilst the other three students
did not manage to reflect more deeply. For those who reflected more deeply, it is
possible that they have developed a better understanding of their area of
expertise than those who did not manage to reflect more deeply. It could also be
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argued that those who did not reflect more deeply, perhaps take their knowledge
and understanding of this area for granted and may not question their practice to
the same extent (Penney & Evans, 2005). For those who did manage to reflect
more deeply, it is possible that they were able to use their extensive knowledge
and understanding to make sense of what happened in the lesson and identify
areas for improvement. Thus, they understood the importance of using their
knowledge to reflect, demonstrating how Kolb’s (1984) ELT was underpinning
their approach.
The level of reflection achieved by students B, E, F & J for the process of peer
review was similar to the dominant level (surface) of reflection achieved via their
online assessed weekly reflections. Student C was the only one of these students
who produced a deeper reflection as her reflection was categorised as
pedagogical. This was the only reflection where student C produced pedagogical
segments and it is important to highlight that she reflected on a cricket lesson
which for her would be considered an area of non-expertise. It is possible that the
timing of peer review (mid- May) meant that student C was beginning to reflect at
a pedagogical level, although her week 12 reflection was assessed as being
surface level. As figure 23 (p.241) shows, the quality of feedback student C
received was considered to be of low quality with her reviewer delivering 9
positive, 3 non-corrective and 4 general feedback segments. Student C’s ability
to reflect pedagogically on a non-corrective segment demonstrates her capacity
to reflect deeply on low quality feedback. She also received the lowest number of
high-quality feedback segments (3 corrective, 0 suggestive and 0 specific) thus,
perhaps, indicating that the quality of feedback did not impact her reflection. Gun
(2011) argues that whilst providing feedback to teachers is ‘undeniably useful’ it
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is often insufficient in helping ‘teachers reach a level of reflection that will optimise
their professional development’ (p.127), a view echoed by Brandt (2008).
Students B and E, whilst producing surface level reflections, did produce a
number of pedagogical reflective segments in their reflection. It is important to
note that this was the only reflection where student B produced pedagogical
reflective segments, whilst for student E, this was one of three reflections where
she managed to produce pedagogical segments. It is possible that the highquality feedback (see fig.23, p.241) allowed these students to reflect on issues in
greater depth (Higgins et al 2002) or as noted above, completing peer review in
May meant that they had improved their reflective skills and were beginning to
display signs of moving from surface level to pedagogical level. It is important to
emphasise that both these students seem to prefer to reflect on high-quality
feedback (corrective, suggestive and specific segments) rather than low-quality
feedback (positive, non-corrective and general). It would appear, therefore, that
both these students recognised the higher quality feedback as being more useful
(Scheeler et al, 2004) and that they were willing to accept and consider the peer
feedback, thus demonstrating a sense of responsibility and open-mindedness
(Dewey, 1933; Farrell, 2014). Considering that they both opted to reflect on a high
number of suggestive feedback segments, it may also be the case that they both
understood the feedback they were given, perhaps indicating that they had
developed a deeper insight into their practice.
When acting as reviewers, students B and E did provide high-quality feedback,
although it is important to note that they preferred to provide positive feedback
(see fig.23, p.241). It is possible that the high number of positive comments were
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merited, considering that they were observing their peers towards the end of their
2nd teaching practice, only a number of days away from course completion, when
students would be expected to be teaching at a fairly high level. It may also be
the case that both students found it easier to provide positive feedback compared
to providing corrective, suggestive or specific feedback, in that it requires less
thinking on their part or they were reluctant to provide more corrective, suggestive
and specific feedback since they may have been ‘tentative about making negative
or constructive comments’ (Wilkins-Canter, 1997, p.236). It is also possible that
they delivered all the corrective and suggestive feedback segments that had
occurred to them. Non-corrective and general feedback were not used by Student
E, showing that her overall quality of feedback was higher than student B’s.
Student E clearly does not value low-quality feedback, indicating that she
recognises the importance of providing feedback that has the potential to
stimulate reflective thinking (Hattie and Timperley, 2007).
The peer review process did not appear to positively impact the reflective skills
of students F and J. Both failed to produce any pedagogical reflective segments
and their strong focus on positive feedback when reflecting resulted in low-level
(surface) reflections. Their inability to reflect deeply on feedback seems to
indicate that they willingly accepted the feedback without question and thus did
not see the need to reflect more deeply on the issues raised. Failing to reflect on
suggestive feedback segments could perhaps indicate that they did not
understand the content of the feedback and thus they avoided reflecting on these
areas. It may also be possible that they did not agree with the suggestive
feedback they received and thus dismissed it (Kulhavy, 1977, Greenwald, 1980).
When reviewing their respective lessons, both students were comfortable
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delivering positive feedback thus perhaps indicating a positive correlation
between their high focus on positive feedback as a reviewer and as a reviewee.
Considering that student J, relative to the other students, delivered a high number
of suggestive feedback segments, this would indicate that she was able to think
critically when reviewing the lesson and capable of providing high-level feedback,
also indicated by her low focus on delivering non-corrective and general
feedback. Student F delivered a high number of low-quality feedback segments
perhaps indicating that he lacked the subject knowledge that allowed him to
deliver higher quality feedback or he did possess the knowledge but opted to be
more supportive (Timperley, 2001) rather than ‘providing feedback that might be
perceived as critical’ (Shortland, 2010, p.296).
As noted in the findings chapter, students B, C and J did not engage with videoassisted reflection. It is clear that video-assisted reflection positively impacted the
reflective work of students E and F with both reflections being assessed as
pedagogical. For student F, this was one of only two reflections where he
produced any pedagogical reflective segments and for the overall reflection to be
assessed as pedagogical indicates the higher quality of this reflection. It is
possible that the video allowed both students the opportunity to be more objective
where they were able to analyse their pedagogical practice in greater depth
(Cummins et al, 2007). It is clear that both students benefitted from observing the
video alongside their teacher mentor. Both mentors were able to identify issues
in the video that their respective student had not noticed and in student E’s case
it would seem that the mentor delivered suggestive feedback that encouraged
her to reflect more deeply on the identified issues, thus demonstrating the
importance of an experienced perspective on the video (Dori and Herscovitz,
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2005). Video-assisted reflection, therefore, can be very beneficial in facilitating
students’ reflective practice. It would seem in both these cases that the mentors
were thorough in their observation of the video and provided quality feedback. It
is possible, therefore, that if these students had not observed the video alongside
their mentor, then the process would not have been as effective for facilitating
reflection. It would seem that the dialogue generated during this process allowed
these students to reflect beyond ELT towards aspects of CST. It is important to
note that mentors are likely to observe the video and provide feedback on aspects
of practice that they value and believe in (Capel, 2007), meaning that a beginning
teacher ‘accepts and implements… the customary strategies’ (Stroot and Ko,
2006, p.427) without questioning (Tsangaridou, 2006). Therefore, it may be the
case that these students were reflecting on aspects of their practice that the
mentor thought were important (Walkington, 2005) and it may well be that there
were other priorities that went unnoticed, aspects that if reflected upon could have
been more beneficial for the students.
Based on the evidence emerging from conducting lesson observations, these
students utilised their reflections much better than the ‘defenders’. Students, B,
E, F and J all made use of their reflection both in terms of informing their planning
and practice. It may well be that these students recognise and value the
importance of using their weekly reflections and they are able to see a link
between reflection and improving their practice. Finlay (2008) suggests that
developing this awareness between their reflections and practice is critical if
student teachers and teachers are to ‘gain new understandings’ that help to
‘improve future practice’ (p.1). It is also possible that since each of these students
was informed of the researcher’s planned observation that they were simply
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adhering to what was expected from them in order to satisfy course requirements
(Hobbs, 2007) and, therefore, it cannot be stated for certain that this was normal
practice for each student. Student C’s decision not to use her weekly reflection to
inform planning or practice is worth highlighting. It is possible that she simply did
not look back on her weekly reflection when planning her observation lesson or
she did refer to the reflection but identified different priorities. Other priorities
could have emerged over the course of the week as a result of reflecting on other
lessons and she thought it best to focus on these, perhaps indicating that she
recognised reflection as an ongoing process and not an isolated event (Farrell,
2012) where she needed to seek ‘recipes and answers’ (Klein, 2008, p. 112). As
a group, it would seem that these students adopted a more mature approach to
utilising their weekly reflections or it may be that their ability to reflect more deeply
than the ‘defenders’ means that they have acquired a deeper insight in to their
teaching, whereby they are beginning to monitor their thoughts and
understandings about their own teaching practice (Parsons and Stephenson,
2005, Boulton and Hramiak, 2012).
Each of these students marginally improved their reflective skills by moving from
pre-reflection to surface level. As previously noted, it is difficult for student
teachers to move beyond surface level reflection thus perhaps explaining why
none of these students moved to pedagogical level in their weekly reflections.
These findings will help inform the conclusions to research question one. Similar
to the defenders, the most effective approach to reflection was video-assisted
reflection, followed by peer review, since all students, apart from student J,
produced at least one reflection that was of a higher level than their weekly
reflections. Collaborative approaches to reflection are clearly more beneficial and
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this will be reflected in the conclusions to research question two. Two students
reflected more deeply on their areas of expertise whilst three did not, again
highlighting the individual differences that exist amongst the group, findings that
will be used to conclude on research question three. The majority (4) of these
students clearly used their weekly reflections to inform planning and subsequent
lesson delivery, whilst the decision of student C not to use her weekly reflection
highlights the different approaches made by individuals. The surfers are clearly
much more willing to make use of their weekly reflections compared to the
defenders. These findings will inform the final conclusions to research question
four. Similar to the ‘defenders’, these students reflected on common areas,
notably pupils’ physical activity levels, their demonstration skills and approaches
to differentiation which have been perhaps influenced by what they see as being
important or the central message of the PGCE PE course content. Having
reflected on this finding, the researcher realised that his underlying values and
beliefs as to what constitutes quality PE may have influenced the students’
thinking when forming reflections. The next section discusses the key issues
relating to the third group, the ‘divers’.
5.1.3

Group 3 – The ‘divers’

Students D, G and H comprise this group and as noted in figure 18 (p.201) they
were the only students to produce pedagogical weekly reflections. They have
been given the name ‘divers’ since they went beneath the surface, managing to
reflect more deeply on their practice. Student D produced four surface level
reflections and four pedagogical reflections, with three pedagogical reflections
occurring during SE2, showing that she made the transition from surface to
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pedagogical. Student H’s profile is very similar in that he also produced four
surface level reflections and four pedagogical reflections, with all pedagogical
reflections produced during SE2. Student G produced eight pedagogical
reflections, demonstrating that he began the course with the ability to reflect at a
high level and continued to reflect at this level but crucially he never progressed
to any form of critical reflection.
As noted in the findings, the surface level reflections from students D and H
contained some common themes. Both students consistently reflected on
improving pupil learning but with a focus on short-term improvement. They also
consistently referred to instances where they adapted the lesson whilst teaching,
suggesting that they were reflecting in-action (Schon, 1983), a sign that they were
developing a deeper insight into their teaching and pupil learning. Failure to
expand and analyse these reflection-in-action moments meant that students D
and H still reflected at surface level. It would have been interesting to know what
made them adapt and whether their thoughts about the issues were at a deeper
level.
Improving differentiation was a common theme for each student in that improving
approaches to differentiation was mentioned in three of student D’s surface level
reflections and mentioned in all four of student H’s surface level reflections. These
references to improving differentiation were linked to the first theme above,
improving pupil learning. It is important to note that both students when referring
to differentiation simply mentioned the need to make it better and like the ‘surfers’
above, they did not discuss any particular differentiation strategies. Whilst it is
recognised that effective differentiation is central to effective teaching and
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learning (Bajrami, 2013), these students continually made reference without
presenting an analysis or justification that addressing differentiation was
necessary. On occasion, both students appear to contradict themselves by
stating that changes were made to the lesson activities based on pupil needs,
using appropriate progressions and regressions, indicating that the activities
were pitched correctly to match ability levels. Considering that differentiation was
identified above as a common theme for the ‘surfers’, it is possible that due to a
constant importance being placed on planning effectively for differentiation by the
researcher in his role as PGCE PE tutor, the students may have included
‘improvement of differentiation’ as they thought it would impress the tutor. It is,
therefore, possible that the course content or indeed tutor beliefs and values were
influencing what students chose to reflect on (Mewborn and Stanulis, 2000,
Prater and Devereaux, 2009).
Both students also made reference to enhancing pupils’ physical activity levels
and the quality of their demonstrations, but these themes were not as prevalent
as they were amongst the ‘surfers’. They had a more definite and deliberate focus
on pupil learning compared with the ‘surfers’ and they were more inclined to think
about theory, and as a result, they moved their reflections towards a more
pedagogical focus. As noted in the findings, both students did produce some
pedagogical reflective segments in their surface level reflections. These
pedagogical segments were mainly focused on the use of particular teaching
strategies (linked to theory) where they were able to justify why they were
proposing such an approach. Even though their reflections were assessed as
surface level, they were beginning to move towards pedagogical level, thus
demonstrating progression in their reflective skills. Butler (1996) sees this
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progression as part of ‘the journey from novice to expert’ (p.279) with both
students beginning to understand the connections between theory and practice,
an understanding that can be difficult to achieve for pre-service teachers (OrlandBarak and Yinon, 2007). These students appear to have fulfilled the elements of
abstract conceptualisation (stage 3 of ELT).
Similar to some members of the ‘surfers’ group, students D and H improved their
reflective abilities and considering they produced three and four pedagogical
reflections respectively during SE2, they were beginning to consistently reflect at
this level. Exposure to more teaching and having the increased opportunity to
reflect on lessons meant that students D and H were building their experience
and thus they used this to good effect as the weeks progressed. As previously
noted, it is very difficult for student teachers to reach a critical level of reflection,
therefore, whilst student G has attained the highest and consistent level of
reflection, progression to a critical level of reflection is likely to take time since
reflecting at a critical level requires a depth of insight that many beginning
teachers do not have (Roberts, 1998, Griffin, 2003). It is possible that even with
continued effort, student G may never reach a critical level of reflection (Hockly,
2000, Hobbs, 2007).
Across the sixteen pedagogical reflections produced by students D, G and H,
common themes were identified that typified the focus and content of the
reflections. The first theme that was prevalent in every single pedagogical
reflection was that each student displayed the ability to openly critique their
practice in a non-defensive manner. The students showed a high-level of
confidence and security in that they recognised the need to be critical of their
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practice without blaming others, thus taking responsibility (Farrell, 2014). Whilst
students D and H progressed to a consistent level of pedagogical reflection during
SE2, showing an increased understanding of how to reflect (Shoffner, 2008),
student G began the course at this reflective level. It is possible that his prior
relevant experiences in a similar type role i.e. coaching, provided him with
opportunities to reach this level of reflection. It may also be the case that student
G possesses a natural ability to reflect at this higher level, thus demonstrating
again how students start their reflective journeys at different stages. It is also
possible that student G’s ability to reflect at this level is due to him possessing a
high level of intellect (Hockly, 2000).
The second consistent theme that permeated the majority of these reflections
was the students’ focus on long-term rather than short-term development (which
for students D and H was their focus when producing surface level reflections),
thus showing that these students had grasped the concept that reflection involves
much more than reflecting on isolated teaching episodes but that reflection should
be an ongoing career-long process that helps to promote learning and growth
(Iqbal et al, 2015; Weikel, 2019). Their focus and acceptance of reflection as
being a central aspect of their life as a teacher would indicate that they viewed
reflection in a somewhat positive light, where they understood the benefits to be
attained as well as a recognition that reflective practice requires commitment and
a sense of responsibility (Farrell, 2014). Their focus on long-term improvement of
practice highlights that they have developed a broader understanding of teaching
as a whole, recognising that effective reflection is not simply a matter of making
short-term changes to practice but that it involves a much more long-term view
where the reflections are produced within a more holistic view of teaching and
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pupil learning. Connected to this theme was the recognition by the ‘divers’ that
they needed to improve their subject knowledge by accessing relevant CPD
courses, thus demonstrating an awareness of their current deficiencies and a
willingness to ‘embark on a learning agenda that seeks to secure greater
knowledge and expertise’ (Brandt, 2008, p.17).
The third theme to emerge from these pedagogical reflections was the consistent
focus on making connections between their practice and relevant underlying
theory. These students had reached a level of reflection whereby they could see
links between what they were teaching and how they were teaching. Their critique
of particular teaching strategies and suggestions of alternative approaches
highlights that they were beginning to develop an understanding of pedagogy,
noticing the link between their practice, relevant theory and pupil learning.
Reaching this level of reflection during ITE study is very difficult for students and
for the majority, it is usually beyond their capabilities (Feiman-Nemser, 2001,
Orland-Barak and Yinon, 2007). It is important to emphasise that the students
were only beginning to make connections, meaning we cannot say for certain
whether their interpretations were correct or not. What is important, however, is
that they were beginning to make connections between theory and practice, an
important step in helping to develop their reflective skills (Nelson et al, 2016,
Gardner and Williamson, 2007), allowing them to shape their own interpretations
and judgements as to what they see as being important and effective as they
move their practice forward (Parra, Gutierrez and Aldana, 2015). These students
were demonstrating that they could make abstract conceptualisations (stage 3 of
ELT).
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As noted in figure 19 (p.225-6), none of these students reflected to a higher level
on their area of expertise. Similar to student G, student D reflected at a
pedagogical level, but this was in just one of her reflections and whilst the other
two (surface) contained pedagogical segments, it shows that she reflected to a
slightly lower level on her area of expertise. Student H also reflected at a slightly
lower level and as noted above, Student G maintained his pedagogical level but
was not able to reflect to a higher, critical level.
As noted in the findings for peer review on p.235, student H produced a surface
level reflection and students D and G produced pedagogical reflections. It is
important to highlight that student H’s reflection was produced during the 3rd last
week of the course when he appeared to have reached a consistent level of
pedagogical reflection, thus indicating that the peer review process did not allow
him to reach this level. However, he did produce pedagogical segments in this
reflection. Having received both high-quality and low-quality feedback, student H
chose to reflect on positive, corrective and suggestive feedback segments
showing that he valued the high-quality feedback (corrective and suggestive)
rather than the low-quality feedback (non-corrective and general) of which he did
not focus on. It is important to emphasise that the pedagogical reflective
segments were in response to both corrective and suggestive feedback
segments, indicating that consideration of these feedback segments helped
student H to reflect more deeply. Having received six positive segments but only
choosing to address one of these, demonstrates that student H prefers to focus
on constructive feedback that promotes improvement showing that he does not
see value in positive feedback for reflection purposes (Hattie and Timperley,
2007). As student H opted to address the two suggestive feedback segments he

313

received, it is possible that had he received more suggestive feedback, he may
have produced a higher number of pedagogical reflective segments that could
have resulted in the overall reflection being assessed as pedagogical. Therefore,
it is possible that the quality of feedback in this instance inhibited student H’s
reflective potential since he received a limited number of feedback segments that
encouraged him to extend his knowledge or correct his misconceptions
(Cornelius and Nagro, 2014). It is important to highlight that when acting as a
reviewer, student H provided both high-quality and low-quality feedback. Similar
to members of the ‘defenders’ and ‘surfers’ groups, he preferred to deliver
positive feedback, although this was only a relatively marginal preference and the
high number of corrective and suggestive feedback segments indicate that he
values these feedback types both when acting as a reviewer and a reviewee.
Whilst he did not reflect on non-corrective or general feedback as a reviewee, he
did provide both feedback types, albeit with low frequency. It is possible that when
providing non-corrective feedback and general feedback, student H was not able
to address the issues in sufficient depth, perhaps displaying a lack of subject
and/or pedagogical knowledge or his lack of experience in providing feedback
meant that he was prone to providing ineffective feedback (Jones and Gallen,
2016).
The process of peer review was effective for students D and G with both
producing a pedagogical reflection. Having both received a high number of
positive feedback segments (D, 9 and G, 10) their decision to reflect on just two
(D) and one (G) shows that similar to student H, they appear to regard this type
of feedback as being of little value. It is important to note that both students
reflected deeply and beyond the level of positive feedback indicating that they do
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not just accept the positive feedback without question but are prepared to critique
the content of the positive feedback with a view to identifying improvement. Hattie
and Timperley (2007) believe that positive feedback is generally not effective but
that it can be effective for the receiver when ‘there are perceived low rather than
high levels of threat to self-esteem’ (p.86) thus suggesting that both student D
and G regarded the peer review process as non-threatening. Both students were
also able to reflect more deeply on the corrective and suggestive segments,
displaying the ability to analyse the content and seek meaning, demonstrating
that they were adopting a positive approach to receiving feedback which has the
potential to create ‘valuable concepts of self-efficacy about learning, which in
turns leads to further learning’ (Hattie and Timperley, 2007, p.101), showing that
they understood the feedback. The decision of student G to avoid reflecting on
non-corrective and general feedback shows that he recognises these feedback
segments as failing to provide information that would stimulate thinking or any
form of engagement (Hounsell, 2007).
Similar to all students, student D and student G when acting as reviewers, had a
preference for providing positive feedback. It is possible that the high number of
positive comments were justified or it may be, as noted above, it was easier for
them to focus on positives rather than highlight critical points. Their low focus on
general and non-corrective feedback and higher focus on corrective and
suggestive feedback, indicates that like they did as reviewees, student D and
student H value high-quality feedback, feedback that has the potential to make
teachers reflect further (Rauch and Whittaker, 1999). Their approach to providing
feedback could also be an indication of the impact of the University feedback
workshops where it was emphasised to focus on positive, corrective, suggestive
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and specific feedback and to avoid the use of general and non-corrective
feedback. It is important to highlight that these students, along with most others,
did not provide specific feedback. It may be that because they are very new to
conducting this role that they did not have enough experience or confidence that
allowed them to provide this type of feedback.
As noted in the findings, student G did not engage in video-assisted reflection.
For both students D and H, it is clear that video had a very positive impact on
their reflection with both producing pedagogical reflections. In these reflections,
both students highlighted that as a result of observing the video they identified
aspects for improvement that they were not aware of prior to watching the video,
demonstrating how video can help teachers ‘identify gaps between their beliefs
about good teaching and their actual teaching practices’ (Tripp and Rich, 2012,
p.729). In addition to this, both students noted that the video simply allowed them
to notice particular aspects of the lesson which they had not remembered (Rich
and Hannafin, 2009). A common theme across both reflections was the focus on
differentiation and the need to improve their ability to stretch and challenge all
pupils and whilst it is possible that they were aware of this prior to watching the
video, it would seem that the video illuminated this aspect, allowing them to
perhaps consider their ‘reflections-in-action’, that is, what they were thinking at
the time. Mooney and Hickey (2017) argue that even though this consideration of
‘reflection-in-action’ occurs after the event, it is more effective than what ‘memoryrecall alone offers’ (p.234). Both students have also identified clear links between
their practice and relevant theory, thus showing that they have developed a depth
of insight into their practice where they are beginning to make connections
between theoretical concepts and their practice (Turunen and Tuovila, 2012).
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Another common area of focus for each student in their reflections was the need
to improve subject knowledge and the identification of needing appropriate CPD
in the particular areas. In both reflections there were examples of raw honesty
where they were comfortable highlighting deficiencies in their knowledge and
understanding, thus demonstrating a maturity and level of self-awareness that is
refreshing and indeed required to move their practice forward. Rich and Hannafin
(2009) found that by using video-assisted reflection, teachers can plan for future
teaching practices more effectively. It is clear that video-assisted reflection is a
necessary tool to enable student teachers to maximise their reflective potential.
In relation to lesson observations, all three students used their reflection to inform
lesson planning as well as demonstrating how they brought the planning forward
into a taught lesson. These students clearly regard their lesson reflections as
being of importance, not just compulsory tasks that need to be completed but
rather as informative tasks that benefit their teaching and pupil learning. Similar
to the ‘surfers’, these students have demonstrated an awareness of the
importance of reflection for action and a maturity in their thought process where
they appear to have made the connection between reflection informing future
practice (Orland-Barack and Yinon, 2007). It is also important to note that these
students may have been adhering to the course tutor’s emphasis on ensuring
that there is evidence of bringing the action points forward into the next lesson
and were therefore simply complying with course requirements.
Students D and H clearly improved their reflective skills whilst student G did not
improve his reflective skills, although across the entire PGCE course he managed
to be the most consistent when it came to producing high quality reflections.
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These findings will inform conclusions to research question one. Similar to the
defenders and surfers, the divers benefitted from engaging in video-assisted
reflection and peer review in that apart from student H’s peer reviewed reflection
(which was surface level), all other reflections using these approaches produced
pedagogical reflections. Whilst none of the reflections included critically reflective
comments, it has been noted above, that it is difficult for pre-service teachers to
reach this level. It is, therefore, clear that across all three groups, video-assisted
reflection and to a lesser extent, peer review, were more effective than the online
discussion forum. These findings will be addressed in the conclusion to research
question two. Whilst student G did not manage to reflect at a critical level on his
area of expertise, he reflected at the same high, pedagogical level. However, the
reflective work produced by D and H on their areas of expertise were at a slightly
lower level than their dominant (pedagogical) level, findings which help to shape
the response to research question three. Each student used their weekly
reflections to inform planning and to impact the nature of the subsequent lesson
delivery, an outcome that will inform conclusions to research question four. The
evidence presented in this section shows how students D and H reflected at
surface level before progressing to reflect at a pedagogical level on a consistent
basis and that student G reflected at pedagogical level across all his reflective
work.
Overall summary of individual reflections
The discussion above shows how PGCE PE students reflect differently on their
practice, with the majority (8) displaying low levels of reflection (pre-reflective and
surface level) and the minority (3) displaying higher levels of reflection
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(pedagogical). Ten students improved their reflective skills with student G being
the only one to make no improvement, although he consistently produced the
highest levels of reflection across both school placements. All students began
reflecting at different levels and progressed at different rates, highlighting the
individual nature of reflection, but crucially showing that pre-service PE teachers
can improve their reflective skills during PGCE study.
The students were categorised as either a defender, a surfer or a diver, with the
defenders’ reflections characterised by a focus on their teaching as opposed to
the divers and to a lesser extent, the surfers, who focused more on pupil learning.
The defenders often failed to accept responsibility when aspects of lessons were
ineffective, choosing to blame the pupils, whereas the surfers and the divers
accepted responsibility, recognising a link between their practice and pupil
learning. It is clear that for students I, K (defenders) and J (surfer), their reflective
progress has been impacted by low levels of motivation, causing them at times
to invest minimal effort and produce unauthentic reflections. These students on
occasions demonstrated a lack of open-mindedness and whole-heartedness
(Dewey, 1933; Farrell, 2014).
Video-assisted reflection appears to be the most effective approach, followed by
peer review. These students, therefore, respond positively to collaborative
approaches to reflection where exposure to the views of mentors and to a lesser
extent, their peers, helped to stimulate more effective reflective thinking.
Reflecting on their area of expertise produced improved reflections for four
students, with three students reflecting at their dominant level and three reflecting
lower than their dominant level. Nine students used their weekly reflection to
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inform either their planning and/or actual teaching practice with two students
failing to use the reflection in any tangible way, demonstrating that the majority of
these students recognised the importance of using their reflections to shape
future practice. There were differences in relation to the preferred mode of
recording reflections, with the ‘defenders’ (A, I, K) all opting to continue with
written reflections, whilst for the ‘surfers’, three (C, E, J) opted to continue with
written reflections and two (B, F) opted for audio recorded reflections. All three
‘divers’ (D, G, H) also preferred audio recorded reflections. Significantly, the
mode of recording did not have any impact on increasing or decreasing the quality
of reflections but having a choice did appear to positively impact certain students’
motivation levels. The discussion above shows that these students differed in the
level at which they began reflecting, the rate and levels of progress attained, their
ability to reflect on areas of expertise, their use of reflections to inform future
practice and their preferred mode of recording reflections. The following section
discusses the findings relating to common aspects of reflection that transcended
across all three groupings.

5.2

Different but similar

Whilst it is clear that there are differences in the levels at which individual PGCE
PE students reflect on their practice and differences in the topics/aspects they
wish to reflect on, across each group there are some commonalities in relation to
the areas they chose to reflect on. It was important to examine these areas in
order to gain an insight into the possible reasons why all group members focused
on them. The three most common areas that members belonging to all groups
chose for reflection were: 1. the quality of their demonstrations 2. the pupils’
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physical activity levels and 3. the quality of differentiation. Each of these themes
will be discussed below.
5.2.1

Demonstrations

It would seem that these students view high quality demonstrations as being a
significant

component

of

an

effective

lesson.

Whilst

some

students

acknowledged the need for them to perform a clearer demonstration, only two
students reflected on the notion that there could be a more effective way of
reinforcing the point without performing another demonstration. Bassett et al
(2019) regard demonstration skills as a basic teaching skill, one that beginning
teachers must develop in order to be effective and that it is normal to focus on
such basic aspects of practice prior to thinking about pupils’ learning.
It is important to note that when the students were reflecting on a games lesson
there appeared to be a similar structure to their reflections, with many
commenting on the warm-up, followed by drills/activities and ending with a
comment on the progression to small-sided games, showing that they were
adopting a very traditional teacher-centred approach to teaching games, where
pupils are ‘passive recipients of knowledge supplied by teachers’ (Wang and Ha,
2009, p.408). Considering that the students had been introduced to different
models of games teaching during university-based workshops, in particular the
use of Teaching Games for Understanding (TGfU), it is clear that the students
preferred or were more comfortable implementing a traditional games approach,
highlighting the influence that sport can have on physical education (Bowles and
O’Sullivan, 2020). It is likely that the students taught games in this way since this
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is how they were taught as pupils and exposure to this approach over a number
of years means that their belief as to how games should be taught is so engrained
that the university based teaching sessions on games failed to have any impact
on their practice (Capel, 2007). It is also possible that some of the students did
value the TGfU approach (Howarth, 2005) but taught games in the traditional way
since PE staff in their placement school expected games to be taught this way
(Butler and McCahan, 2005), or they found it difficult to implement TGfU since it
requires high levels of content knowledge and the ability to analyse pupils’
learning capabilities (Wang and Ha, 2009).
5.2.2

Pupils’ physical activity levels

The numerous reflections on pupils’ activity levels indicates that these students
view high levels of physical activity as a strong indicator of quality physical
education, a view shared by Biddle et al (1998) and McKenzie et al (2000). It
would seem that these students have been influenced by recent claims that
‘children are less active now than that they were at some (unusually specified)
point in the past’ (Kirk, 2004, p.186). It is also possible that the emphasis on
maximising pupils’ activity levels during university-based sessions has impacted
the high number of reflections on this aspect, thus perhaps indicating that tutor
values have helped to shape this focus or indeed it may well be that the
researcher has also been influenced by the ever-increasing calls for physical
education to positively contribute to children’s weekly physical activity levels (Coe
et al, 2006). The researcher did introduce the students to relevant practical and
theory regarding the importance of physical activity, emphasising that they must
always focus on pupils achieving quality movement and that high levels of

322

physical activity do not always mean high quality learning in physical education.
However, no student commented on the quality of the pupils’ movement but
rather there appears to be the assumption that any movement is better than no
movement.
The lack of focus on pupil learning when reflecting on pupils’ activity levels
indicates that these students may regard PE as a ‘practical subject with a focus
on doing gymnastics, sport or play’ where there is a ‘lesser emphasis on learning’
(Larson and Redelius, 2008, p.383, 384). Combined with the points raised above,
these students when reflecting on particular games activities may be drawing on
their sporting experiences where the structure of lessons, the focus on increasing
physical activity levels and a lack of focus on pupil learning could be interpreted
as mirroring a coaching session where the emphasis is on performance rather
than the wider holistic development of pupils (Sprake and Walker, 2015).
5.2.3

Differentiation

Differentiation was a common theme across each group and perhaps this is not
surprising since effective differentiation is central to effective teaching and
learning (Anderson, 2007). Basset et al (2019) believe that when beginning
teachers focus on differentiation they are beginning to move ‘from self-concerns
to class-concerns’ (p.175) which Leask and Moorhouse (2005) regard as moving
from the first phase of beginning teacher development to the second phase.
Considering that these PGCE students were reflecting on differentiation during
their first school placement, it would appear that they recognised the importance
of this teaching approach early in their studies.
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Due to its importance, differentiation was a core element of PGCE study for these
students and it is possible that the strong focus on this aspect has influenced the
students to either consciously or sub-consciously decide to focus on this aspect
of their practice. It is important to highlight the different levels of understanding
that exist amongst the group in relation to differentiated practice. As noted in the
findings, the defenders mainly stated that they needed to improve differentiation
without providing any indication as to how they might do this, therefore, they may
have been able to identify the problem but were ‘incapable of taking any action’
(Akbari, 2007, p.199). The surfers often displayed a deeper insight by highlighting
that activities required modification to either progress or regress pupils with some
examples as to how they might begin to address this issue. When discussing
differentiation, the divers were clearly making links between relevant theory and
practice by suggesting alternative teaching strategies that focused on matching
activities to suit the needs of all pupils, thus showing that these individuals were
moving towards ‘individual-concern’ which according to Leask and Moorhouse
(2005) is the third and final phase of a beginning teacher’s development. The
divers were clearly fulfilling all elements of ELT and beginning to move towards
incorporating elements of CST.
It is possible that each individual understands the concept of differentiation but
some are unable to apply it, thus failing to adapt their practice to suit pupil needs
due to a lack of knowledge relating to appropriate differentiation strategies
(Pham, 2012). It may also be the case that those who demonstrated a better
understanding of how to differentiate were exposed to good practice in their
placement schools by either observing PE staff or having received quality
feedback from PE staff that allowed them to improve their understanding and
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delivery of this concept, It must also be considered that those students who
reflected more deeply on differentiation issues were able to write about what they
did or might do in the future more effectively, because they had a better command
of written English, a view supported by Johns (2017, p.25) who stresses that
‘some practitioners find writing… easy whilst others struggle’. Therefore, it may
well be that for some, their proposed approaches to differentiation were more
difficult to implement than to write.
Regardless of the level at which these students began reflecting or indeed the
extent of progress they made during PGCE study, these students felt it was
important to reflect on the effectiveness of their demonstrations, their planning
and execution of differentiation and pupils’ physical activity levels. It would appear
that they regard their performance in these areas as a measure of how effective
they are as physical education teachers. It is possible that previous experience
of PE and sport influenced their thinking on what is important in a PE lesson or it
may be possible that the course content of PGCE and the value systems of their
course tutor(s) influenced their thought process on these areas. Due to the small
sample number, it is difficult to make any claims beyond this study but it highlights
that these PE students value common areas of practice and that these values
and beliefs are perhaps dictating the direction and focus of their reflective work.
These findings will be used to inform the conclusions to research question one.
This is certainly an area that is worthy of further investigation and will be
discussed in the conclusion and recommendations chapter (6).
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Having discussed the differences and similarities of the group in relation to their
reflective work, the researcher has captured these in a visual representation (see
Figure 27 below).
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Figure 27 - Reflective differences and similarities
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Commentary on Figure 27
Figure 27 above provides a visual representation of the key differences and
similarities amongst the group. Section a outlines the features of reflection that
are unique to the ‘defenders’. These students regularly defended their teaching
practices, failing to take responsibility for lesson outcomes and thus attributed
blame to pupils. Section c identifies the reflective features of the ‘surfers’, who
unlike the defenders, accepted responsibility for their actions and were aware of
the need to change their teaching, although proposed adaptations were shortterm focused. A key difference, therefore, between the defenders and the surfers
was that the surfers had a focus on pupil learning, whereas on most occasions,
the defenders failed to focus on pupils’ learning. Section d outlines the unique
features of the ‘divers’, who like the surfers, demonstrated an ability to focus on
pupil learning but their focus was on the learning of all pupils. Their awareness of
the need to reflect on theory and practice whilst adopting a long-term view of their
development, meant that these students were able to reflect more deeply than
the surfers. It is important to note that the key features of the surfers were also
shared by the divers, demonstrating that progression is not always linear.
Section b captures the main areas that students from all groups reflected on,
demonstrating that as a group they felt it important to reflect on their
demonstration skills, employment of differentiation and pupils’ physical activity
levels. Whilst each group reflected on these areas in different ways, it is a
significant finding, showing that regardless of an individual’s reflective ability,
each of these students share the same views as to what is of value in a PE lesson.
Therefore, if pre-service PE teachers are inclined to reflect on these areas, then
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it is important to provide appropriate support that allows them to maximise their
learning when reflecting on such aspects. Based on this finding, the researcher
has produced the PE Reflective Wheel (see figure 28 below).
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Figure 28 - PE Reflective Wheel
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PE Reflective Wheel commentary
It was important that the PE Reflective Wheel was appropriate for the needs of
pre-service PE teachers and thus reflective of the findings. As noted in the
findings, the majority of these students reflected at a low level (pre-reflective
and surface), reflections underpinned by elements of ELT, therefore, it was
important that the questions for each of the seven areas allows future preservice PE teachers to reflect on aspects of their practice that aligns with their
stage of development. It has been noted above that the three main common
areas of reflection across the groups were demonstrations, differentiation and
physical activity levels. The findings chapter (4) also identifies that these
students regularly reflected on the lesson warm-up, the particular activities
within the lesson, the lesson plenary/ending and for some of the surfers and
indeed all of the divers, assessment. Therefore, this reflective wheel can be
used to support pre-service PE teachers to reflect on these areas. Central to
supporting reflection on these key aspects, is the inclusion of specific questions,
designed to encourage pre-service PE teachers to reflect more deeply on their
practice. The decision to use questions emerged as a result of the findings on
p.245-6 and the discussion above (p.303-4), where the use of suggestive
feedback in the form of posing questions, allowed some students to reflect more
deeply on their peer reviewed and video-recorded lessons. The majority of the
questions focus on issues relating to teaching, with a small number focused on
pupils’ learning. The researcher is aware that critics are likely to emphasise that
including questions that focus directly on teaching encourages low level
reflections, preventing individuals from reflecting at a deeper level. However,
this study shows that pre-service PE teachers are likely to reflect on their

331

teaching before they begin to consider the impact of their practice on pupil
learning. Therefore, the questions will allow pre-service PE teachers to reflect
on their teaching but the inclusion of a number of questions which focus on
pupil learning demonstrates that the PE Reflective Wheel is both progressive
and differentiated.
In acknowledging that this resource will support pre-service PE teachers in the
early stages of their reflective development, it is the researcher’s intention to build
upon this by creating a 2nd PE Reflective Wheel. The precise content and focus
of this 2nd wheel will be influenced by ongoing evaluation and research relating to
the PE Reflective Wheel but it is anticipated that the 2nd wheel will allow students
to reflect more deeply on the impact of their practice on pupil learning. This should
involve theory/practice links and include elements that help students progress
beyond the elements of ELT towards elements of CST, where the questions will
encourage individuals to reflect on the impact of their underlying beliefs, values
and assumptions and involve a collaborative element in the form of teacher
mentor assisted reflection.
The decision to call this a reflective wheel, as opposed to a reflective cycle, is
based on the premise that rather than having to reflect on areas in a chronological
cyclical fashion, students have the freedom to reflect on these aspects in
whatever order they feel is best. Therefore, each student would be given a
laminated copy, which can be rotated (like a wheel) to the particular area and
associated questions they wish to reflect on. The researcher regards this PE
Reflective Wheel as a contribution to knowledge in the area of PETE since it is
the first of its kind. Whilst Tsangaridou and O’Sullivan (1994) created the RFTPE,
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it does not provide specific practical support for pre-service PE teachers when
reflecting. Therefore, the PE Reflective Wheel is the only available PE specific
resource that can be used to support and develop pre-service PE teachers’
reflective skills.
The next sub-section discusses the findings relating to formal and informal
approaches to reflection.

5.3

Formal v informal reflection

One of the key themes to emerge from the end of PGCE focus group interviews
was the students’ views on the benefits of the online weekly discussion forum
compared with their own subject WhatsApp group. The online discussion forum
was organised on the basis that by sharing their reflections with each other, the
students would benefit from reading each other’s and that this would generate
deeper discussions and ‘insights about practice that may not emerge’ (McGarr et
al, 2019, p.246) when individuals rely fully on their own personal reflections.
Engagement in this forum appears to have produced different benefits for the
students. In terms of how engagement in this forum benefitted the students’
learning, there was an acknowledgment that sharing ideas and offering advice
was beneficial but no meaningful comments were provided in relation to helping
them reflect deeper or allowing them to analyse their practice more effectively.
The forum was used by some students as a way of reassuring themselves that
they were making satisfactory progress since their peers were experiencing the
same issues and difficulties that they were, which supports the work of Clarke
(2009) who reported that the PGCE students in her study found that the peer
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network was a great source of support for many who found themselves in ‘the
same boat’. Therefore, this reassurance ensured that confidence levels remained
intact, allowing students to feel secure and content with how they were
progressing. This shows that for some students, feelings of doubt and insecurity
are common when beginning to teach (Findon and Johnston-Wilder, 2019) and
that rather than using the discussion forum as a means of engaging in reflective
dialogue about their practice and pupil learning, maintaining their confidence and
belief in themselves as a beginning teacher was a bigger priority.
It would seem that discussion in this forum was a positive experience for the
students in that they had created a respectful community where they felt at ease
when sharing and offering advice. Parsons and Stephenson (2005) believe that
such communities should create a non-judgmental environment where students
begin to experiment and take risks with their teaching. It would seem that these
students were comfortable discussing issues with each other but references in
the findings (p.268) to students seeing the forum as being formal and a place
where the tutor was analysing their comments perhaps restricted the students
from reaching the levels that Parsons and Stephenson are referring to. It is clear
that these students viewed the discussion forum as a space where they gained
emotional and moral support, helping to reduce feelings of isolation which can
sometimes be experienced when on teaching practice (Rhine & Byrant, 2007;
Thompson et al, 2018), but did not recognise it as a space where they could learn
or enhance their reflective skills and thus their teaching and learning practices.
Due to their inexperience and the fact that they were, perhaps, more focused on
surviving the day-to-day challenges of teaching practice (Capel, 2007), these
students engaged with the discussion forum in a way that met their immediate
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needs, failing to use it for the purposes of enhancing their reflection skills.
Perhaps expecting students to utilise the discussion forum to improve their
reflective skills is unrealistic and that having it for the purpose of keeping in touch
during school experience as a means of providing daily and weekly emotional
support is necessary and indeed sufficient. McGarr et al (2019) in their study of
collaborative peer review involving 52 student teachers, whilst finding that the
majority of students did not reflect any deeper on their practice, argue that sharing
‘…perspectives and opinions is an important professional exercise and one that
in time can lead to deeper insights’ (p.258).
The findings on p.277 show that some of these induction teachers see value in
continuing with such a forum when starting their teaching career. Student D’s
description of how this might work shows that she sees it as being focused on
improving practice through professional dialogue, therefore, it is possible that as
they become more experienced, individuals may move from using it as a source
of emotional and practical support (during PGCE) to focusing on teaching and
learning issues (induction year and beyond), a view supported by Lawrence
(2019, p.211) who states that ‘the ability to reflect evolves over time, based on
experiences and understanding of the reflective process’. It would seem that if
they were to now use this online discussion forum, they would be utilising it as a
means of improving their practice and pupil learning, whereas as PGCE students,
they did not have this same focus.
The theme of support was highlighted again when students began discussing the
benefits of their subject WhatsApp group, of which the course tutor was not a
member. The students’ preference for the WhatsApp group rather than the
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discussion forum is significant in that they saw their informal discussions on this
group as being of more benefit, which again supports the work of Clarke (2009)
whose students preferred to engage with informal discussions about their
practice rather than use the formal VLE discussion platform. It would seem that
the majority of issues discussed in this group related to practical issues pertaining
to classroom management and organisational aspects, with very little focus on
pupils’ learning. For many pre-service teachers, these are the issues that create
challenges and it is no surprise that they tend to focus on these technical aspects
(Tsangaridou and O’Sullivan, 1994). Therefore, if dealing with such problems, it
is possible that some of these students were not ready to reflect on issues relating
to their teaching and pupil learning. The identification of the WhatsApp group as
a ‘safe net’ where the tutor could not read comments is important. It is, therefore,
possible that the students only engaged with the discussion forum since it was a
course requirement, perhaps meaning that they were not always entirely honest
in their reflections, possibly writing what they feel the tutor wanted to read
(Cameron and Mitchell, 1993; Taylor, 2006). Seeing the WhatsApp group as a
safe place to discuss issues supports the findings of Lamb (2011) whose students
stated that their peer review process created a safe space for them to consider
their practice.
The students also preferred the WhatsApp group on the basis that their
comments received quick responses, since they were accessing it regularly
throughout the day. The informal daily chats appear to have been a source of
constant support, albeit they were more of an emotional nature, whereas the
discussion forum had to be accessed through the students’ iPads and the more
formal nature of their reflections and comments meant that students did not see
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this forum as a means of meeting their daily practical needs (Orland-Barack and
Yinon, 2007). The WhatsApp group proved to be more convenient for the
students and being able to reply quickly and in a less formal/pedagogical manner
was less time-consuming. Similar to the points raised above, whilst the students
appear to have benefitted from their interactions in the WhatsApp group, there
did not appear to be any focused discussions on teaching and learning issues,
but rather informal conversations that were either not connected to their teaching
practice or which focused on organisational and management aspects of their
practice. Therefore, the students’ comparison of the discussion forum and the
WhatsApp group did not appear to be focused on which one helped them reflect
better, but which one was more convenient, more accessible, less formal and
more personally rewarding. Whilst the students could see some benefits from
engaging in the discussion forum, they all preferred the informal WhatsApp group
chat. The overwhelming preference for this informal support is significant for two
reasons. Firstly, it indicates that the formal and structured approach to reflection
is not particularly motivating for students and secondly, they do not seem to
recognise that their discussions on the group WhatsApp could not be classed as
reflection or it may be that they are aware but simply prefer to discuss issues at
a low level where the need for daily moral and emotional support is more of a
priority (Murray-Harvey et al, 2000) than attempting to reflect on their teaching.
These students clearly value informal approaches to reflection where they can
engage and discuss with peers in an unstructured way. The students’ preference
for engaging with peers via the group WhatsApp chat highlights that they are
content to discuss issues with their peers, and in doing so, seek and provide
advice. Whilst the content of the group chat was predominantly focused on
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management and organisational issues rather than a focus on pupil learning, it is
still encouraging that the students recognise the importance of collaborating and
discussing their practice with others, an approach supported by Yost et al (2000)
and Danielowich (2012). It would seem that they not only valued the immediacy
of responses to any queries they had about their practice, but they valued the
moral and emotional support from peers. This regular daily communication
amongst the group seems to have provided a strong source of support for each
individual during what was for some, a challenging time. The students managed
to create a forum where everyone felt comfortable sharing their views. However,
it seems the students did not utilise the forum in a way that helped to develop
their reflective skills, but rather for many of the group, the posting of their weekly
reflection was simply a course requirement that had to be completed. These
findings will be used to inform the answer to research questions two and four.
The students, whilst recognising the benefits to be accrued from discussing their
practice with PE staff during PGCE study, would seem to place more value on
this approach as a practising teacher. As induction teachers, these daily
discussions about their practice were more focused on pupil learning compared
to when they were PGCE students. These findings will help to inform the
response to research questions two and five. The issue of reflective work being
time-consuming is another emerging theme and is discussed in the next section.

5.4

Time

For these busy PGCE students, reflective work was time consuming (Quinn,
2000), something that they viewed quite negatively. Failing to devote the required
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time resulted in the production of some unauthentic reflections, where certain
students completed it for the sake of it rather than completing it to the best of their
ability. Therefore, such reflections are not a true reflection of the students’
thinking which may render the work as being unreflective (Woodward, 1998).
Saving time appears to have been one of the significant factors for students in
their preference for audio recorded reflections over written reflections. It is
important to note that in considering this question, only a minority of the students
focused on which approach they thought was the most beneficial for developing
their reflective skills, meaning this point appears to have been lost on the others,
with many focused on which approach was more convenient. For some students,
audio reflections were preferred on the basis that it was easier to speak their
reflection compared to writing it down, perhaps indicating that these reflections
were more honest and authentic. The students were perhaps able to speak freely,
in a natural way whereas when writing they tend to become focused on ensuring
that spelling, punctuation and grammar are at a high level. Their focus on these
aspects perhaps takes over and thus inhibits their reflective work in a way where
they cannot express their thoughts. Thus, for these students they had found a
way of capturing their reflective thoughts that suited them as an individual
educator (Pellegrino and Gerber, 2012). For the six students who preferred
written over audio, most considered the question more deeply in that they thought
about which approach made them think more effectively. These students adopted
a forward-thinking stance where their preferred approach was influenced by how
useful it was likely to be when they began their teaching careers. The students’
reference to the importance of being able to refer/return to their written reflections
perhaps indicates that these students do not view reflection as an isolated event
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but rather they regard it as a constant and ongoing process (Farrell, 2012) where
they value the importance of referring back to reflections in order to help with their
planning and subsequent teaching practices. It is interesting to note that students
C and I both advocated for written on the basis of being able to come back and
amend their reflections (p.272) but fig.25 (p.257) shows that both students did not
use their weekly reflection to inform their planning or teaching. It is possible that
both students made use of all other weekly reflections apart from the one which
related to the classroom observation data. Interestingly, the other four students
who preferred written reflections all used their weekly reflection to inform planning
but only two used it to inform their teaching.
The use of brief written reflective notes during induction year emphasises that
these individuals see value in recording their reflective thoughts, showing that
they have continued to reflect beyond the University setting, which according to
Farrell (2014), can be difficult. However, such written recordings were unlikely to
contain deep reflective thoughts considering the extremely brief nature of such
recordings and indeed the lack of time that these individuals had for such a
process. Their reference to the ‘real world’ indicates that they view PGCE schoolbased experience as unrealistic. Therefore, it may well be that the design of
reflective work for students during PGCE needs to be more appropriately tailored
to prepare students for the proper school setting, thus demonstrating the need to
assist students in their reflective development (Clara et al, 2019). This may mean
a reduction in the amount and length of reflective work so that when they progress
towards their induction year, individuals experience a more realistic transition with
their reflective practice. Considering that these individuals found reflection to be
easier during induction year, it may well be that due to their increased experience
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as teachers they were able to reflect more effectively (Lawrence, 2019) and were
thus able to record the key reflective thoughts in a few lines, whereas when as
PGCE students they did not have the same insight and were unable to produce
reflections that were as tightly focused. Thus, it is possible that these written
notes did contain quality reflective thoughts since they now knew what to reflect
on.
Out of the three students who cited that their reflections were repetitive, two
appeared to view this issue as a problem with the reflective process whereas the
other student (E) saw this as a weakness in her reflective ability, perhaps
indicating that this student was becoming more self-aware. It is important to note
that we cannot claim that student E is self-aware in the way that Fook and
Gardner (2007) and Rennie (2009) view self-awareness, where individuals are
aware of their personal position in the wider context of the situations, they find
themselves in. Rather, student E would appear to be aware of her own
inadequacies in relation to reflection. It is worth highlighting that whilst there were
minimal differences in the quality of their assessed weekly reflections, student E’s
were of the highest quality and indeed she was the only one out of these three
who produced some pedagogical reflective segments, thus indicating her ability
to think more deeply and thus perhaps explaining why she was able to view the
repetitiveness of her reflections as being her responsibility. For those students
who copied and pasted their reflections, it was clear that saving time was a factor
in their decision to do this. The honesty of these students in admitting to this
practice, whilst a little disheartening, is somewhat refreshing in that it highlights
that completing weekly reflections may not be effective for particular students,
since they do not value them (Taylor, 2006).

341

For these students, it is clear that time is a significant issue in relation to reflection.
For some, completing reflections in less time is more important and beneficial
than pursuing an approach that may develop their reflective skills. For these
students it may be that the value of reflection has not yet been realised or indeed
may never be realised (Hobbs, 2007, McFlynn, 2019). For a minority of students,
time did not seem to be an issue where they appeared to value their reflective
work with a recognition that it would be a part of their future teaching careers. The
majority of those who preferred to audio-record their reflections seemed to base
this choice purely on it being more convenient, but there were those who stated
that the audio-recordings felt less formal, therefore, it cannot be said that they did
not value their reflective work but rather they had found an approach that suited
them as an individual (Boud, 2010). Finding an approach that students prefer can
have a lasting impact on students’ motivation towards reflective work (Finlay,
2008) simply because they have a choice and thus do not feel forced into one
way of doing it (Shoffner, 2008).
Whilst some students noted it was easier to speak their reflection than write it,
the main attraction to using audio-recorded reflections was that they could be
completed much quicker than a written reflection. For these five students, audiorecorded reflections were a break from the process of ensuring all written work
was accurate in terms of spelling, punctuation and grammar. When assessing
why they preferred audio over written reflections, all reasons related to it being a
more convenient process meaning that none of these students considered how it
helped them to reflect more effectively. These findings will be used to inform the
conclusions to research question two.
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As induction teachers, each individual used brief written notes as a means of
recording their reflective thoughts, with teacher F also using audio-recorded
reflections, showing that teachers will have preferred modes of recording their
reflective thoughts. It is clear that there is a discrepancy between the amount of
writing that PGCE students complete for reflective tasks compared to when
reflecting during induction year, thus highlighting that there should perhaps be a
more deliberate focus on having PGCE students write more succinctly and with
definite purpose (Bolton, 2010). Whilst placing a word count on such reflections
may possibly inhibit students’ reflections (Larrivee, 2000; Shoffner, 2008), it
would seem that in order to prepare students more appropriately for life as an
induction teacher and to ensure a closer connection between ITE and induction
year teaching, students should receive more support and guidance on how to
reflect more succinctly. These findings will, therefore, be used to inform
conclusions to research question five as well as having implications for the
researcher’s future practice. The next sub-section discusses the theme of
collaboration.

5.5

Collaboration

The importance of collaboration is a constant theme throughout the findings
chapter where the students have made numerous references to aspects of
collaboration positively influencing their practice. It is clear that the students
benefitted greatly from collaborating with their peers during the peer review
process, through their daily chats via the subject WhatsApp group, through videoassisted reflection with their mentor, through daily conversations with colleagues
during PGCE and induction year and through feedback sessions following
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observation of their teaching by subject mentors and PE colleagues. The
collaboration generated via the subject WhatsApp group has been discussed
above in the formal/informal section and will, therefore, not be addressed in this
section.
The students saw the peer review process as non-threatening, an environment
where they were free to make mistakes, free from the pressure of being assessed
by their tutor. These findings support those of Lamb (2011) who found that her
PGCE PE students were more relaxed during the peer reviewed process
compared to when being observed by University staff.
As noted above, the students clearly valued daily discussions and feedback from
PE staff during their PGCE study but it would appear that after having taught for
one full year, the students regarded these discussions as being the central
component of their daily and weekly reflections. They recognised that such
dialogue is the most realistic way to reflect after PGCE since when teaching a full
timetable, time between lessons is limited and to expect teachers to engage in
any other formal approaches would be unrealistic. Whilst at times very informal,
such discussions can ‘occur spontaneously as part of normal, daily thinking’ (Kim
and Silver, 2016, p.203) resulting in reflective dialogue that has the potential to
positively impact teachers’ reflections and ultimately their teaching and pupil
learning (Zeichner and Liston, 1996; Shulman, 1998 and Liu, 2015).
It is clear that the five teachers involved in the end of induction year focus group
valued the opportunity to observe and discuss the practices of their more
experienced colleagues where these colleagues were modelling their teaching
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and providing advice (Zanting et al, 2001). The opportunity for one student to
observe across another department proved to be beneficial allowing him to
compare and contrast approaches and gain exposure to ideas/strategies that he
could reflect on to move his practice forward. The students in this study saw the
benefits of observing more experienced staff by way of securing tips and ideas.
Many students in Zanting et al (2001) study had the same view but unlike the
students in this study, students in Zanting et al (2001) study went deeper by
analysing ‘the reasoning behind a mentor’s teaching style’ (p.76). The students
in this study also valued having their teaching observed and engaging in post
lesson discussion with a more experienced PE staff member, a process which
Schon (1988) believes to be ‘valuable’. These observations and discussions were
of benefit in helping them to think about and improve their practice, a view
supported by Husu et al (2007) who state that ‘…reflective practice does not
come naturally, it requires dialogue’ (p.130). Husu et al (2007) in their study found
that advice and feedback from an experienced PE staff member was crucial in
helping students to reflect. The findings in this study (p.281) support Husu et al’s
(2007) findings but an additional finding in this study is that the students found
the advice and feedback to be almost necessary when reflecting on activities they
considered to be areas for development or non-expertise areas.
These teachers valued detailed feedback and the cited examples as to how the
process helped to change the practice of certain individuals shows that the
process did have some impact. The varied experiences relating to the teachers’
views on the level of expertise of the observers is worth discussing. For some
teachers the review process was inhibited by the observer’s lack of subject
knowledge, although it is possible that these non-specialist observers were
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providing valuable feedback but because it did not coincide with their views, they
were less receptive to it (Cosh, 1998). The experience of teacher F (p.281),
however, highlights that subject specialists may not always be more effective at
observing and providing feedback. It is possible that the HOD in this case was
fulfilling her duties but in a very disinterested manner and thus did not value the
process. It is also possible that she lacked the subject knowledge of the specific
area she was observing and thus was unable to provide quality feedback.
Having access to a more experienced and knowledgeable teacher appears to be
important for these individuals (both as students and teachers), particularly when
teaching and reflecting on an area of weakness. It would seem that when
reflecting on such lessons, the lack of observer subject knowledge inhibits their
(student/teacher) ability to reflect deeply on what they have taught and the
possible impact on pupil learning, meaning that such reflections are likely to be
low-level. Perhaps, students and induction teachers when teaching and reflecting
on an area of weakness, should always reflect with a more knowledgeable other.
Feiman-Nemser and Parker (1993) found, however, that the mentors in their
study were still very much concerned with evaluating the students’ practice and
not focused on helping them to reflect which is one of the main roles of a mentor
(Tomlinson, 1995). The findings in this study, however, particularly in relation to
video-assisted reflection, suggest that some of the mentors were able to pose
questions that made the students rethink the teaching process through what
Schon (1983) refers to as reflection-on-action. However, such discussions about
teaching with a more experienced colleague might also help to reinforce existing
practices,

particularly

if

the

student

is

implementing

teaching

strategies/approaches based on ongoing feedback and evaluation from the
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mentor, especially if the mentor has not reflected on their own values and beliefs
and how these might impact their approach to observing lessons and providing
feedback (Money and Walsh, 2019).
The references by student D and F to the importance of seeking advice from a
more experienced colleague during induction year, demonstrates their
commitment to improvement and an acknowledgement that they have much to
learn. Such comments also show that they do not see teaching as a job where
you are on your own but understand the importance of collaborating with others
to improve their practice, a view supported by Boud (2010, p.30) who notes that
‘It is rare for any practitioner… to work alone’. Interestingly, when commenting on
the process of peer review and observation of other staff, the most common
response was that they ‘picked up’ good ideas that were often just ‘small’ things
to take forward. It would seem that these collaborative experiences did expose
the students to new ideas but this also shows that for the majority of the group
these experiences did not generate deep discussions or reflections about
teaching and learning where individuals questioned their practice in an in-depth
manner. Money and Walsh (2019, p.66) argue however that when beginning
teachers observe other staff, ‘…the sophistication, depth and focus of an
observation will be different, depending on a beginning teacher’s stage of
development’.
It is clear that for these individuals, collaboration with either peers or PE teaching
staff was in the main a positive experience that helped to shape their reflective
approaches and thoughts. Central to their experiences has been the importance
of having access to peers and teachers with greater subject expertise who appear
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to have the insight to make them think more deeply about their practice,
particularly when reflecting on the teaching of an activity they lack expertise in.
Observing teaching staff/colleagues with greater expertise helps to make them
question their teaching whilst being observed by a more knowledgeable
peer/teacher also allows the observer to generate dialogue that helps them to
question their teaching approaches (Money and Walsh, 2019). Being observed
by a teacher who does not possess subject expertise appears to inhibit students’
reflective development. Collaborating with peers during peer review helps
students to relax as opposed to feeling more anxious when being observed by
their University tutor. These findings will be used to inform conclusions to
research question three and have implications for future practice and research in
this area.

5.6

Induction teaching

Considering that these induction teachers did not complete any formal reflective
activities, the researcher was not able to measure if their reflective skills
developed. However, their description of how reflection impacted their practice
indicates that some individuals had moved forward in their reflective
development, demonstrating a ‘shift from surviving to learning’ (Lawrence et al,
2019, p.184). Student I, who exited PGCE reflecting at surface level,
demonstrated a move towards pedagogical thinking, where he was taking on
board the advice of pupils and changing his approaches based on the theory of
TGfU. His reflections during PGCE did not have any links to theory, thus
indicating that his reflective skills had progressed and that he was beginning to
engage with stage 3 of Kolb’s (1984) ELT, forming an abstract conceptualization
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of his practice. Student K’s description of how reflection impacted her practice
also indicates that she had improved her reflective skills and similar to student I,
she appears to have moved from surface level reflection at the end of PGCE
study to now thinking at a pedagogical level. Considering that they were not
required to complete any formal reflections, it would seem that reflective thinking
was improving due to their ever-increasing teaching and reflective experiences.
From the perspective of the teachers, the induction programme was not as
effective as it has the potential to be. Those in charge of induction in these
schools were vice principals or senior teachers with many responsibilities and it
would seem that nurturing induction teachers was not a priority for them.
Mentoring induction teachers is crucial and the role should be given to a member
of staff who has the commitment that is required to nurture and support teachers
in the early stages of their careers (Everley, 2019). Whilst the majority of these
induction teachers appeared to have benefitted from having their teaching
observed, it would appear that those who conducted observations late in the
academic year were merely fulfilling a requirement and thus failing to maximise
the potential benefits that such a process could generate. These findings will be
used to shape the conclusions to research question five and have implications
for future practice, future research and future policy in this area.
Overall summary
This chapter discussed the key findings to emerge from the data analysis. The
first section discussed issues pertaining to the individual differences amongst the
group in relation to how they reflected on their practice, where three distinct
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groups were identified, the defenders, the surfers and the divers. The second
section discussed issues relating to the common areas that members of each
group chose to reflect on, from which emerged the creation of the PE Reflective
Wheel. The third section discussed issues relating to formal and informal
reflection which was followed by a section on the key theme of ‘time’. Section five
discussed the theme of collaboration and this was followed by the final section
which addressed issues relating to reflective practice during induction year.
As noted in the discussion of these key areas above, the researcher was able to
identify how the findings linked to the conclusions on each research question.
The next chapter (6) will, therefore, present the conclusions of the study along
with recommendations for future practice, future research and future policy.
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Chapter 6 - Conclusion and recommendations
Introduction
The purpose of this concluding chapter is to offer some reflection on the aim and
research objectives of the study. Recommendations are offered based on an
analysis and synthesis of the various elements of qualitative findings. Areas for
future practice and research will also be identified.
Research Questions
1.

In what ways do pre-service PE teachers’ reflective capacities change
across the PGCE year?

2.

What approaches to reflection are most effective for developing preservice PE teachers’ reflective skills?

3.

Does increased subject knowledge allow pre-service PE teachers to
produce higher quality reflections?

4.

How do pre-service PE teachers make use of their weekly reflections?

5.

In what ways do pre-service PE teachers use reflective practice during
their first year as a qualified teacher?

6.1 Research question 1
In what ways do pre-service PE teachers’ reflective capacities change
across the PGCE year?
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The study shows that all but one of these pre-service PE teachers improved their
reflective skills. Seven of these students (A,B,D,E,H,I,K) improved their reflective
skills by progressing from their initial reflective level to consistently reflecting at a
higher level. Whilst not managing to reflect consistently at a level above their
initial reflective level, students C, F and J displayed the ability to progress beyond
their pre-reflective reflections by each producing between four and six surface
levels reflections. Therefore, these findings show that the views of Fendler (2003)
and Russell (2013), who both question the place of reflective practice in ITE, do
not relate to this study. Student G was the only one who did not manage to reflect
above his initial level, although he began reflecting at pedagogical level and
consistently maintained this standard during both school placements. This
undoubtedly highlights that reflection and the scope for progress is very much an
individual issue (Lyons, 1998).
This study shows that individuals enter ITE with different capacities for reflection,
which supports the work of Griffin (2003) who believes that pre-service teachers
enter teacher education courses with different reflective abilities. Ten out of the
eleven students began reflecting at a low-level (pre-reflective or surface) and as
noted above, student G began at the higher, pedagogical level. It is uncommon
for a pre-service teacher to begin reflecting beyond surface level and as was the
case for student G, it is difficult to move to a critical level of reflection, a level that
many experienced teachers never attain (Hobbs, 2007). With continued effort and
investment in reflective practice, it is possible that he will reach a critical level of
reflection but this cannot be guaranteed (Hockly, 2000).
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Each student (A,I,K) who consistently reflected at the pre-reflective stage during
SE1 managed to progress to a consistent surface level, showing that it is perhaps
easier to make progress from a lower starting point. It is worth remembering that
students I, K and J were not always fully committed to their reflective work and,
therefore, it is possible that they were capable of better, had they approached
reflection with higher levels of interest and motivation. It would seem that
reflection was not a priority for them, seeing it merely as a task to fulfil rather than
an opportunity to learn and develop their practice. Finlay (2008) supports this
view by emphasising that individuals may not value reflection, seeing it as a
forced task that inhibits students’ ability to be genuine and honest, a view
supported by Boud (2010, p.35) who states that individuals ‘may be going through
the motions of reflective procedures, but their bodies resist if it is not what they
want to do’. Such an approach is likely to have a detrimental impact upon an
individual’s future reflective work, where they fail to recognise the potential
benefits that authentic reflection can generate, since ‘reflection should be
continuous and regular through time’ (Mortari, 2012, p.526). It is also possible
that due to their lack of teaching experience, these students had not grasped the
importance of the concept and perhaps as they move forward in their careers,
they may come to realise the many benefits that authentic and honest reflection
can bring to their practice (Perkins et al, 1993).
Whilst there were some who initially reflected at pre-reflective level, all remaining
students, apart from student G, progressed to surface level reflection fairly quickly
during SE1. Five of these students remained at this level for the duration of their
PGCE study. Three of these students (C, F, J) failed to produce any pedagogical
reflective segments in their weekly reflections and whilst there were two (B, E)
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who did produce pedagogical segments, neither managed to produce a
pedagogical weekly reflection. However, it is important to note that on occasions
students B and E were demonstrating their capacity to reflect at a higher level,
showing that at times they were fulfilling all elements of ELT. Therefore, only two
students (D, H) out of seven moved from surface level to a consistent pedagogical
level, thus highlighting the difficulty for PGCE students in moving beyond surface
level (Akbari, 2007; Fathi and Behzadpour, 2011). It is significant to note,
however, that to varying degrees, four of these students were beginning to reflect
more deeply on their practice, making connections between theory and practice,
focusing on pupil learning and thinking about the long-term implications of their
practice (Larrivee, 2008). These findings differ from those reported by PoomValickis and Mathews (2013) who reported that the students in their study failed
to reflect beyond descriptive level.
As the students improved their reflective practice, the emphasis of their
reflections gradually moved from a focus on ‘the self’ and classroom management
(Fuller, 1970; Akbari, 2007) to a focus on pupil progress and learning. However,
it is also clear that these students valued the importance of reflecting on common
areas (demonstrations, activity levels and differentiation) of their practice and as
their reflective skills improved, they demonstrated the ability to reflect more
deeply on these common areas. It is difficult to ascertain the precise reasons they
had for choosing to reflect on these areas but it is possible that their previous PE
and sporting experiences have influenced their thinking as to what constitutes
good practice in PE (Capel, 2007) as well as the content focus of the PGCE PE
course. The areas they chose to reflect on are important aspects of a PE lesson,
so it may well be that these students are demonstrating good practice in terms of
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what they are reflecting on. If students are likely to reflect on these areas, then it
is best to consider how we might support them to reflect more effectively. As
noted above, the researcher has produced the PE Reflective wheel where
students’ reflective development can be supported by responding to the set
questions under seven common areas that the students reflected upon. The
researcher intends to utilise this resource with future PGCE PE students.
Whilst the students improved their reflective skills at different rates and to different
levels, it would seem that the pace and level of progress is determined by a
number of factors. Firstly, each individual student in this study entered the PGCE
PE course with their own capacity for reflection, which not only determined the
level they began reflecting at but impacted the extent to which they reflected on
their school experiences. A key facet of an individual’s reflective capacity is their
ability to be open-minded (Dewey, 1933; Farrell, 2014), perhaps indicating that
personality traits may have a role to play, a view supported by Akbari (2007,
p.193) who notes that ‘the personality of teachers is a missing variable in almost
all discussions of reflection’. Secondly, as was the case with three students (I, J,
K), a lack of motivation towards reflective practice can inhibit reflective
development. The use of different media for recording reflections in this study
enhanced the motivation levels for some students but for others it had no impact.
The way in which reflective practice is first presented to students can have a longlasting impact on their enthusiasm for reflection (Finlay, 2008). It is, therefore,
possible that the researcher’s inadequacies and lack of understanding in the area
negatively impacted the presentation of the concept, which in turn demotivated
certain students. Considering that developing reflective practitioners is one of the
key aims of many ITE courses (Tabachnick and Zeichner, 2002), it is clear that
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the researcher must continue to develop effective approaches to presenting the
concept.

6.2

Research question 2

What approaches to reflection are most effective for developing pre-service
PE teachers’ reflective skills?
Video-assisted reflection seems to be the most effective approach for developing
the reflective skills of these pre-service PE teachers. Being able to repeatedly
view their teaching and identify points for improvement was important and
allowed them the opportunity to reflect on issues that they had not become aware
of during the lesson or indeed prior to watching the video, a view supported by
Yerrick et al (2005). Repeated viewings of their teaching appears to be the
greatest strength of this reflective approach where they have the time to analyse
their practice as many times as they wish and as a result, are able to identify
different aspects of their practice that are worth reflecting on, a view supported
by Welsch and Devlin (2007). Using video-assisted reflection in conjunction with
an observing teacher mentor appears to make this approach more effective
(Harford et al, 2010). Mentors notice aspects of the students’ practice that the
students did not see, meaning that the mentor is able to highlight additional issues
that provide the basis for further, and on many occasions, deeper reflection. This
supports the work of Punjwani and Chandra (2010) who found ‘considerable
evidence’ that the use of video enhanced the quality of the feedback sessions
where the observers and teachers were able to ‘accurately recall classroom
events…which are difficult to recall without the help of video’ (p.1). They also
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found that video increased the teachers’ ‘receptivity of the feedback’ (p.1) since
they could see what the mentor was referring to. This supports the current study
whereby each student appeared to value mentor feedback and used it to good
effect. It was clear that they attached more value to mentor feedback than peer
feedback. The mentors in this study made effective use of suggestive feedback,
posing questions that allowed the students to engage in ‘higher-level thinking’
(Bergman, 2015; Hamilton, 2012; Edgington, 2009) about their practice. Devising
effective questions is therefore a key strategy in helping students to reflect more
deeply on their practice (Lin, 2011), helping to generate effective dialogue, a key
feature of both ELT and CST.
Peer review, whilst not considered as effective as video-assisted reflection, was
also an effective approach for helping students reflect on their practice. This
approach was more effective for certain students, whilst for others, it had less
impact on their reflective skills. Receiving feedback from peers allows individuals
to reflect on aspects of their practice that they had not considered in their initial
post-lesson reflection, again highlighting the benefits of having another person
assist in the reflective process (Buchanan and Stern, 2012). When acting as
reviewers, students are very comfortable providing positive feedback and to a
lesser extent, corrective feedback, with most students showing that they are not
effective at providing higher quality (suggestive) feedback. It is clear that students
reflect differently in response to similar types of feedback, with some reflecting
poorly on quality feedback and some showing that they are able to reflect well on
low-quality feedback, indicating that on occasion the type of feedback is not
important, but rather the reflective capacity of the individual student is what
determines the quality of their reflective work. This supports the work of Brandt
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(2008) and Gun (2011) who believe that whilst the provision of quality feedback
can be useful, it does not necessarily mean that the receiver will reflect well on
such feedback. Compared to video-assisted reflection, where all six students
produced pedagogical reflective segments, peer review does not appear to be as
effective. Whilst the video-assisted reflective discussions were not recorded as
part of the data collection process, it would seem from students’ comments in
focus group interviews that teacher mentor feedback was of higher quality than
the feedback provided by peer reviewers, something which is to be expected
(Lawrence, 2019). In order to make peer review more effective, there is a need
to enhance students’ observation and feedback skills so that they utilise
suggestive feedback more regularly as it is clear that the majority of students who
chose to reflect on these feedback segments were able to reflect more deeply on
their practice, a view supported by Van Der Schaaf et al (2013). Therefore, more
time needs to be devoted to developing students’ observation skills and feedback
skills.
Whilst the purpose of the online discussion forum was to have students reflect
and collaborate with each other, the weekly reflections were composed via
individual reflection. This approach was the least effective in improving students’
reflective skills. Conducting individualised reflection is a difficult process and
these PGCE PE students benefitted when they collaborated and reflected with
others (Finlay, 2008). To reflect deeply on practice requires being able to draw
on experience and it is clear that these PGCE PE students were reflecting on
limited experience which often results in reflections that are shallow (Boud &
Walker, 1998; El Dib, 2007; Poom-Valickis and Mathews, 2013). These students
did not utilise the online forum in a way that helped them to reflect more deeply

358

on their practice. Having been asked to read and respond to each other’s
reflections in the hope that the discussion would stimulate dialogue and deeper
reflection, the students reached the point very early in both school placements
where they posted their reflection and did not engage with any other students’
work. The time-consuming nature of this work appears to have prevented the
students from fully utilising this forum and therefore they opted to engage with
peers via their subject WhatsApp group. The students’ preference for the
WhatsApp group chat is significant and is addressed below in the conclusions to
research question 4.
Providing the opportunity for students to utilise different media for recording their
reflections helped make the process easier for some students and thus increased
their motivation to engage with the reflective work. Therefore, whilst the mode of
recording did not increase the quality of their reflections, providing them with the
opportunity to explore different recording modes allowed them to select a mode
that they preferred. Finlay (2008) sees experimentation with different modes of
reflection to be important for students in that they ‘can learn what is appropriate
for different contexts and what works best for them in what types of situations’
(p.17). If these students continue to utilise their preferred modes of recording,
then it is likely to help them maintain the motivation to continue reflecting on their
practice. Providing students with different options is supported by Shoffner (2008)
who insists that students must not be forced into particular ways of engaging with
reflective practice.
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6.3

Research question 3

Does increased subject knowledge allow pre-service PE teachers to
produce higher quality reflections?
The research indicates that increased subject knowledge allows certain
individuals to reflect more deeply on their practice, whilst for others, it did not
have any impact. Some students were able to utilise their expert knowledge more
effectively by identifying issues that require improvement and with a focus on
pupil learning, which supports the work of Schempp et al (1998) who found that
greater subject knowledge made it easier for teachers to identify problems in
pupils’ learning. This deeper insight into their practice has helped some of them
reflect more deeply on their lessons.
The increased subject knowledge definitely helps students feel more confident
(Sidentop, 2002) when teaching their respective areas of expertise, with the
majority of students emphasising their prior experience in teaching or coaching
this area. On occasions where this increased knowledge did not appear to
positively impact the students’ reflective work, the individual students may have
taken their knowledge in this area for granted and thus never considered that
what they did could be improved (Capel and Katene, 2000). Therefore, it may be
that these students are capable of reflecting more deeply on their area of
expertise but because they consider themselves to be expert in this area, they
may approach such reflections with minimal effort, meaning that the reflective
output is not a true measure of their ability to reflect on an area of expertise. It
could also be the case that their increased subject knowledge was not sufficient
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to elicit deeper reflections and that what prevented these students from reflecting
more deeply on their practice was a lack of pedagogical content knowledge.
Zwozdiak-Myers (2012, p.75) makes the distinction, stating that ‘Pedagogical
content knowledge goes beyond knowledge of the subject matter… and requires
an understanding of the subject matter knowledge for teaching, which
encompasses the most useful and powerful ways of representing and formulating
the subject so that it can be understood by others’. Therefore, those students who
were able to reflect more deeply on their area of expertise may have possessed
a higher level of pedagogical content knowledge.
It is clear that some students benefitted from their peers’ increased subject
knowledge when they themselves were experiencing difficulty teaching an area
of non-expertise. When teaching areas of non-expertise, often students sought
advice on how best to teach the particular area in question and in most instances
the student merely took on board what their peer suggested without question and
used the information to shape their next lesson or series of lessons. It is not
surprising that they did not question the advice they received since their limited
knowledge meant that they were ‘unable to make informed choices about how to
teach’ (Graber, 1995, p.164) the particular area in question. Using information
from their expert peer reviewer to help shape future lessons does show that
increased subject knowledge and perhaps more importantly, pedagogical content
knowledge (Shulman, 1987; Graber, 1995) can not only positively impact the
expert to reflect more effectively, but it also has the potential to make those who
are not experts in the particular area to consider their own approaches to teaching
and learning. Again, this highlights the benefits of collaborating, particularly with
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someone who is more knowledgeable and experienced (Hobson & Maldarez,
2013) and fulfils the collaborative elements of both ELT and CST.
Reflection-in-action occurred more frequently when students were teaching areas
of expertise than when teaching areas of non-expertise. It would seem that the
increased subject knowledge allowed the students to recognise when teaching
and learning activities were not working. Having the ability to adapt teaching
approaches during a lesson displays a deep understanding of practice where
students on these occasions were able to progress or regress activities almost
instantly (Parra et al, 2015), something they were less able to do when teaching
areas of non-expertise. These findings differ from the findings in Zhu’s (2011)
study, where, apart from one pre-service PE teacher, the remaining eleven did
not reflect-in-action and when interviewed, displayed limited understanding of the
concept. There is, however, difficulty in measuring the depth of such reflective
thoughts since the reflector makes decisions quickly in an almost habitual
fashion. It is, therefore, possible that for some students the reflection-in-action
thoughts were of a deep nature but because these were thoughts that may not
have been recorded post-lesson, it is difficult to state how effectively these
students reflected-in-action. Therefore, whilst they may have used their increased
subject knowledge to reflect-in-action, it is possible that the decisions they made
based on their reflections were not the best course of action to take. It cannot be
stated for certain that using increased subject knowledge to reflect-in-action
allows students to reflect more effectively, but rather that the students use this
expertise during practice in an intuitive way (Gould, 1996), whereby they use their
expert knowledge during the lesson to make sense of what is unfolding in order
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to make immediate and future decisions about their practice (Thompson &
Pascal, 2012).

6.4

Research question 4

How do pre-service PE teachers make use of their weekly reflections?
The extent to which these pre-service students made use of their weekly
reflections varied across the cohort. The majority (9) appear to use the weekly
reflections to inform future lesson planning, showing that they are returning to
their reflections with a view to implementing proposed changes. The remaining
(2) students did not appear to use the weekly reflections to inform future planning
or teaching, indicating that they did not value the link between these reflections
and future practice. From the lesson observations it was clear that seven students
were seen to be putting their reflections into practice in terms of the lesson focus
and indeed approaches to teaching and learning. Therefore, some individuals
used their weekly reflections to inform future lesson plans but upon observation
of the lesson, it was clear that these plans were not being implemented. It would
seem, therefore, that for some individuals, making use of weekly reflections to
influence future lesson design was seen as a course requirement (Hobbs, 2007)
and that due to a lack of sincerity in using their reflections (Finlay, 2008) they did
not place sufficient value on these when it came to teaching the subsequent
lesson(s). The two students who failed to make any use of their weekly reflections
devalued reflective practice (Hobbs, 2007), thus displaying a ‘lack of desire for
enquiry’ (Galea, 2012, p.247).

363

The majority of students placed more value on the daily lesson plan annotations
with many viewing these as more useful than the weekly reflections in helping to
inform future lesson planning and subsequent teaching practices. By placing
more value on the lesson annotations, students gravitated towards descriptive
information to help improve their future practice, thus perhaps indicating that this
lower level descriptive work is what they need or indeed find useful at this stage
in their careers (Welsch & Devlin, 2007). However, using low-level descriptive
information which is at pre-reflective or surface level is likely to have no
meaningful impact on future thinking or practice (Woodward, 1998; Akbari, 2007;
Mason and Klein, 2013).
The preference for using their WhatsApp group chat as the platform for seeking
advice rather than their weekly reflection discussion forum adds weight to the
point above whereby the students found basic advice and tips for practice to be
of more benefit than discussing their online reflections with peers. The WhatsApp
group seems to have involved conversations which mainly related to classroom
management, organisational issues and to a lesser extent information pertaining
to particular areas of subject expertise, conversations that were ‘unscripted,
individually determined…affective’ (Shoffner, 2008, p.128). These conversations
also served as a source of moral and emotional support for students whereby
they received immediate and informal advice which they seem to have valued
during their school experience, thus indicating their awareness of the emotional
impact of teaching (Liston & Garrison, 2004). The students did note the benefits
of reading each other’s weekly reflections via the online discussion forum,
particularly when reading the reflection from a peer who focused on a specific
area of the curriculum which the reader found difficult to teach. However, when
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you consider that they preferred to use their lesson annotations and WhatsApp
group discussion over the weekly online discussion forum, these students made
minimal use of their weekly reflections, opting to use more basic forms of
evaluative practice and informal discussions about their teaching.

6.5

Research question 5

In what ways do pre-service PE teachers use reflective practice during their
first year as a qualified teacher?
All five induction teachers used reflection to some extent during their first year of
professional practice. The main mode of recording reflections during this year
was through written notes which were recorded immediately after taught lessons,
whilst one teacher used audio-recorded reflections, again highlighting that
individual preference is important to teachers (Finlay, 2008; Pellegrino and
Gerber, 2012). Each teacher saw their reflections as a means of identifying areas
for improvement that they could then address in the next lesson. Similar to how
they viewed using reflections during PGCE, they consistently emphasised the
importance of reflection helping to identify ‘small things’ and ‘tips’ for practice. It
would appear that during their first year of teaching, these teachers felt that they
had very little time to reflect (Quinn, 2000) thus justifying the brief nature of their
reflective work.
The use of day-to-day conversations with colleagues was the most frequently
used approach to reflection. The one teacher (I) who did not utilise this approach
recognised the benefits of daily discussions about practice but due to the internal
organisational and timetabling arrangements within his department, he had
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limited opportunity to engage in such practice. These teachers value daily
discussions about practice where they recognise the need for receiving advice
and guidance, demonstrating the importance of collaborating and professional
dialogue (Choy & Oo, 2012), a key feature of both ELT and CST. Their views on
the benefits of discussing practice with peers or colleagues has not only been
maintained but strengthened since PGCE study. It is clear that these teachers
did not utilise reflective practice in the same way in which they did during PGCE
study but that they value reflection and have continued to reflect, albeit in a less
formal way to suit full-time teaching. These findings do not support the views of
Olson and Finson (2009) who note that pre-service teachers struggle to reflect
beyond ITE.
All teachers claimed that they found it easier to reflect during induction year
compared with PGCE study. It is obvious that all five teachers felt more confident
about their practice, perhaps showing that the greater accumulated experience
was allowing them to reflect more easily. It would appear that all five teachers
were reflecting in-action more frequently than what they did during PGCE, thus
highlighting their improved ability to reflect during lessons, which would
demonstrate that they have developed a deeper insight into their practice (Ross,
1989). These findings do not align with the views of Schon (1983) who claimed
that novice teachers do not possess the level of experience that would permit
reflection-in-action. As noted above, it is difficult to ascertain how deep these
reflective in-action thoughts were, although it is clear that when discussing such
instances as teachers, there was more of a focus on improving pupil learning
compared to their thoughts at the end of the PGCE which did not have the same
reference to pupil learning.
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The way in which these teachers used reflective practice during their first year,
highlights aspects that require further consideration. The brief nature of their
written reflective work shows that they do not have the time to complete detailed
reflective accounts but the high level of reflective work completed during PGCE
provided them with solid foundations upon which they were able to begin
reflecting much more succinctly during their induction year. It is possible that
without such heavy investment in PGCE, these teachers may not have been able
to reflect as effectively, reinforcing the point that ‘reflection must be a main topic
for teacher education’ (Mortari, 2012, p.526). The high value they place on daily
conversations about their practice and the practice of their colleagues shows that
the use of peer review and video-assisted reflection are appropriate approaches
to adopt during PGCE study and would indicate that there should be more of an
emphasis on such collaborative approaches, a view supported by Finlay (2008).
Having taught for just one full year, these teachers are still inexperienced and
whilst they appear to have more of a focus on teaching and learning, they still
have a strong focus on discovering ways to manage their classes and organise
their teaching environment. Such levels of reflection are still to be expected
(Larrivee, 2008) but without proper support for teachers during their induction
year and indeed beyond, these teachers will not have the opportunity to fulfil their
reflective capabilities. Unfortunately, it would seem that schools do not have a
focus on reflective practice and they appear to be failing to utilise the induction
process to its full potential, thus depriving beginning teachers of the opportunity
to develop their reflective skills. Therefore, there is a disconnect between
University practice and the reality of school practice (Mauri et al, 2019). The
Northern Ireland Education Authority (EA) must address the area of induction for
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newly qualified teachers as a matter of urgency because it would appear that its
current format is ineffective. Schools have a responsibility to nurture the reflective
capabilities of induction teachers (GTCNI, 2011; DENI, 2016) but the apparent
apathy towards this process could be stemming from what they see as a lack of
structure, guidance and coherence from the EA.
The next section outlines the limitations of this study.

6.6

Limitations

As noted in the introduction and methodology chapters, the small sample number
means that the conclusions cannot extend beyond the current study. However,
the sample was the entire population of post primary PGCE PE students in
Northern Ireland, thus meaning that the researcher recruited all available suitable
participants. The sample of six for the video-assisted reflections and the sample
of five for the end of year induction year focus groups is a limitation. Had the
others been able to engage with video-assisted reflection, the results may have
differed, which is also the case for the findings that emerged from the end of
induction year focus groups, since more participants would affect the data.
The researcher’s dual role as PGCE PE tutor and researcher may have impacted
the results in that the students perhaps engaged with the various aspects of data
collection with a view to addressing the areas that they thought the researcher
would have wanted them to address. Even though the course had concluded
when the focus group interviews were conducted, it is still possible that they were
not entirely honest with their views. Therefore, it is possible that these

368

shortcomings

affected

the

results.

The

next

section

outlines

the

recommendations from this study.
6.6.1

Recommendations

Having investigated and concluded in response to the five key research
questions, this section will outline the recommendations that will have
implications for future practice, future research and future policy in this area.
Future practice in PGCE course
The study has highlighted that low levels of motivation towards reflective practice
can inhibit student progress. It is, therefore, important that the concept of
reflective practice is introduced to students in a way that enables them to see its
value so that positive initial impressions of the concept can be formed. The
conclusions on research question one show that no students reflected at a critical
level, indicating that these pre-service PE teachers were not able to examine their
underlying values, beliefs and assumptions. Therefore, following careful
presentation of the concept, there will be the need for students to spend time
analysing their underlying values, beliefs and assumptions, so that they begin to
develop an awareness of these prior to reflecting on their practice. Whilst none
of these students were able to reflect to a level that encapsulated all components
of CST, those who produced either pedagogical reflections or pedagogical
segments were incorporating elements of CST, such as using communication
and dialogue through peer review and video-assisted reflection. The researcher
realises that the two workshops dedicated to this area during semester two could
have been better. Future practice in this area will require more time to be spent
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on specific workshops that allow students to progress at their own rate. The
researcher is also more confident in his ability to devise appropriate workshop
material that will provide students with a quality learning experience.
As a result of the conclusions in relation to research question two, video-assisted
reflection and peer review will be utilised more frequently during school
placement. Using these collaborative approaches will provide students with a
better opportunity to move beyond low-level reflection. These approaches involve
the use of dialogue where reflections are socially structured as well as providing
opportunities for students to become aware of power relations, thus incorporating
key elements of CST.
As noted in the conclusions to research question two, each student had a
preferred mode of recording their reflections which positively influenced the
motivation levels of some students. Therefore, written and audio recording
approaches will be introduced from the beginning of the course in order to give
students the opportunity to choose the approach that suits them best.
Conclusions on research question five show that these students adapted their
reflective practice to suit full-time teaching, with brief written notes after each
lesson being the main way of capturing their reflective thoughts. Therefore, there
will be a focus on developing students’ ability to write more succinctly so that
reflective practice during PGCE study prepares pre-service PE teachers more
appropriately for their practice as in-service teachers.
Based on the conclusions relating to research questions two and five, where the
benefits of collaborating and reflecting with teacher mentors was highlighted, the
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researcher intends to establish a mentor working group. The focus of this group
will be on supporting mentors as to how best to develop the reflective skills of
pre-service PE teachers and induction PE teachers. As noted in the conclusion
to research question two, developing an observer’s feedback skills can positively
impact the reflective process, therefore, this will be a key focus of the work with
PE teacher mentors. The researcher will also utilise the PE Reflective Wheel with
future cohorts, but this is discussed in more detail on p.366. The next sub-section
outlines the recommendations for future research in this area.
Recommendations for future research
The findings and subsequent discussions and conclusions have highlighted
areas that are worthy of further investigation. The conclusions on research
question two show that some students benefitted from the peer review process
and others did not. In order to gain further insight into the effectiveness of this
approach, the researcher intends to investigate its use with a larger sample of
students from across all eight post-primary PGCE subjects at Ulster University,
permitting a comparison across all subjects. Considering that video-assisted
reflection had such a positive impact on the students’ reflections, the researcher
also intends to conduct further research in this area. This will involve a larger
sample from across all eight post-primary PGCE subjects at Ulster University,
permitting the comparison of its impact across each subject.
Conclusions in relation to research questions three and five show that some
students were reflecting in-action but that these thoughts were not explicitly
captured. The researcher is keen to investigate these moments of reflection-in-
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action by having students record what they were thinking during these instances.
On most occasions they can record these thoughts immediately after the lesson
but there may be times that these could be recorded during the lesson, perhaps
by audio recording on their phone. Considering that the researcher has produced
the only known specific reflective resource to support pre-service PE teachers’
reflective skills, he is, therefore, keen to investigate the effectiveness of the PE
Reflective Wheel. The researcher intends to research its use with future PGCE
PE cohorts.
In response to the conclusions on research question 5, where the teachers
highlighted the induction process as failing to support their reflective
development, the researcher is keen to conduct further research in this area with
a larger sample of induction teachers from across a wider range of subjects. The
next sub-section addresses recommendations for policy makers.
Recommendations for DENI, EA and GTCNI
The conclusions on research question five highlight that there needs to be a focus
on improving the link between University based reflective practice and reflective
practice in schools. As noted above, the researcher is aiming to create
approaches to reflective practice that will align more closely with how induction
teachers are likely to use reflection and the establishment of the mentor working
group should help create greater consistency in approach.
From the conclusions on research question five, schools continue to pay lip
service to the induction process, failing to engage induction teachers in any form
of meaningful reflective practice. Therefore, if schools are to stay true to the
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principles outlined by GTCNI (2011) and DENI (2016), a strategic support
network must be in place in each school in order to develop teachers’ reflective
skills, a network devised by EA. Prior to the establishment of such support
networks in schools, is the need for all stakeholders to re-examine the concept of
reflective practice. Central to this re-examination is a focus on the terminology
used to describe the concept, where the differences between reflection and
critical reflection are explored. The process must also make use of current
research that highlights the low-levels of reflective practice that are often
exhibited during ITE and that induction teachers cannot be expected to make
gains in this area if they are not effectively supported in schools. This would allow
for an increased understanding of the area and an acceptance of the reality that
pre-service teachers and induction teachers find reflective practice difficult. All
stakeholders would also become aware of the different reflective stages that a
pre-service teacher and induction teacher are likely to go through, thus
emphasising the individualised nature of the process. If a re-examination of the
concept does not take place, then pre-service teachers will continue to operate
in a system where the reality of their reflective practice is far removed from the
idealistic policies that are used to promote the concept. It is, therefore, time for
the rhetoric to be translated to reality.
A key component of this support network in schools should be the condition that
all induction teachers must stay connected to a Higher Education Institution (HEI)
mentor who has responsibility for supporting and guiding them in the area of
reflective practice during their induction and years 1 and 2 of EPD (DENI, 2016).
The mentor must also liaise with the teacher’s internal school mentor so that a
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consistency of approach can be established and maintained. The next subsection revisits the PE Reflective Wheel.
Contribution to knowledge - The PE Reflective Wheel
The creation of the PE Reflective Wheel is a significant outcome from this study.
Up until now, pre-service PE teachers at Ulster University and across the UK
have been using generic reflective frameworks and support guides. As identified
in the review of literature and the conclusions to research question three, PE is a
unique subject that requires teachers to teach a broad range of specialist areas.
Therefore, future cohorts of pre-service PE teachers at Ulster University will be
utilising a subject specific support framework, the first of its kind in PETE. The
researcher sees the PE Reflective Wheel as having much potential and he will
endeavour to research its effectiveness with future PE cohorts, which will
undoubtedly create opportunities for improving this resource both in terms of its
content and use by other teacher educators in the field.
Personal and professional value of the study
Conducting this research has provided many benefits for the researcher. From a
personal perspective, it has allowed me to investigate an area that caused much
frustration during my years as a pre-service PE teacher, a practising PE teacher
and a PE teacher educator. Therefore, the outcome of this research has allowed
me to develop a greater understanding of this area, helping to shine a light on
why my experiences of reflective practice prior to this study were unrewarding.
The study has also taught me that I am much more resilient and dedicated than
I thought I ever could be. I have also come to realise that I am always open to
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advice and feedback from supervisors but as the study progressed, I became
more confident in my ability to make decisions as to whether certain suggestions
should be acted upon or not.
From a professional perspective, completing this research has produced many
benefits. Firstly, it has increased my depth of knowledge of reflective practice
theory and how this theory can be applied through the utilisation of various
reflective approaches. As a result, my critical understanding of reflective practice
literature is of a high level, allowing me to effectively lead students’ development
in this area. My knowledge and understanding of AR has also improved whereby
I now appreciate the complexities of this approach and how ‘messy’ it can be. My
ability to conduct focus group interviews has improved along with a better
understanding of how to effectively analyse the emerging data. My writing and
editing skills have also improved. Therefore, I feel prepared to conduct future
research. The final professional benefit is the production of the PE Reflective
Wheel as I believe this will improve my delivery of reflective practice and
consequently provide all future pre-service PE teachers with specific and
effective support in this area.

I

Appendix 1 - Larrivee’s (2004) 4 levels of reflection
Level 1. Pre-reflection
At this level the teacher interprets classroom situations without thoughtful connection to
other events or circumstances. The teacher’s orientation is reactive, believing that
situational contingencies are beyond the teacher’s control. Beliefs and positions about
teaching practices are generalized and not supported with evidence from experience,
theory, or research. The teacher’s perspective is undifferentiated and general regarding
the needs of learners.

Level 2. Surface reflection
At this level the teacher’s examination of teaching methods is confined to tactical issues
concerning how best to achieve predefined objectives and standards. Beliefs and
positions about teaching practices are supported with evidence from experience, not
theory or research. The teacher’s view of learners is somewhat differentiated,
acknowledging the need to accommodate learner differences.

Level 3. Pedagogical reflection
At this level the teacher is constantly thinking about how teaching practices are affecting
students’ learning and how to enhance learning experiences. The teacher’s goal is
continuously improving practice and reaching all students. Reflection is guided by a
pedagogical conceptual framework. Beliefs and positions about teaching are specific and
supported by evidence from experience, as well as being grounded in theory or research.
The teacher’s view of teaching and learning is multidimensional, connecting events
within a broader framework.

Level 4. Critical reflection
At this level the teacher is engaged in ongoing reflection and critical inquiry concerning
teaching actions as well as thinking processes. The teacher holds up both philosophical
ideologies and teaching practices for continuous examination and verification. The
teacher consciously considers how personal beliefs and values, assumptions, family
imprinting, and cultural conditioning may impact on students. The critically reflective
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teacher is concerned with promoting democratic ideals and weighs the ethical and social
implications of classroom practices.
Specific Level criteria on next 2 pages.
Larrivee’s Level Descriptors

Level 1. Pre-reflection
Operates in survival mode, reacting automatically without consideration of alternative
responses
Views student and classroom circumstances as beyond the teacher’s control
Dismisses students’ perspectives without due consideration
Is willing to take things for granted without questioning
Attributes ownership of problems to students or others
Fails to recognise the interdependence between teacher and student actions
Enforces preset standards of operation without adapting or restructuring based on
students’ responses
Fails to consider differing needs of learners
Does not thoughtfully connect teaching actions with student learning or behavior
Sees oneself as a victim of circumstances
Does not support beliefs and assertions with evidence from experience, theory or
research
Is preoccupied with management, control and student compliance
Describes problems simplistically or unidimensionally
Does not see beyond immediate demands of a teaching episode
Focuses on isolated facts, events, or data without broader understanding

III

Defends rather than analyses teaching practices
Responds to conflicts with power assertions rather than engaging in problem-solving
Justifies teaching methods without exploring alternatives
Responds to classroom situations without connecting them to other events
Applies predetermined text templates for assessing information
Makes decisions based on immediate circumstances failing to anticipate for the future
Uses self-confirming
explanations

reasoning

rather

than

considering

alternative

plausible

Level 2. Surface reflection
Reacts to student responses differentially but fails to recognise patterns
Limits analysis of teaching practices to technical questions about teaching techniques
Modifies teaching strategies without challenging underlying assumptions about teaching
and learning
Adjusts teaching practices only to current situation without developing a long-term plan
Supports beliefs only with evidence from experience
Provides limited accommodations for students’ different learning styles
Questions the utility of specific teaching practices but not general policies or practices
Implements solutions to problems that focus only on short-term results
Makes adjustments based on past experience
Fails to connect specific methods to underlying theory
Provides some differentiated instruction to address students’ individual differences

Level 3. Pedagogical reflection

IV

Seeks ways to connect new concepts to students’ prior knowledge
Analyses the impact of task structures, such as cooperative learning groups, partner,
peer or other groupings, on students’ learning
Analyses relationship between teaching practices and student learning
Acknowledges what student brings to the learning process
Has commitment to continuous learning and improved practice
Has genuine curiosity about the effectiveness of teaching practices, leading to
experimentation and risk taking
Recognises the complexity of classroom dynamics
Searches for patterns, relationships and connections to deepen understanding
Identifies alternative ways of representing ideas and concepts to students
Strives to enhance learning for all students
Engages in constructive criticism of one’s own teaching
Considers students’ perspectives in decision making
Adjusts methods and strategies based on students’ relative performance
Sees teaching practices as remaining open to further investigation
Acknowledges gap between what is being accomplished and what needs to be
accomplished
Accepts responsibility for one’s professional practice and learning outcomes

Level 4. Critical reflection
Challenges status quo norms and practices, especially with respect to power and control
Views practice within the broader sociological, cultural, historical, and political contexts
Addresses issues of equity and social justice that arise in and outside of the classroom

V

Considers the ethical ramifications of classroom policies and practices
Acknowledges the social and political consequences of one’s teaching
Acknowledges that teaching practices and policies can either contribute to, or hinder, the
realization of a more just and humane society
Observes self in the process of thinking
Is aware of incongruence between beliefs and actions and takes action to rectify
Challenges assumptions about students and expectations for students
Encourages socially responsible actions in their students
Recognises assumptions and premises underlying beliefs
Is an active inquirer, both critiquing current conclusions and generating new hypotheses
Calls commonly-held beliefs into question
Suspends judgments to consider all options

VI

Appendix 2 - Gibbs’ (1988) Reflective Framework
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Appendix 3 - Ethical documentation
UNIVERSITY OF ULSTER RESEARCH GOVERNANCE
RG2 PEER REVIEW REPORT FORM
Project Title

An exploratory study of the use of various reflective practice approaches to
develop PE student teachers’ critical reflective skills.

Chief Investigator

Student’s name is Dr. Barbara Skinner ( Paul McFlynn)

On the basis of the assessment below, this application:
•

should proceed to the appropriate School/Faculty Research
Governance Filter Committee

•

should be amended by the applicant as indicated in the comments
and then proceed to the appropriate School/Faculty Research
Governance Filter Committee for further consideration

•

requires substantial changes and should be revised and returned
for further review

•

is not viable in its current form and should be withdrawn by the
applicant
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Peer Review conducted by (please
print)

Signature

Date

1JACKIE LAMBE

Jackie Lambe

19/1/18

2. Dr Stanley Black

S Black

19.1.18

Please answer the following questions
1.

Please state your area of expertise in relation to reviewing this application
(i.e. the subject, the methodology, or both).

Experienced masters and PhD supervisor with considerable teaching and
publishing experience in the area of study (Reflective Practice)

2.

How does the proposed research make a contribution to the knowledge
base? Is it otherwise justified for educational or training purposes?

This is an interesting, topical and indeed important area of study for education
generally. It is particularly interesting in the area of Physical Education where
it has the potential to add important new knowledge to the subject area.

3.

How does the application demonstrate appropriate understanding of the
background and key issues on the part of the applicant(s)?

The applicant shows much understanding and practitioner experience of the
area to be studied. As a highly experienced teacher in post primary education
and beyond the ethics submission shows clearly that the applicant has already
a high-level of understand of the area and has the research skills and attributes
to complete the study successfully. The proposal itself shows a level of
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understanding about the issues and is supported by extensive references to
research and policy.
4.

Please comment on the applicant’s record of research in the area or if the
study is otherwise justified as a research/scientific training exercise?

See above. The applicant shows in the documents he has the academic
capabilities and significant practitioner experience and skills to complete the
study successfully.
5.

Please comment on the clarity of the aims and objectives/research
questions?

This is a tightly written and well-articulated submission. Research aim is wellarticulated as are the defined research aims.
6.

Please comment on the adequacy and appropriateness of the
methodology.

Methodology has been well considered and presented here. Much thought has
been given to how the methodology will link to each research question. The
applicant shows clearly he understands the complexities of the research
methods chosen and has provided considerable references to appropriate
literature and research available. The methodology is well defined in this
submission and is sensitive to the age and position of the research participants.
7.

Please comment on the project planning.

Well considered and feasible. The research plan is clearly articulated in this
submission.
8.

Is the envisaged outcome likely to be achieved?

Yes
9.

Have the likely risks and ethical issues been identified and

addressed?

yes

The application and both pages of this form should now be returned to the
Chief Investigator
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UNIVERSITY OF ULSTER RESEARCH GOVERNANCE
RG3 Filter Committee Report Form

Project Title

An exploratory study of the use of various reflective practice
approaches to develop PE student teachers’ critical reflective
skills.
Chief Investigator

Dr Barbara Skinner for Paul McFlynn
Filter Committee

Dr Jackie Lambe and Dr S Black
This form should be completed by Filter Committees for all research project applications
in categories A to D (*for categories A, B, and D the University’s own application form –
RG1a and RG1b – will have been submitted; for category C, the national, or ORECNI,
application form will have been submitted).
Where substantial changes are required the Filter Committee should return an
application to the Chief Investigator for clarification/amendment; the Filter Committee
can reject an application if it is thought to be unethical, inappropriate, incomplete or not
valid/viable.
Only when satisfied that its requirements have been met in full and any
amendments are complete, the Filter Committee should make one of the following
recommendations:

The research proposal is complete, of an appropriate standard and is in
•

category A and the study may proceed*

•

category B and the study must be submitted to the University’s Research Ethics
Committee** Please indicate briefly the reason(s) for this categorisation
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•

category C and the study must be submitted to ORECNI along with the necessary
supporting materials from the Research Governance Section***

category D and the study must be submitted to the University’s Research Ethics
Committee**

Signed:

Dr Stanley Black

Date: 19.1.18

*The application form and this assessment should now be returned to the Chief
Investigator. The Filter Committee should retain a copy of the complete set of
forms.
** The application form and this assessment should now be returned to the Chief
Investigator so that he/she can submit the application to the UUREC via the
Research Governance section. The Filter Committee should retain a copy of the
complete set of forms for their own records.

*** The application form and this assessment should now be returned to the Chief
Investigator so that he/she can prepare for application to a NRES/ORECNI
committee. The Filter Committee should retain a copy of the complete set of forms
for their own records.

For all categories, details of the application and review outcome should be
minuted using the agreed format and forwarded to the Research Governance
section
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Please complete the following
The application should be accompanied by an appropriate and favourable Peer Review
Report Form (if not, the Filter Committee should be prepared to address this as part of
its review). Please comment on the peer review (include whether or not there is evidence
that the comments of the peer reviewers have been addressed).

The peer review was judged favourable

Please provide an assessment of all component parts of the application, including
questionnaires, interview schedules or outline areas for group discussion/unstructured
interviews.

All component parts of the application were judged satisfactory.

Please comment on the consent form and information sheet, in particular the level of
language and accessibility.

The consent forms and information sheets are satisfactory

Please comment on the qualifications of the Chief and other Investigators.

The Chief investigator shows in the documents he has the academic capabilities and
significant practitioner experience and skills to complete the study successfully.
Supervisors are extremely experienced.
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Please comment on the risks present in conducting the study and whether or not they
have been addressed.

The risks are medium and have been assessed to be sufficiently addressed.

Please indicate whether or not the ethical issues have been identified and addressed.

There are no major ethical issues

Please comment on whether or not the subjects are appropriate to the study and the
inclusion/exclusion criteria have been identified and listed

Yes, subjects are appropriate
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Student information sheet
Dear PGCE student,

As part of my ongoing PhD research surrounding Reflective Practice, I wish to
use all data relating to your daily lesson plan annotations/reflections, online
weekly reflections and lesson observations. The purpose of this is to analyse your
approach to reflection and how it impacted your future planning and teaching.
The analysis process will be conducted in such a way where individuals will not
be identified.
You do not have to take part in this research and should you decide not to
participate, please be assured that you will not be penalized in any way. If you
decide to take part you must also know that you are free to change your mind
and withdraw at any time.
If you have any further questions or queries about this research please call Paul
McFlynn at 02870124615 or email Paul McFlynn at p.mcflynn@ulster.ac.uk
If you wish to make a complaint at any stage you can contact Dr Barbara Skinner
on 02870124662 or email Dr Barbara Skinner at b.skinner@ulster.ac.uk. Should
you make a complaint you will receive an appropriate response within 5 working
days of receipt of complaint. If you believe the complaint to be particularly serious
and do not feel comfortable raising this with Dr Skinner then you can contact
Professor Linda Clarke (Director of Research for School of Education) on
02870124254 or email Professor Linda Clarke at lm.clarke@ulster.ac.uk.
Professor Clarke will issue you with a CR1 form which you then complete,
detailing the nature of your complaint and of any attempts made to resolve the
issue informally. Should you make a complaint to Professor Clarke you will
receive an appropriate response within 10 working days of receipt of the CR1
form outlining what action has been taken or is proposed to resolve your
complaint. With your permission the complaint will also be reported to the
University’s Research Governance section.

Yours sincerely,
Paul McFlynn
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Student Focus Group Consent
*delete below as appropriate*

I am willing/not willing to take part in the focus group interview described on the
information sheet.

I understand that the interview will be audio recorded and transcribed for analysis
purposes.

I understand that I will be given access to the transcription should I request this
information.

(student signature)

(date)
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Parent Information Sheet
Project title: The use of video recorded PE lessons to help develop students'
critical reflective skills.
Dear parent/guardian,
I am currently conducting research with my PE student teachers around the
concept of Reflective practice which will help them to think more deeply about
their teaching and pupil learning. One aspect we wish to investigate is the use of
video to record PE lessons as video is regularly used by PE teachers so they can
replay the lesson and identify areas for improvement.
Your child is currently taught by our PE student and the student has identified
your child's class as the group he/she wishes to teach whilst being videoed. Only
one lesson will be videoed and the PE teacher will take on the role of recording
the lesson. Your child will not be expected to do anything different, he/she will
just be asked to participate as normal in the PE lesson. The majority of the video
will focus on the PE student but we will need to capture pupil participation so that
we can assess the quality of pupil learning. The videoed lesson will only be
viewed by 3 people: the PE student, the PE teacher and myself. Once the video
has been observed and analysed the recording will be permanently deleted. Any
written work connected to this video will not use pupils' names, ensuring that
pupils cannot be identified.
Participation in this study is voluntary. Your child has the right not to take part or
leave the study at any time. If your child decides to withdraw from the study
he/she must inform his/her PE teacher. Should you wish your child not to take
part in the PE lesson they will observe the lesson from a position behind the
camera, thus ensuring they will not be captured on video. They will complete nonparticipant activities which is normal practice when any pupil cannot take part in
PE lessons. These activities will engage your child in appropriate learning
activities connected to the content of the lesson.
If you have any further questions or queries about this research please call Paul
McFlynn on 02870124615 or email Paul McFlynn at p.mcflynn@ulster.ac.uk
If you wish to make a complaint at any stage you can contact Dr Barbara Skinner
on 02870124662 or email Dr Barbara Skinner at b.skinner@ulster.ac.uk. Should
you make a complaint you will receive an appropriate response within 5 working
days of receipt of complaint. If you believe the complaint to be particularly serious
and do not feel comfortable raising this with Dr Skinner then you can contact
Professor Linda Clarke (Director of Research for School of Education) on
02870124254 or email Professor Linda Clarke at lm.clarke@ulster.ac.uk.
Professor Clarke will issue you with a CR1 form which you then complete,
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detailing the nature of your complaint and of any attempts made to resolve the
issue informally. Should you make a complaint to Professor Clarke you will
receive an appropriate response within 10 working days of receipt of the CR1
form outlining what action has been taken or is proposed to resolve your
complaint. With your permission the complaint will also be reported to the
University’s Research Governance section to be recorded.
Yours sincerely,
Paul McFlynn
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Pupil Information sheet

Project title: The use of video recorded PE lessons to help develop students' critical
reflective skills.
Investigator: Mr. Paul McFlynn
We are doing a research study with our PE students about how they can think better
about their teaching and pupil learning. We want to use video to record the students'
teaching so that they have the opportunity to replay the video and identify areas for
improvement. In order to assess how well the teacher has taught we will need to see the
pupils perform, so you and all your classmates will be on the video.
You do not have to do anything different as it will just be a normal PE lesson and you will
therefore not come to any harm. Your performance is not being assessed. You do not
have to take part in this study and if you do decide to take part you can withdraw at any
time.
If you are happy to be videoed we want you to understand that the video will only be
watched by the PE student, your PE teacher and me. Once we are finished watching the
video, it will be permanently deleted from the school’s recording device and the
researcher’s computer. As part of this study, I will write about the videoed lesson but
your name will not be used. Your parents/guardians know about the study too.
If your parent or guardian has any questions about this research they can call Paul
McFlynn on 02870124615 or email Paul McFlynn at p.mcflynn@ulster.ac.uk
If you wish to make a complaint at any stage your parent or guardian can contact Dr
Barbara Skinner on 02870124662 or email Dr Barbara Skinner at
b.skinner@ulster.ac.uk. Should your parent/guardian make a complaint on your behalf
you will receive an appropriate response within 5 working days of receipt of complaint. If
you believe the complaint to be particularly serious and do not feel comfortable raising
this with Dr Skinner then your parent/guardian can contact Professor Linda Clarke
(Director of Research for School of Education) on 02870124254 or email Professor Linda
Clarke at lm.clarke@ulster.ac.uk. Professor Clarke will issue you with a CR1 form which
you then complete, detailing the nature of your complaint and of any attempts made to
resolve the issue informally. Should your parent/guardian make a complaint to Professor
Clarke on your behalf, you will receive an appropriate response within 10 working days
of receipt of the CR1 form outlining what action has been taken or is proposed to resolve
your complaint. With your permission the complaint will also be reported to the
University’s Research Governance section.
Thank you for taking the time to read this information sheet.

Yours sincerely,
Paul McFlynn
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Appendix 4 - Focus Group Schedules
End of PGCE June 2018
1. What are your general thoughts on the role of reflection in teaching and
learning?
2. Did you find the annotation of daily lesson plans to be useful or not? If so,
why and if not, why not?
3. How useful were the annotations in terms of helping to form your weekly
reflections?
4. What are your views on the benefits or not of completing the weekly
reflection?
5. How useful was Gibbs’ framework in helping you structure your reflections?
6. What are your views on having engaged in the online discussion forum?
7. How useful was the peer review process for you? (Question 1 and 2)
8. How did the post lesson discussion impact your reflection on the peer
reviewed lesson?
9. How useful was the video-assisted reflection exercise?
10. Of all the approaches we have taken to reflection, what approach would
you choose to continue with and why? (Question 1 and 2)
11. Can you think of any occasions where your reflections resulted in improved
pupil learning?
12. Did you find it easier to reflect on an area of the curriculum that was your
strength or on an area that requires development? (Question 3)
13. How important will reflection be for you when you start teaching next year?
14. Anything to add before we finish up?
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End of Induction year
1. What approaches to reflection did you use during your first year of
teaching?
2. Did you find it easy to reflect this year?
3. Was reflective practice encouraged in your school, either at department or
whole school level?
4. Did you see any evidence within the school of reflection influencing
forward planning with changes to units of work etc?
5. Any focus on self-evaluation that may feed into reflection?
6. Any examples of when reflective practice positively or negatively impacted
your teaching and pupil learning?
7. Were those changes just mental notes or planner notes?
8. Were you given any advice within school as to how you should approach
your induction?
9. Did you all observe other staff teach?
10. How useful was it observing other staff, in terms of getting you to reflect
on your practice?
11. What did you think of the feedback you received and how useful was it to
reflect on?
12. Would you rather be observed by a PE specialist’?
13. Anything to add around your experience of reflection in schools?
14. Back to PGCE, be honest. How useful was the preparation during PGCE
for helping you approach reflection during your first year as a qualified
teacher?
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15. Do you have any recommendations or suggestions for us as a course team
as to how we might make our focus on reflective practice more effective?
16. Anything else to add folks?
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Appendix 5 - Moderation of reflections

School Experience 1

School Experience 2

First review

Moderation

First review

Moderation

Student A

Pre-reflective

Pre-reflective

Pre-reflective

Pre-reflective

Student B

Surface

Surface

Surface

Surface

Student C

Pre-reflective

Pre-reflective

Surface

Surface

Student D

Surface (agreed)

Pre-reflective

Pedagogical

Pedagogical

Student E

Surface

surface

Surface

Surface

Student F

Surface (agreed)

Pre-reflective

Surface

Surface

Student G

Pedagogical

Pedagogical

Pedagogical

Pedagogical

Student H

Surface

Surface

Pedagogical

Pedagogical

Student I

Pre-reflective

Pre-reflective

Surface

Surface

Student J

Pre-reflective

Pre-reflective

Pre-reflective

Pre-reflective

Student K

Pre-reflective
(agreed)

Surface

Surface

Surface

Table above shows that the researcher and moderator agreed on 19/22
reflections. Those in red are where disagreements occurred. These three
reflections were revisited using Larrivee’s Framework and agreement reached.

Below are examples of how the researcher and moderator assessed the
reflections using Larrivee’s levels descriptors.
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MP - McFlynn, Paul

Student D SE1 (Researcher’s assessment)

Commented [MP1]: Overall level – surface.

Hockey Year 8LE
05/12/17
Description:
This reflection focuses on lesson four of hockey for year 8. The aim of this
lesson was to explore the block tackle in hockey. When I have taught this class
I had noted that they can be quite challenging at times. Previously the
behaviour of the pupils unfortunately dictated the lesson, however last week
there was a huge improvement. I was continuing with the stamp reward system
this week where first three ready get a stamp in their homework diary. At the
beginning of the lesson the learning intentions were outlined and pupils were
questioned on the previous week. Behaviour management was also reinforced
as to what was expected from pupils. The warm up consisted of a recap of
dribbling. Unfortunately after last weeks progression, there was a regression in
technique. I think it was possibly due to s week missed of PE for exam week.
Pupils were forgetting how to hold the stick and the basic teaching points for
dribbling and passing. With promoting we eventually progressed, it just took a
lot longer to recap than anticipated. Each skill had to be broken down again
before we could progress the lesson to blocking. The lesson was differentiated
which helped with the flow of the class and it finished with small sided games.
At the end of the lesson pupils were questioned on what they had learnt today
and were introduced to next weeks topic.

Commented [MP2]: Description sections were not assessed
as they only provide context.

Feelings:
Prior to the lesson I was prepared to teach this class. I was hoping to witness
the progression from the previous week and pupils enjoy the lesson and that
learning was taking place.
Evaluation: What was good and bad about the experience?
Good:
The lesson contained a good introduction to the lesson with the learning
intentions outlined. The behaviour management strategy of stamp rewards
again was very effective in the changing time. The warm up was a recap of
dribbling and how to how to hold the stick. This was necessary at this stage All
pupils could (with prompting) verbally address the teaching points and after
guidance demonstrate the correct technique. The lesson was effectively
differentiated to ensure the lesson ran smoothly and efficiently. The skills were
developed in isolation and then progressed . Individual, specific feedback was
given to pupils. Blocking was introduced this week in groups of 4. As the lesson
progressed learning and development of pupils was observed. The lesson
finished with small sided conditioned games.
Areas to improve:
The main challenge of the lesson was the regression in technique. Recapping
technique took a lot longer than was planned. More time was spent recalling

Commented [MP3]: Preoccupied with management and
control.

Commented [MP4]: Link to previous learning, sees link
between teaching and learning and some awareness of need
to differentiate.
Commented [MP5]: Preoccupied with control
Commented [MP6]: No consideration of alternative
approaches.
Commented [MP7]: Some focus on pupil learning
Commented [MP8]: No consideration of alternative
approaches.
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how to hold the stick and dribbling/passing technique. Therefore less time was
spent developing the blocking technique. I therefore am looking new ways to
recall techniques and introduce new skills. This class is the bottom tier year 8,
with every pupil in the SEN register, therefore some things may take longer than
anticipated.
Analysis: What can you make of the situation?
Upon reflection a video or visual demonstration for the recall of the teaching
points would have been beneficial. The behaviour management was not an
issue this week so it is encouraging to see the benefits of the rewards system. I
hope to implement more strategies to enhance the recapping and teaching of
new skills.
Conclusion:
Overall the lesson was challenging but frustrating but it improved as the lesson
continued. Majority of the pupils engaged however I am looking for some new
strategies to engage those pupils who were not badly behaved but just had a
lack of focus or interest. I adapted my lesson to what I observed as the needs of
the pupils. The learning intentions that were outlined at the start of the lesson
were met throughout the lesso n. I set smaller targets for some pupils and
ensured the lesson was differentiated. Whilst my demonstrations are getting
better, I can still improve in this area’.
Action Plan:
If I was teaching this lesson again I would look to include more strategies to
recap the teachings from the previous week. Maybe a video visual reminder first
would help pupils recall teachings This would ensure pupils were being suitably
challenged and active throughou t Further, the use of positive behaviour
rewards again was very effective.

Student D SE1 ( Moderator’s assessment)
Hockey Year 8LE
05/12/17
Description:
This reflection focuses on lesson four of hockey for year 8. The aim of this
lesson was to explore the block tackle in hockey. When I have taught this class
I had noted that they can be quite challenging at times. Previously the
behaviour of the pupils unfortunately dictated the lesson, however last week
there was a huge improvement. I was continuing with the stamp reward system
this week where first three ready get a stamp in their homework diary. At the
beginning of the lesson the learning intentions were outlined and pupils were
questioned on the previous week. Behaviour management was also reinforced
as to what was expected from pupils. The warm up consisted of a recap of
dribbling. Unfortunately after last weeks progression, there was a regression in
technique. I think it was possibly due to s week missed of PE for exam week.
Pupils were forgetting how to hold the stick and the basic teaching points for

Commented [MP9]: Awareness to regress and not blame
pupils – developing an insight into how pupils learn

Commented [MP10]: Considering other options but shortterm
Commented [MP11]: Focus on behaviour again.
Commented [MP12]: Prepared to adjust approaches but no
focus on long-term development. Questions limited to teaching
techniques.

Commented [MP13]: Simplistic – taken for granted.
Commented [MP14]: Need to improve but no theory link.

Commented [MP15]: Using self-confirming reasoning.

Commented [MP16]: Pre-reflective
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TS - Taggart, Samuel

dribbling and passing. With promoting we eventually progressed, it just took a
lot longer to recap than anticipated. Each skill had to be broken down again
before we could progress the lesson to blocking. The lesson was differentiated
which helped with the flow of the class and it finished with small sided games.
At the end of the lesson pupils were questioned on what they had learnt today
and were introduced to next weeks topic.
Feelings:
Prior to the lesson I was prepared to teach this class. I was hoping to witness
the progression from the previous week and pupils enjoy the lesson and that
learning was taking place.
Evaluation: What was good and bad about the experience?
Good:
The lesson contained a good introduction to the lesson with the learning
intentions outlined. The behaviour management strategy of stamp rewards
again was very effective in the changing time. The warm up was a recap of
dribbling and how to how to hold the stick. This was necessary at this stage. All
pupils could (with prompting) verbally address the teaching points and after
guidance de monstrate the correct technique. The lesson was effectively
differentiated to ensure the lesson ran smoothly and efficiently. The skills were
developed in isolation and then progressed. Individual, specific feedback was
given to pupils. Blocking was introduced this week in groups of 4. As the lesson
progressed learning and development of pupils was observed. The lesson
.
Areas to improve:
The main challenge of the lesson was the regression in technique. Recapping
technique took a lot longer than was planned. More time was spent recalling
how to hold the stick and dribbling/passing technique. Therefore less time was
spent developing the blocking technique. I therefore am looking new ways to
recall techniques and introduce new skill . This class is the bottom tier year 8,
with every pupil in the SEN register, therefore some things may take longer than
anticipated.
Analysis: What can you make of the situation?
Upon reflection a video or visual demonstration for the recall of the teaching
points would have been beneficial. The behaviour management was not an
issue this week so it is encouraging to see the benefits of the rewards system. I
hope to implement more strategies to enhance the recapping and teaching of
new skills.
Conclusion:
Overall the lesson was challenging but frustrating but it improved as the lesson
continued. Majority of the pupils engaged however I am looking for some new
strategies to engage those pupils who were not badly behaved but just had a
lack of focus or interest I adapted my lesson to what I observed as the needs of
the pupils. The learning intentions that were outlined at the start of the lesson
were met throughout the lesson. I set smaller targets for some pupils and
ensured the lesson was differentiated. Whilst my demonstrations are getting
better, I can still improve in this area.

Commented [TS17]: Failing to ID role of teacher in this
‘progression’

Commented [TS18]: Focused on management

Commented [TS19]: Some consideration of accommodating
different learners but no explanation given

Commented [TS20]: Largely descriptive

Commented [TS21]: Makes decisions based on immediate
circumstances
Commented [TS22]: Questions utility of specific practices
Commented [TS23]: Somehow manages to consider SEN
as a homogeneous issue

Commented [TS24]: fails to connect specific new method
with underlying theory

Commented [TS25]: modifies without challenging
assumptions
Commented [TS26]: provides limited accommodation for
different students needs
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Action Plan:
If I was teaching this lesson again I would look to include more strategies to
recap the teachings from the previous week. Maybe a video visual reminder first
would help pupils recall teachings. This would ensure pupils were being suitably
challenged and active throughout. Further, the use of positive behaviour
rewards again was very effective.

Commented [TS27]: responsive but limited

Review
The researcher’s assessment shows that there is slightly more green (surface)
than yellow (pre-reflective) thus this reflection was categorised as surface level,
whilst it can be seen that the moderator assessed this reflection as prereflective. The researcher and the moderator reassessed this reflection together
using Larrivee’s level descriptor. To provide clarity as to how this worked, an
example has been provided below where reflective segments were categorised
differently by the researcher and the moderator:
The warm up was a recap of dribbling and how to how to hold the stick. This
was necessary at this stage. All pupils could (with prompting) verbally address
the teaching points and after guidance demonstrate the correct technique. The
lesson was effectively differentiated
The warm up was a recap of dribbling and how to how to hold the stick. This
was necessary at this stage. All pupils could (with prompting) verbally address
the teaching points and after guidance demonstrate the correct technique. The
lesson was effectively differentiated

Commented [MP28]: Link to previous learning, sees link
between teaching and learning and some awareness of need
to differentiate.

Commented [TS29]: Some consideration of accommodating
different learners but no explanation given

When the researcher and moderator consulted Larrivee’s levels, the moderator
immediately noted that this segment should not be pre-reflective in that it did not
align with this pre-reflective description: ‘Does not thoughtfully connect teaching
actions with student learning or behavior’. It is clear that student D was making a
connection between her teaching approach and pupil learning, therefore the segment
matched with these surface level descriptors ‘Limits analysis of teaching practices
to technical questions about teaching techniques’ and ‘Provides some
differentiated instruction to address students’ individual differences’. It was
agreed that this reflection be categorised as surface level.

Student F – SE1
2nd Lesson (difficult/weaker lesson)
Description (what happened?)
This lesson was focused on Year 10 Gymnastics with group of Girls. We were
focusing on Shapes and Rolls; working towards a sequence as the final activity.
The lesson started off well and the girls recapped the shapes from previous
lesson. I introduced 4 basic rolls which were the Pencil, Teddy Bear, Dish and
Egg Roll. The girls didn’t possess much prior knowledge with regards to the
appropriate names for these rolls but I allowed them the opportunity to explore

Commented [MP30]: Surface level.
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these throughout the lesson. This was the period before dinner time and I think
the girls were slightly distracted at times. However, the level of participation was
good, particularly in the warm-up and the first half of the lesson. They seemed
less engaged in the 2nd half of the lesson, although it is possible they were tired
and maybe I tried to squeeze in too many activities. I allowed them to use music
as long as they remained on task for the sequences and this worked well and
they completed the task cards as requested by myself at the beginning of the
lesson.
Feelings (what were you thinking and feeling?)
My confidence in teaching has gradually improved for Gymnastics as it is an
activity that I would be nervous about teaching solely because of the lack of
experience with it. However, with this particular content I was teaching, I felt
confident in my ability to deliver a quality lesson Immediately after the lesson I
felt just ok as I had expected the girls to really enjoy the lesson and I felt some
pupils could have gotten more out of the lesson- this deflated me a little.

Commented [MP31]: Honest but focused on teaching
techniques as opposed to underlying theory/pupil learning.
Commented [MP32]: Self-confirming
Commented [MP33]: Not blaming pupils – accepting
responsibility

Evaluation (What was good/bad about this experience?)
Good- the content that we were working with some found it really fun and
enjoyable and engaged well throughout the lesson. However the majority
struggled with Teddy Bear roll but I broke it down as best as I could and used
pupil demo to highlight proper technique and teaching points to achieve it.
Pupils worked really well in the peer observation task some very good and
creative sequences were performed and a few pupils performed for the whole
class.
Bad- whilst some pupils were distracted, I feel I have to take responsibility for
this. During the lesson I felt as if some pupils were not doing their best but when
I look back, I realise that I should have differentiated the tasks much better to
suit all pupils. Some pupils were obviously finding the tasks difficult and were
displaying more avoidance behaviour. Perhaps I was aware during the lesson
but just kept to the plan instead of changing the plan. I need to increase my
knowledge in gymnastics so that I can have the confidence to change things
there and then. Peer review comments were not focused on the task
card/teaching cards however, I now realise that this approach is relatively new
for these girls.
Analysis (What else can you make of the situation)
Overall, the lesson went well but could have been better. Better differentiation
would have allowed all pupils to progress at their level and thus succeed. My
lack of subject knowledge and expertise in this area definitely hampered this
lesson - I need to address this. Pupils demonstrated and highlighted the
appropriate names of all shapes and rolls which was the intentions for the
lesson but I could also have stretched and challenged the more able pupils. I
need to model good feedback so that the pupils can begin to improve in this
area.
Conclusion (what else could you have done?)

Commented [MP34]: Self-confirming, describing problems
simplistically.

Commented [MP35]: Honest and recognizing need to
improve for future practice – not blaming pupils

Commented [MP36]: Some awareness of how pupils learn.

Commented [MP37]: Awareness of differentiating for all
pupils but lack of focus on long-term development. Taking
responsibility and not blaming pupils. Focus on learning and
sees link between his practice and pupil learning.
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If could have allowed some pupils a longer time to explore the rolls and then
differentiated the final task, meaning they could have completed a sequence but
one less difficult. My demonstrations could also be clearer.
Action Plan (If it raised again what would you do?)
If I was to repeat this lesson again I would encourage the pupils to be more
detailed and precise on their feedback process by using the teaching/task
cards. A greater range of activities would be required to cater for less able and
more able pupils. To do this properly, I would need to be confident in how I do
this, therefore my knowledge and understanding needs to increase - this can be
achieved by further CPD in this area.

Commented [MP38]: Awareness of modifying teaching
approaches but only to current situation.

Commented [MP39]: Link between teaching and learning.
Focus on differentiation and seeing link between his practice
and pupil learning.
Commented [MP40]: Focus on long-term development.

Moderator’s assessment
2nd Lesson (difficult/weaker lesson)
Description (what happened?)
This lesson was focused on Year 10 Gymnastics with group of Girls. We were
focusing on Shapes and Rolls; working towards a sequence as the final activity.
The lesson started off well and the girls recapped the shapes from previous
lesson. I introduced 4 basic rolls which were the Pencil, Teddy Bear, Dish and
Egg Roll. The girls didn’t possess much prior knowledge with regards to the
appropriate names for these rolls but I allowed them the opportunity to explore
these throughout the lesson. This was the period before dinner time and I think
the girls were slightly distracted at times. However, the level of participation was
good, particularly in the warm-up and the first half of the lesson. They seemed
less engaged in the 2nd half of the lesson, although it is possible they were tired
and maybe I tried to squeeze in too many activities. I allowed them to use music
as long as they remained on task for the sequences and this worked well and
they completed the task cards as requested by myself at the beginning of the
lesson.
Feelings (what were you thinking and feeling?)
My confidence in teaching has gradually improved for Gymnastics as it is an
activity that I would be nervous about teaching solely because of the lack of
experience with it. However, with this particular content I was teaching, I felt
confident in my ability to deliver a quality lesson. Immediately after the lesson I
felt just ok as I had expected the girls to really enjoy the lesson and I felt some
pupils could have gotten more out of the lesson- this deflated me a little.

Commented [TS41]: Does not connect teaching actions with
learning

Evaluation (What was good/bad about this experience?)
Good- the content that we were working with some found it really fun and
enjoyable and engaged well throughout the lesson. However the majority
struggled with Teddy Bear roll but I broke it down as best as I could and used
pupil demo to highlight proper technique and teaching points to achieve it.
Pupils worked really well in the peer observation task some very good and

Commented [TS42]: Decisions based on immediate
circumstances
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creative sequences were performed and a few pupils performed for the whole
class.
Bad- whilst some pupils were distracted, I feel I have to take responsibility for
this. During the lesson I felt as if some pupils were not doing their best but when
I look back, I realise that I should have differentiated the tasks much better to
suit all pupils. Some pupils were obviously finding the tasks difficult and were
displaying more avoidance behaviour. Perhaps I was aware during the lesson
but just kept to the plan instead of changing the plan. I need to increase my
knowledge in gymnastics so that I can have the confidence to change things
there and then. Peer review comments were not focused on the task
card/teaching cards however, I now realise that this approach is relatively new
for these girls.
Analysis (What else can you make of the situation)
Overall, the lesson went well but could have been better. Better differentiation
would have allowed all pupils to progress at their level and thus succeed. My
lack of subject knowledge and expertise in this area definitely hampered this
lesson - I need to address this. Pupils demonstrated and highlighted the
appropriate names of all shapes and rolls which was the intentions for the
lesson but I could also have stretched and challenged the more able pupils. I
need to model good feedback so that the pupils can begin to improve in this
area.

Commented [TS43]: self confirming at best

Commented [TS44]: makes adjustment based on prior
experience but with limited exploration

Commented [TS45]: focus on technicalities
Commented [TS46]: dismissive of potential underlying
cause

Commented [TS47]: simplistic explanation

Conclusion (what else could you have done?)
If could have allowed some pupils a longer time to explore the rolls and then
differentiated the final task, meaning they could have completed a sequence but
one less difficult. My demonstrations could also be clearer.
Action Plan (If it raised again what would you do?)
If I was to repeat this lesson again I would encourage the pupils to be more
detailed and precise on their feedback process by using the teaching/task
cards. A greater range of activities would be required to cater for less able and
more able pupils To do this properly, I would need to be confident in how I do
this, therefore my knowledge and understanding needs to increase - this can be
achieved by further CPD in this area.
Review
Again, it is clear to see how these assessments differed. The following example
shows how one of these differences was resolved:
Overall, the lesson went well but could have been better. Better differentiation
would have allowed all pupils to progress at their level and thus succeed. My
lack of subject knowledge and expertise in this area definitely hampered this
lesson - I need to address this.

Overall, the lesson went well but could have been better. Better differentiation
would have allowed all pupils to progress at their level and thus succeed. My

Commented [MP48]: Awareness of differentiating for all
pupils but lack of focus on long-term development. Taking
responsibility and not blaming pupils. Focus on learning and
sees link between his practice and pupil learning.
Commented [TS49]: simplistic explanation
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lack of subject knowledge and expertise in this area definitely hampered this
lesson – I need to address this

When the researcher and the moderator reviewed this segment, it was agreed
that it should be categorised as surface level and was matched to the following
descriptors:
‘Provides some differentiated instruction to address students’ individual
differences’ and ‘Modifies teaching strategies without challenging underlying
assumptions about teaching and learning’ . It was agreed that this reflection be
categorised as surface level.

Student H SE2

Commented [MP50]: This was deemed appropriate based
on the student’s intention to modify their teaching.

Commented [MP51]: Pedagogical

Description: What happened?
This was my fifth lesson of badminton with 9o consisting of twenty one pupils
(boys and girls). The aim of the lesson was to explore and perform the net shot
in badminton. At the beginning of the lesson pupils were asked to set up the
equipment (very quick) and introduced to the learning intentions and success
criteria. The pupils took part in a court familiarisation warm up which consisted
of a pulse raiser using the badminton court lines in collaboration with a teacher
led stretch and shuttlecock tap (racket familiarisation). The pupils were then
progressed into a fun game (last pupil standing) to finish the warm up. Teacher
and pupil demonstrations were used to enhance learning and allow pupils to
see what was expected during execution of the net shot. The pupils were put
back into their pairs from the warm up and asked to explore the net shot in
activity one before being progressed onto net rallies (forecourt to forecourt) in
activity two. During both activities I continually observed, questioned and
modified technique, however, for two boys a lot of messing around filtered into
gameplay. Groups were split up before being progressed into badminton rallies
which concluded the main activities in the lesson. The cool down consisted of
equipment take down, shuttlecock tap and a stretch.
Feelings: What were you thinking and feeling?
Before equipment was set up I had a word with the class regarding their
behaviour in the previous lesson and was hoping this would cure the proble Im.
was also better prepared in terms of knowing pupil abilities thus differentiation
was better planned for.
Evaluation: What was good and bad about the experience?
Positives from the lesson:
During the lesson I continually stopped, questioned and modified technique
(progressions/regressions) when needed. Task cards were referred to regularly
(especially during activity one) with visible improvements in technique
afterwards. Instructions were clear and concise which works well for this class
(the longer they are standing around the more they begin to misbehave).
Teacher and pupil demonstrations were used once again, with follow up video

Commented [MP52]: Self-confirming and preoccupied with
behaviour.
Commented [MP53]: Focus on differentiation.

Commented [MP54]: Awareness of differentiation, focus on
pupil learning and some insight into how these pupils learn.
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demonstrations available if pupils needed to refer back to them (iPad). It’s also
clear to see from gameplay that pupils are becoming more and more
knowledgeable on the rules and boundaries of badminton (independently
making decisions).
Areas for improvement:
When two of the boys were progressed into their net rallies they began to mess
around. Not only did this disrupt their own learning but that of others as well.
The two boys were quickly split up, however, they still managed to disrupt those
around them in stages. On reflection, I realise that these boys were probably
struggling with the rallies and therefore messed about because it was too
difficult. My first thought was to blame them but I need to take responsibility - if
the activities were engaging enough they perhaps wouldn’t mess around.
Progressions need to be more suitable and cater for all pupils where there is a
focus on tailoring the teaching strategies to suit the individuals in this class.
Analysis: What else can you make of the situation?
Whilst I catered effectively for 90% of the group, I need to cater for all pupils.
Badminton not being an area of expertise means that I didn’t have the
knowledge to change it up there and then. Even now, I’m not sure what I could
have done to progress better. This is an area I need to work on. Have enrolled
for Shuttletime course so this should help.
However, I realise that it will take years of work to become an expert in this
area.
Conclusion: What else could you have done?
I could have used different teaching strategies to engage all pupils - perhaps
too teacher led at times. Pupils could get more out of it by exploring techniques
for longer. Better observation of pupils in early stages would have allowed me to
see that the two boys were struggling.
Action plan: If it rose again what would you do?
If the lesson rose again I would plan for more appropriate progressions that
allow all pupils to learn at their level. I would explore the use of different
teaching strategies that allow pupils to develop deeper learning such as guided
discovery as I think I can be too teacher led at times. This is something I need
to work on to find the right balance.
Moderator’s assessment
Student H SE2
Description: What happened?
This was my fifth lesson of badminton with 9o consisting of twenty one pupils
(boys and girls). The aim of the lesson was to explore and perform the net shot
in badminton. At the beginning of the lesson pupils were asked to set up the
equipment (very quick) and introduced to the learning intentions and success
criteria. The pupils took part in a court familiarisation warm up which consisted
of a pulse raiser using the badminton court lines in collaboration with a teacher
led stretch and shuttlecock tap (racket familiarisation). The pupils were then

Commented [MP55]: Focus on supporting pupil learning.

Commented [MP56]: Focus on pupil learning and adapted

Commented [MP57]: Taking responsibility, critiquing his
practice and seeing clear link between his teaching and pupil
learning. A focus on the learning for all pupils.

Commented [MP58]: Again – focus on learning for all pupils.
Appropriate CPD identified – commitment to continuous
learning.

Commented [MP59]: Focusing on relationship between his
teaching and pupil learning.

Commented [MP60]: Use of relevant theory. Identifying
different ways of presenting concepts to pupils.
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progressed into a fun game (last pupil standing) to finish the warm up. Teacher
and pupil demonstrations were used to enhance learning and allow pupils to
see what was expected during execution of the net shot. The pupils were put
back into their pairs from the warm up and asked to explore the net shot in
activity one before being progressed onto net rallies (forecourt to forecourt) in
activity two. During both activities I continually observed, questioned and
modified technique, however, for two boys a lot of messing around filtered into
gameplay. Groups were split up before being progressed into badminton rallies
which concluded the main activities in the lesson. The cool down consisted of
equipment take down, shuttlecock tap and a stretch.
Feelings: What were you thinking and feeling?
Before equipment was set up I had a word with the class regarding their
behaviour in the previous lesson and was hoping this would cure the problem. I
was also better prepared in terms of knowing pupil abilities thus differentiation
was better planned for.
Evaluation: What was good and bad about the experience?
Positives from the lesson:
During the lesson I continually stopped, questioned and modified technique
(progressions/regressions) when needed. Task cards were referred to regularly
(especially during activity one) with visible improvements in technique
afterwards. Instructions were clear and concise which works well for this class
(the longer they are standing around the more they begin to
misbehave).Teacher and pupil demonstrations were used once again, with
follow up video demonstrations available if pupils needed to refer back to them
(iPad). It’s also clear to see from gameplay that pupils are becoming more and
more knowledgeable on the rules and boundaries of badminton (independently
making decisions).
Areas for improvement:
When two of the boys were progressed into their net rallies they began to mess
around. Not only did this disrupt their own learning but that of others as well.
The two boys were quickly split up, however, they still managed to disrupt those
around them in stages. On reflection, I realise that these boys were probably
struggling with the rallies and therefore messed about because it was too
difficult. My first thought was to blame them but I need to take responsibility - if
the activities were engaging enough they perhaps wouldn’t mess around.
Progressions need to be more suitable and cater for all pupils where there is a
focus on tailoring the teaching strategies to suit the individuals in this class.
Analysis: What else can you make of the situation?
Whilst I catered effectively for 90% of the group, I need to cater for all pupils.
Badminton not being an area of expertise means that I didn’t have the
knowledge to change it up there and then. Even now, I’m not sure what I could
have done to progress better. This is an area I need to work on. Have enrolled
for Shuttletime course so this should help. However, I realise that it will take
years of work to become an expert in this area.

Commented [TS61]: Modifies but without challenging
underlying assuptions

Commented [TS62]: supports believe but only with evidence
of exp

Commented [TS63]: considers students perspectives in
decision making
Commented [TS64]: accepts responsibility and sees link
between teaching and learning

Commented [TS65]: strives to ehnace learning for all
learners

Commented [TS66]: Acknowledges gap/sees as remains
open to further work
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Conclusion: What else could you have done?
I could have used different teaching strategies to engage all pupils - perhaps
too teacher led at times. Pupils could get more out of it by exploring techniques
for longer. Better observation of pupils in early stages would have allowed me to
see that the two boys were struggling.
Action plan: If it rose again what would you do?
If the lesson rose again I would plan for more appropriate progressions that
allow all pupils to learn at their level. I would explore the use of different
teaching strategies that allow pupils to develop deeper learning such as guided
discovery as I think I can be too teacher led at times. This is something I need
to work on to find the right balance.
Review
These assessments show that both the researcher and the moderator assessed
this reflection as being pedagogical meaning that there was no need for this
reflection to be reviewed.

Commented [TS67]: Strives to enhance learning for all

Commented [TS68]: Seen as ongoing process for further
investigation
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Appendix 6 – Peer review post lesson discussion and analysis sample
Reviewee – Student B
Reviewer – Student C
C - Well XXXXX, I thought that lesson went very well. It was well planned and
had a clear structure. The pupils were well engaged and active throughout. Well
done!

Commented [MP69]: 1 positive segment. All technical
focused (1).

B - Thanks. I suppose it went alright but I do think it could have been better.
C – I thought the warm-up was very good. Got pupils active right away.However,
it could have been longer.Instructions seemed okay.

Commented [MP70]: 1 positive segment – technical focused
(1)

C - What areas do you think could have been better?

Commented [MP72]: 1 general – technical focused (1)

Commented [MP71]: Corrective – technical (1)
Commented [MP73]: 1 Suggestive – technical focused (1)

B – I reckon that certain pupils could have been more involved, better
differentiation needed I think.
C – I think you should have provided more individual feedback, particularly to
those pupils who were struggling . What could you have done for the two boys
who were struggling with bowling ?
B – Mmm, as I say, probably differentiated better by having them closer to the
stumps when bowling. They probably needed more practice as well before going
into those games.
C – OK, I think the activities were good though and showed clear progression
and you managed the transitions very wel l. Although I do think you need to take
more time to recap at times to ensure all pupils have grasped the concept before
moving on.

Commented [MP74]: 1 Corrective segment – pedagogical
focused (2).
Commented [MP75]: 1 suggestive – pedagogical focused
(2)

Commented [MP76]: 1 positive segment – technical focused
(1).
Commented [MP77]: 1 corrective – pedagogical focused (2)

B – Yeah, I was happy with how the lesson flowed and the pupils were very
cooperative.
C – Your demonstrations were very clear showing good technique. You have a
good rapport with the boys .Your spotting and fixing was grand .Be careful with
your positioning at times.
B – Yeah I’m fairly comfortable with cricket although I probably expect too much
from the pupils at times. Maybe it’s just the lack of interest that some have that I
don’t fully appreciate yet.

Commented [MP78]: 1 positive segment – technical focused
(1)
Commented [MP79]: 1 general segment – technical focused
(1)
Commented [MP80]: Non-corrective – technical focused (1)
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C – Ok, thinking of teaching strategies now, what other teaching strategies might
you have employed as it was too teacher led at times’?

Commented [MP81]: 1 suggestive – pedagogical focused
(2)

B – Not sure, perhaps more letting them explore the activities although I was very
conscious of how short the lesson was but I suppose that shouldn’t matter. As
xxxx says, teach the pupils, not the lesson plan! Yeah, something I need to think
about.
C – Oh yes, I think you could have used more space as during the activities the
groups were very close together.

Commented [MP82]: 1 corrective – technical focused (1)

B – Fair point, I sort of noticed that but thought it would take too much time to
change.
C – Thinking of the more able pupils in this group. What could you have done to
stretch and challenge them?

Commented [MP83]: 1 suggestive – pedagogical focused
(2)

B – suppose I could have set them certain targets when playing or used them to
help me teach the weaker kids. Suppose I need to think about that too.
C – plenary was very clear, with good questioning. Cool-down could be better I
think .

4 positive (all technical focused)
4 corrective – (2 technical focused and 2 pedagogical focused)
2 non-corrective – (both technical focused)
2 general – (both technical focused)
0 specific
4 suggestive – (1 technical focused and 3 pedagogical focused)

Commented [MP84]: 1 positive – technical focused (1)
Commented [MP85]: 1 non-corrective – technical focused.
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Extract from student B’s peer review reflection

My demonstrations were very clear in this lesson, allowing me to get the key
teaching points across. Think it’s easy to demonstrate well when you know the
activity well.
Providing more feedback to these pupils may have helped but the bigger issue is
that I thought they were ready for this activity but they weren’t, so it would
probably be better to think of what I should have done to prepare them better or
should they have been doing this activity at all? A more suitable activity for their
needs is actually what they needed.
I should have had 3 activities instead of 2 as I did this with another year 10 class
and it worked. I should have utilised a TGfU approach whereby the pupils had
the opportunity to explore bowling and focus on developing their technique.
I should have differentiated the bowling activities much better. I was aware that
*** and **** were struggling a little but looking back I realise that I should have
allowed them to revisit their technique by breaking the skill down and using a
slower ball.
I suppose I could have challenged the more able pupils by making them bowl
from further back and perhaps used faster balls. I could also have used the Ipad
to capture their performance and then allow them to view it. This way, they would
be able to analyse their own performance and we could have agreed on specific
targets.

Commented [MP86]: Reflecting on one of the positive
(technical) segments.

Commented [MP87]: Reflecting on one of the corrective
(pedagogical) segment.

Commented [MP88]: Reflecting on one of the suggestive
(pedagogical) segments.

Commented [MP89]: Reflecting on another of the
suggestive feedback (pedagogical) segments.

Commented [MP90]: Reflecting on another suggestive
(pedagogical) segment.
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Appendix 7 – End of PGCE focus group analysis
Focus Group Findings

Question

Responses

What are
your general
thoughts on
the role of
reflection in
teaching and
learning?

Interview 1
“it is good to identify strengths and
weaknesses not only within the
lesson that has just happened but
then moving forward if certain
strategies don’t work with certain
classes and at least you have got
some evidence to look back on
moving forward for the rest of the
unit” (2M)

“whenever you are working with
classes at different levels and
abilities and if you see something
that didn’t work with one class it
might work with another class, it
depends on the ability level, so it
does really help prepare for maybe
future planning or future lessons”
(3M)
“I agree that it identifies strengths
and weaknesses that you are doing
within your lessons…but making
wee notes as you go along, so that
for future planning you know exactly
where you can improve upon” (1F)

“before that I had… thought about
just myself and how I felt things
went, but this and the protocol we

Codes

Identify strengths and
weaknesses
Helps with future
planning and teaching

Importance in relation
to classes of different
ability levels
Future planning

Strengths and
weaknesses feeding
into future planning

Being able to separate
teaching and learning
issues
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Question

Responses

Codes

went through really made me
actually think about the effect it had
on the pupils and what their learning
was and being able to separate the
teaching and the learning for me
was something that did really help
and then it helped inform our
practice for the following lessons”
(2F)

Interview 2
“the class is always going to be
changing and the lessons is always
going to be changing depending on
the students, “whenever you are
working with classes at different
levels and abilities and if you see
something that didn’t work with one
class it might work with another
class, it depends on the ability level,
so it does really help prepare for
maybe future planning or future
lessons” (3M)
“I think even reflecting back on what
went well and what didn’t go so
well, it will also help with why that
maybe happened, so you get a
better insight as to why something
worked well and that it was
something that you could maybe
use in the same group in the
coming weeks” (1F)

“basically if you have a good lesson
or a not so good lesson you can
identify areas for improvement. I
think as well if you reflect on
somebody else, say a qualified
teacher or a peer it helps you

Reflection in-action and
on-action
Impact future planning
and teaching

Helps focus on ‘why’
certain events occurred

Reflecting on practice
of teacher or peer –
collaborative
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Question

Responses

Codes

identify things that obviously you
can obviously use in the next
class… or in obviously a different
sort of lesson that you are teaching”
(2M)

Did you find
the
annotation of
daily lesson
plans to be
useful or
not? If so,
why and if
not, why not?

Interview 1
“it is important if you can get it down
as quickly as possible… when it is
fresh in your mind… and then you
can come back and refer to it when
you are planning then for the next
class with the pupils… so it allows
you then to plan, do you know, so
the pupils in the class that you are
teaching as opposed to just as a
whole general aspect” (1M)

Immediacy – fresh in
mind

“more difficult to annotate lessons
that I had expertise in… like I know
what will work and what won’t work,
so I found those annotations maybe
more difficult to be critical of my
teaching… whereas if I was doing
an activity that was new, like
swimming or gymnastics, I would
find it a lot easier” (2M)

More difficult to reflect
on area of expertise

Refer to it for planning
– make specific for the
class/pupils you are
teaching

Interview 2
“the teaching and learning boxes at
the end is where I really thought
about why this lesson went well,
why this lesson went bad… you
could see what parts you were
going to take forward and what
parts maybe not” (1M)

Completing teaching
and learning boxes at
end the most beneficial

XL

Question

Responses

“I would tend to agree with what
…… said about the two end boxes,
however, … going through it you
can kind of visualize that sort of
lesson as it was conducted and
then it helps you sort of identify
certain aspects that were really,
really good… or…that didn’t really
work well, it helps you sort of pick
up wee bullet points on things that
you can possibly improve on” (2M)

“yeah, I just found the reflection of
the pupil learning was the most
beneficial” (1F)

“although they were time
consuming… they were very useful
and probably mine were very, very
detailed” (2F)

How useful
were the
annotations
in terms of
helping to
form your
weekly
reflections?

Codes

Focus on improvement
– small things

Reflection of pupil
learning most beneficial

Very useful but time
consuming

Interview 1
“we could talk about it in more depth
and use actually what we have
written about, … the first form of
activity didn’t work and then you
wrote beside it what could have
worked because you got advice
from the teacher who was watching
the lesson” (1F)

More depth
Collaboration with
teacher in identifying
improvement
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Question

Responses

“throughout the lesson I have just
made little notes on the lesson, …
but it was those little notes that
helped me then to be able to
expand on that in my, in my weekly
reflection” (2F)

Codes

Annotated notes
allowed you to expand
– point of reference

Interview 2
“I was annotating so heavily when it
actually came to weekly, it was just
very repetitive for me so I found the
annotations more helpful” (2F)

What are
your views
on the
benefits or
not of
completing
the weekly
reflection?

Repetitive

Interview 1
“I think there were benefits because
it did allow you to be critical of
yourself so then you were
evaluating what you did well, what
you could improve on… sharing the
reflections , you could maybe share
ideas if somebody was struggling
with say class management… being
able to see reflections… you can
maybe help each other and stuff like
that” (1M)

“allowed you to look more in-depth
at the lesson itself, especially the
ones that you thought didn’t go as
well… look more closely at how you
could improve on it and you would
go away and sort of bring back
ideas and try them out then in the
next class… so without the weekly
reflection you wouldn’t have maybe

Did allow you to be
critical
Sharing of reflections
beneficial

Could look more indepth at lesson and
identify areas for
improvement
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Question

Responses

Codes

went that far to go back and look at
it” (2M)

“I found it useful to an extent… very
often because my individual lesson
plans I annotate them very detailed,
so I found that I wasn’t really writing
anything extra in the weekly
reflection from the one that I had
already written, so I was almost
repeating what I had said and going
over it again… it was beneficial you
know as …. was saying to look at
other people’s and see what they
had done, so I am sure that
potentially my reflection would have
been useful to somebody else, but I
didn’t find any additional benefit of
my own weekly reflection to myself”
(3F)

“sometimes I felt you were saying
the same things over and over and
over again, … your weekly
reflections would probably sound
the same every single week… I
think that is just where we need to
improve on our reflection a bit more
and go a bit more in-depth into
specifically the area that we are
looking at” (2F)

Repeating in weekly as
annotations were very
detailed or lack of
depth?
Beneficial to look at
others’ reflections but
no additional benefit to
own practice. No
benefit – not informing
future practice?

Repetitive, need to
improve reflective skills

Interview 2
“there was some lessons where I
maybe rushed it a little bit… there
was more of an exercise just to get
it done, rather than really focusing

Rushed – exercise to
complete
If given proper focus,
beneficial – you mean

XLIII

Question

Responses

Codes

in on it, but then a few lessons that
we did focus on and you meant
what you were writing in the
reflection, you did see a big, big
benefit…so if the time and effort is
in it, very, very beneficial I found
them” (1M)

what you write rather
than fabrication

Written form time
consuming
“the two weekly reflections were
very time consuming especially in
the written forum, so sometimes you
probably didn’t give it your full
attention to complete them as indepth and you probably should
have…whenever it changed to one
you gave it more of a focus and
more of your attention” (1F)

“the weekly ones were time
consuming…but the lesson that
didn’t go as well, a lot more
beneficial…there were just a couple
of bits that were very repetitive and
you sort of found yourself copying
and pasting until you really gave it a
bit of time” (2F)

“in the first sort of placement, it was
very, very difficult for myself to
actually identify a good lesson,
whereas I was really hypercritical of
all my sort of lessons I think
because the sort of support I was
getting from the teachers in the
school…in terms of…the weaker
lessons, I found it extremely
beneficial because you could sit
down as say as many sort of points
as you thought yourself were poor

didn’t give full attention.
Wholeheartedness?Motivation
- attention

Time consuming poor
lesson more beneficial
Repetitive Unauthentic

Weaker lesson –
extremely beneficial
especially due to the
teacher support
(collaboration)

XLIV

Question

Responses

Codes

about the lesson, but when you
were getting that added support of
people that were actually in the
profession giving you a wee bit
added extra of what you can work
on, I found that really, really
beneficial” (2M)
“‘to be honest, there were times I
just copied and pasted from the
previous week’s reflection as I was
generally writing the same things”
(3F)

Copied and pasted.
Unauthentic

Categories:
Yellow – teaching and learning issues. Purple – point of reference.
Red – depth of reflection/critique.

Dark yellow – formal/informal issues.

Green – time.

Grey – repetition/not authentic.

Turquoise – collaboration/emotional support
Blue - Expertise/experience
From these eight categories, five key themes emerged:
1.
2.
3.
4.
5.

Teaching and learning issues
Collaboration and support
Formal versus informal reflection
Subject expertise
Time

XLV

End of Induction year focus groups

Question

Responses

Themes

What approaches to
reflection did you use
during your first year
of teaching?

D - ‘for me it wasn’t written or
formal, it was conversations I had
with members of the
department...verbally bounce a
few ideas of each other’

Conversational as
opposed to written.

K - ‘I was pretty much the same,
for practical it was mostly verbal
but when it came to BTEC or GCSE
it was mostly notes...for practical
just discussions with department’

F - ‘I was the same, chatting to PE
staff...just making notes in your
planner...taking that group again,
you can rethink strategies to use
in the future’.

I - ‘...just a couple of lines on what
went wrong, why it went wrong...
a lot less than what we would
have done in PGCE, summarised
into a couple of lines at times’

B - ‘...verbal discussions with PE
staff...also made notes in
planner...a lot easier to reflect
during practice compared to
PGCE’
Did you find it easy to K- ‘I actually found PGCE easier as
reflect this year?
you had more time whereas now
you have a full-timetable so no
time to do a full detailed
reflection’

I - ‘I agree with xxxxx... much
easier now to reflect during the
lesson whereas in PGCE...we sort

If written – notes in
planner. Couple of lines.

Strategies for future use.

Couple of lines.

Easier to reflect
compared to PGCE.

No time – PGCE easier
as had more time.

XLVI

Question

Responses

Themes

of forced through the lesson
Yes, easier to reflect,
plan... wasn’t someone sitting
particularly during the
observing so you felt totally
lesson.
comfortable...reflecting in practice
and totally changing the lesson’
F- ‘when it’s fresh in your
head...days you are constantly in
class with no frees, you might be
confused as to what notes you
make with certain classes, so
taking 2-3 minutes to make notes
when class getting changed is all
you need…definitely easier to
reflect as it feels you know what
to focus on’

Comfortable as opposed
to having someone
observe you.

Easier as know what to
focus on.

Me: you all seem to taking the
same approach here. Why is that?
All: Time!

B - ‘on the day to day running,
no...staff development days once
every six - eight weeks it was then
brought up...no real push or
encouragement to do it’

Was
reflective
practice
encouraged
in
your
school,
either
at Me: any specific suggestions as to
department
or what you should do?
whole
school
B - No, not specifically
level?
F- ‘my experience is the
same...wasn’t on a day to day
basis, but at a couple of
departmental meetings it was
brought up but like xxxxx, no real
structure or process in place,
almost just a token mention’

Justification for
approaches – time!

Only mentioned during
staff days/departmental
meetings.

No structure ongoing
daily, weekly focus.
Discussions with
department – not
necessarily reflection
though.

XLVII

Question

Did you see any
evidence within the
school of reflection
influencing forward
planning with
changes to units of
work etc?

Responses

Themes

K- ‘staff development days was
the only time it was
mentioned...just you do it in your
departments, it was never
individual reflection...just
discussed it with your department
team’

In departments
discussing. No individual
reflection

I- ‘...mostly just on your own
reflection...my school you don’t
really see the rest of the
department so no central hub for
the PE department...working all
week and no one really to reflect
with’.

On your own – isolated.
No collaboration.

I- ‘only for the analysis of results
you reflect on how well you
did...what we’re aiming for next
year...typically wasn’t KS3,
basically in relation to exam
classes, how well did we teach
that and could we make it better’

Only focused on exam
classes at KS4 and post
16. Target setting – not
reflection as such.

Me - Any focus on self-evaluation
that may feed into reflection?
All: No
Any examples of
when reflective
practice positively or
negatively impacted
your teaching and
pupil learning?

I- ‘I had a very high ability year 9
boys group and they were very
into their hurling and I wanted to
focus on taking each skill per
week... all the boys wanted to do
was games...what we agreed on
was game, drill, game...worked a
lot better...much more
focused...worked far better for
high ability group’
B - ‘days last year I had 3 or 4
classes of the same year group in
one day...maybe the first class
there was bits and pieces I would

Changing teaching
approaches. Went from
traditional games
teaching to TGfU
model.Using pupil
voice/feedback.

Evidence of ongoing daily
reflection and reviewing

XLVIII

Question

Responses

Themes

tweak then I brought that into the
next class, maybe more like slight
refinement and then by the third
and fourth class, then I think they
probably got the best teaching’

lesson plans. Mainly
mental notes – individual
reflection (no discussion
here).

K- ‘I would agree...I had all the
sets of year 9’s so usually at the
start of the week I would have
tried the lesson that I had planned
and then just made the
changes...end of the week the
classes were definitely receiving a
better class’.

Ongoing daily reflection –
slight changes.

Me - Were those changes just
mental notes or planner notes?
B - ‘Those days, mental just
because it’s just class in, class
out...just hope you remember
them...if there was anything major
and I had a piece of paper, I
probably would have written it
down’.
K- ‘I did write mine down as the
classes were on different days’
F- ‘I’d be the same as Stuart, just
simply changing and thinking on
my feet’

Were you given
any advice within
school as to how
you
should
approach
your
induction?

D - ‘no, I think there’s normally
someone in charge of
Induction...at that time there was
nobody in charge of it...so it was
just if your own accord that you
were trying to work your way
through it...I thought it was good
cos part of it you had to watch
one of your colleagues and then

Written if important.

Written if classes on
different days – issue of
time again!

No advice or instruction in
school.
Process of observing
another staff member
and reflecting with them
was highlighted as a

XLIX

Question

Responses

Themes

reflect on them as well as
reflecting on yourself’

positive (similar to peer
review).

Me - What did you find good
about that?
D- ‘one of my focuses was
behaviour management..,I was
just picking up different ideas
about how she organised the
class, going onto the changing
rooms, coming out of the
changing room and just picking up
different wee ideas from her to
take into yours, it was small stuff
but I found it very helpful’
F- ‘my focus was on behaviour
management too...VP in the
school I met with her 2/3 times
just to see what our theme was
going to be...when it came to
planning... it really felt like being
back doing the PGCE...during the
year you sort of more just doing
stuff off the top of your head
whereas here you were going to
be observed, you were more
thinking of your different
strategies, you were thinking
about your differentiation..,your
main theme was engaging the
pupils whereas during the year
you are probably mainly focused
on getting them active and getting
them moving whereas teaching
can nearly fall by the wayside a
bit’
F- ‘VP herself came and observed
me and then a member of staff
from the PE department came and
observed me as well...coming up

Wee tips/ideas to take
forward

Teaching – off the top of
your head. Observations
– back to PGCE.

Day to day teaching –
focus on getting pupils
active and moving as
opposed to focusing on
their learning

L

Question

Responses

Themes

to the induction observation, I’d
do find myself observing staff
more regularly in the hope that
you could learn a few
things...brought me back to PGCE
and planning...it was beneficial’

Observed by senior staff –
found beneficial.

Me - Did you all observe other
staff teach?
Three did and two did not.

Me - How useful was it observing
other staff, in terms of getting you
to reflect on your practice?
B - ‘...I observed two PE lessons, it
was beneficial obviously just
seeing how the PE teacher
manage the class and it was very
much army style esque. ..... picked
up some good tips on how to deal
with disruption but not so much
on the actual learning…
I actually observed a classroombased lesson in geography just to
see what teaching strategies they
used and how I might be able to
use these in GCSE’

All agreed on benefits of
observing experienced
PE staff as well as
observing another
subject.
Benefits of observing
contrasting styles of
classroom management
– age relevance?

Me - And was that useful?

B- ‘yeah it was good... he was
quite a young teacher so I think
we had really similar ideas of
behaviour management and stuff
whereas in the first school he
was.,,well on in his career so it
was sort of old fashioned
discipline as opposed to positive,

Possibility of 2
inexperienced teachers

LI

Question

Responses

Themes

yeah it was good to see this in two
different subjects and observing 2
very different teaching styles’

having their own value
systems reinforced.

I – ‘I’d agree, I observed the HOD
once and it was good ya know to
see how she structured her
lesson…she had some very good
ideas for gymnastics that I will
definitely use..we discussed the
lesson for about 30 minutes after
and that was really useful…it was
nice to hear her thoughts on it’

How many of you
were observed?

All were observed apart from
D.

What did you think
of the feedback
you received and
how useful was it
to reflect on?

I – ‘yeah it was useful, I was
observed by the principal for a
theory lesson, he had 2 pages of
notes, good points and bad points,
things to improve on…yeah it was
good to see what the principal
was looking from you…telling
exactly what he thought of it’
Me – did you use it to reflect?

I – ‘Yes, I did…changed the way I
teach the level 3 BTEC’
F – ‘my feedback from the VP was
very detailed compared to the
likes of the HOD…everything she
gave back it was constructive and
it did get you thinking of just wee
small things that you just tweak to
make your lesson that wee bit
more engaging, interactive’

Picking up ideas for future
practice.
Conversations/dialogue.

Being observed –
feedback useful.

All appear to have used
feedback to think about
their lesson.

Changed teaching
approaches.
Feedback from teacher
tutor very detailed
compared to HOD.
Small things to
consider/tweak to make
lesson more engaging

LII

Question

Responses
K – ‘…it was my vp and then the
HOD but actually I found it was
the other way about because the
vp in that school was technology
and some things that he was
maybe saying to change weren’t
practical for a PE lesson, so I
found my HOD’s feedback a lot
more like I could take it on board
and put it into the next lesson’
B – ‘I had 2 VP observations
and…she wasn’t a PE specialist so
like Aine said, there were some
things that I thought went quite
poorly, she thought they were
great and then the other way
around, there were some things I
thought were quite good and she
wasn’t really that pleased with it’
Me – Why do you think your view
and the VP’s views were very
different?
B – ‘She’s not a specialist so really
doesn’t understand how it should
be taught’
K – ‘yeah, I agree, they don’t fully
understand the nature of our
subject so I think it has to be hard
for them to make certain
judgements, say when looking at
gymnastics or athletics that are
very specialized areas, suppose all
areas are specialized…but it’s hard
to observe someone teaching
those if you don’t have the
knowledge to know what you are
looking for’

Themes

HOD feedback more
beneficial as it was
specialist feedback
compared to teacher
tutor’s whose feedback
appeared to show
signs of lack of subject
knowledge

Non specialist feedback
didn’t match their thinking
– perhaps teacher tutor
looking at other
areas/learning that they
hadn’t considered.
Teacher tutor thinking
about learning – different
values/views as to what
constitutes effective
teaching and learning.

Disregarding her views
almost.

Lack of subject
knowledge by observer
impacts feedback. PE –
very specialized areas.

LIII

Question

Responses

Themes

Me – ‘Would you rather be
observed by a PE specialist’?
B – ‘Yeah for a practical PE lesson,
yes, maybe if its theory its
different, it’s a completely
different setting’

K – ‘my 2nd one was GCSE theory
so it was fine to be observed by
like a principal or someone that
wasn’t a PE specialist but in terms
of a practical lesson it needs to be
somebody that had some sort of
practical teaching’
D – ‘reflection/induction wasn’t
very high up on the priority list in
my school so there was no chance
of a VP or principal watching your
lesson so I only had members of
the department looking in, it was
good but it was it probably wasn’t
anything new that you hadn’t
already heard before…so it
probably would have been nice to
have maybe heard another point
of view’
F ‘I didn’t do mine to nearly end of
the school year…I did 2
practicals…any feedback was
constructive and did get you
thinking for future lessons’
Me anything to add around your
experience of reflection in
schools?
K – sometimes I kind of thought
that especially with induction,
with the VP especially…she kind of
made you tie your, so what
happened in her reflection was

Rather be observed by
PE specialist – especially
for practical. Does this go
against point above
where B thought
observing the Geog
teacher was good?
Need PE specialist,
particularly for practical.

Not observed by senior
staff – poor school
structure.
Nothing new – would be
good to hear different
point of view – nonspecialist.

Both at end of the year –
school seeing this as a
tick box exercise. No time
for teacher to improve on
aspects from first
observation. Thinking
about future lessons.

LIV

Question

Responses

Themes

tied in more with the school
action plan rather than the action
plan that you were focusing on so
sometimes it wasn’t really
relevant so it was more for their
paperwork rather than what I was
doing for Induction’

Teacher tutor
observing/assessing with
focus on sch dev plan as
opposed to their
individual targets. Not
relevant – or so they
thought??

Themes:
Conversations/dialogue
Written reflections
Easier to reflect
Impact on practice
Time
School approaches/structure
Subject knowledge/specialism
From these seven categories, five key themes emerged:
1.
2.
3.
4.
5.

Conversations/dialogue
Brief written notes
Reflection process easier
Impact on practice
Induction and reflection
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