A common emphasis in teacher education and the professional development of teachers: reflection by the teacher (Paul Cautreels)
	Reflection is an investment of time in quality and progress, no reflection is an investment of time in worrying and stagnation (Luttenberg, 2002, p. 28).


Reflection, a lever to learning 
Insights of social-constructivist origin, as well as insights about adult learning, about learning how to teach and about work place learning, all put an emphasis on the importance of reflection by the teacher. There’s an common agreement on the importance of reflection (Loughran, 1996; Furlong & Maynard, 1995; Korthagen & Wubbels, 2000). Since the introduction of the concept of the ‘reflective practitioner’ by Schön (1983) this paradigm has become very popular. During the last decades, reflection has become a basic concept in teacher education all over the world. Today, almost all professionals in the field seem to agree on the fact that reflection is a generic component of good teaching. Therefore there is a large source of literature available concerning reflection
.
Reflection: a definition 
However, close analysis of teacher education practices and the literature on reflection reveals that the term has been conceptualized in many different ways (Day, 1999; Grimmett, 1988; Tom, 1985; Hatton & Smith, 1995)), which makes it almost synonymous to ‘thinking’
. 

Reflection is the mental process of trying to structure or restructure an experience, a problem, or existing knowledge or insights by making it an explicit subject of thinking (Korthagen, 2001a).
Reflection is seen as the key to make explicit, starting from a concrete experience, one’s own frame of interpretation and further on to assess and to adapt this frame. The aim is to ameliorate the effectiveness of one’s own performance. It’s a kind of orientation afterwards (Van Parreren, 1981): after an action or a sequence of actions the teacher reflects about the actions and their outcomes which leads him to better actions in the future. The aim is to reach an higher level of professional performance (Korthagen, 2002, p. 12). Changes in the thinking of the teacher lead to changes in the performance of the teacher. 
Reflection: an important attitude
There are different reasons to say reflection is an important attitude of the professional teacher. In a continuously changing world the working circumstances of the teacher also are continuously changing. Therefore he needs to have some meta-cognitive skills and a basic readiness to question his own professional performances and to independently search for some answers to the questions that undoubtedly will raise during his professional career. ‘Reflection is a powerful impetus for continued personal development and self-directed learning’ (Gallacher, 1997).  
Reflection also is necessary to recognize his own ideas and teaching concepts and to link them to the more scientific theories about teaching. It allows the (beginning) teacher to develop his particular teaching style and his own professional development. It also allows the teacher to become more aware of his own teaching by make it explicit to parents, colleagues and pupils (accountability!). 
Meta-cognitive skills also are very important to be acquired by pupils. So, a critical, reflective attitude of a teacher can have an important model function. 

Research also reveals that reflective teachers are more open to innovation and therefore are less in danger to become fossilized. They have an openness to try out some alternative ways of teaching and to investigate their own practice. Reflective teachers develop a way of teaching that is more focused on the learning of the pupils. They see teaching as a problematic and dynamic event instead of an activity that completely can be managed. 

But there seems to be different ways to reach this important goal. 
Systematic reflection
If reflection is supposed to promote professional development of teachers, then the content has to be broad and deep enough. To make this possible, reflection needs to be systematic
.
Systematic reflection is not the same as the regular spontaneous activity of the teacher at the end of a lesson or at the end of the day. In that case the thinking is oriented to the things that went less smoothly and the things one wants to do different the next time. This spontaneous reflection mostly has to do with possible solutions to practical problems and doesn’t go further into the teacher opinions and causes of the experienced problems. There’s a clear risk that the teacher will not learn from his experiences. The thinking is restricted to one’s own experience (‘What went well, what didn’t?’ ‘How did you experienced the situation?’). Reflection in this way becomes a kind of self-evaluation and often leads to  excuses and good intentions (‘The next time I need to act more strictly’). Teachers often don’t go any further than looking for an explanation for the things that went wrong (‘There was one annoying pupil who kept my full attention; that’s the reason I lost control over the rest of the group’). 

This kind of superficial reflection doesn’t lead to new and deeper insights. Offering theory without linking it to the specific experience of teachers lacks the contact with the experience and therefore becomes empty, but on the other hand staying too close to the experience, is superficial and ‘blind’ (see Kant: ‘Thoughts without content are empty, experiences without concepts are blind’).
	Students may be encouraged to ‘reflect’; but without the controlling procedures of reason that the disciplines deploy, such ‘reflection’ may easily become no more than the airing of personal prejudice or fashionable ideology. (Wilson, 1991, p. 117)


An important aspect relating to systematic reflection concerns the moment of reflection. Schön (1983) makes a distinction between reflection-in-action (while teaching) and reflection-on-action (after teaching). Recently some authors (Eraut, 1995; Moon, 1999)  emphasize the importance of reflection-before-action. Wong and Nicotera (2003) describe the power of ‘collective planning’. And Showers and Joyce (1996) say that teachers, in comparison with the advices received after teaching, learn far more from each other by collective lesson planning, developing materials, and foreseeing possible reactions of pupils. 
So, three moments of reflection can be distinguished:
1. Looking forward (prospective reflection).

2. Looking at what we are doing now (spective reflection).

3. Looking back (retrospective reflection).

Alsop and Ryan (1996) offer this useful metaphor to help us understand it better:

Reflecting by looking forward is like looking at a holiday brochure before we go away. We get ideas about what the location might be like, what we might do and whom we might meet.

Reflecting by looking at what we are doing now is like looking at ourselves in a pool of water or a mirror; it shows us as we are at that point in time.

Reflecting by looking back is like looking at a photograph or video when we return from our holiday. It tells us about where we went and what we did and whom we met.
Quality reflection

As we made clear, there ’s a risk for reflection to remain superficial (‘Why go to deep or to broad, teaching already is a very demanding job?’). Reflection needs to include a confrontation with scientific knowledge or one’s own conceptual frame about teaching. This kind of reflection seldom happens and that’s the reason why important chances are missed. Uncritical reflection may lead to an other approach next time, but does not guarantee real change. Who will give the teacher the guarantee his conclusions are the right ones and therefore help him to avoid to become more and more sure of his own limited insights?  
For quality reflection a communication process with other people (mentors, experts, colleagues) is absolutely necessary. Good reflection not only is an individual process, but equally a social event. Reflection needs at least two parties: on the one hand somebody who had some experience he wants to investigate, on the other hand a partner in reflection who helps him to reflect. The latter is responsible for a certain distance to the lived experience, asks questions, opens new horizons and doesn’t agree with every answer. His one goal: to assist the other while he’s learning. The quality of this kind of social learning largely depends on the climate of psychological safety created by this ‘partner in reflection’.
Broad and deep reflection

Broad and deep reflection largely go further than knowledge and skills about more effective performances (‘I need to train more…’; ’I need to pause after asking a question…’). Of course, these technical aspects have some importance and definitely can be discussed during moments of reflection and lead to better decisions about the choice and putting into practice of some skills and methodologies. But there’s a clear danger that the attention to the professional performances will be reduced to these technical aspects. That’s why while reflecting attention also is needed to the moral, (micro-)political and emotional dimensions of the professional performance. Technical reflection mainly is focused on questions about HOW, broad reflection focuses on questions about the meaning and WHY.  It focuses on the professional identity of the teacher. A vision on professional development of teachers needs to include those four dimensions (technical, moral, political and emotional).
A personal framework of interpretation 
The professional development of teachers depends on the meaning they give to certain events, situations and persons. This interpretation is largely influenced by a personal framework (Kelchtermans, 2001). The same experience can be interpreted in different ways because of differences between teachers. Professional learning therefore is an individual process that can take different forms. Which are the important elements that can be distinguished concerning this personal framework? 

A personal frame of interpretation is a set of cognitions through which teachers perceive their job situation, give meaning to it and act in it ( Kelchtermans, 1993a & 1993b). The PFI is the "mental sediment" of teacher's lifelong learning from career experiences. Within the framework, Kelchtermans distinguishes two important ant interwoven domains. 
First there is the teacher's conceptions about himself as a teacher, his/her professional self. Analysis of the professional self revealed 5 components: the self image (descriptive component: ‘How do I see myself as a teacher?’), the self esteem (evaluative component: ‘Am I a good teacher?’), the job motivation (conative component: ‘Why do I want to be a teacher, why do I want to stay within the profession?’), the task perception (normative component: ‘What I want to accomplish as a teacher, what exactly contains the task of an effective teacher; what I ought to do and why?’) and the future perspective (prospective component: ‘How do I see my future as a teacher?’). 
The second domain in the PFI is the personal system of knowledge and beliefs about teaching, or the subjective educational theory.

Subjective educational theory
The subjective educational theory of a teacher is the personal (‘subjective’) system (‘theory’) of knowledge and beliefs about education that teachers use when performing their job (in other words: their professional “know how”) (Kelchtermans, 2000). It primary concerns the so called practical knowledge and merely is tacit or unconscious. This subjective educational theory continuously is shaped and adapted by new experiences, especially ciritical incidents and important people appearing during a teachers’ career and even before the start of the career. Every teacher has his own subjective educational theory and it therefore can appear in different forms. 
Inspiration
During broad and deep reflection all these aspects can (must) be discussed (the five components of the professional self and the subjective educational theory). By doing so the subjective educational theory can obtain a larger validity and the teacher gradually learns to know more about him self as a person and as a professional. 

Finally, under this level of professional identity there’s a last and even deeper level that can be distinguished. Korthagen and Vasalos (s.d.) call it the level of involvement or spirituality. It concerns one’s personal mission in relation to his work and life in general. We prefer to talk about the level of inspiration. ‘What fundamentally gives me the inspiration to do what I do? … ‘
The moral, emotional and political dimension of reflection

Hargreaves (1995) emphasizes the importance of the moral, emotional and political aspects of quality reflection. 
1) The moral dimension of reflection concerns the WHY-question behind one’s own performance. Why do I do what I do? Which norms or values are important while doing my job? The moral dimension reflects the responsibility towards one’s own professional functioning and towards one’s own aims. It’s a question about professional ethics of this inter- en intrapersonal profession. Education is a value related business and can not be reduced to ‘products’ for which one is responsible. A teachers’ most important responsibility concerns the well being of pupils. The moral dimension has close connections to the task perception Kelchtermans distinguished (What I have to do and why I have to do so?).
2) The emotional dimension probably is the second most discussed aspect of reflection (the technical dimension being the most discussed theme). This dimension often is experienced as a somewhat annoying side product of nervousness or uncertainty about one’s experiences. Here the important question is: How do I experience the situation emotionally? It ’s important for a teacher to acknowledge that emotions are not ‘side products’ but in contrary essential parts of one’s professional performances and professional development. Cognitions and emotions are closely tied to each other. Relevant questions discussing the emotional aspect can be: ‘What kind of emotions do I experience while doing my job?’; ‘What do this feelings tell about myself?’ ‘Fear, doubt, enthusiasm, affection, aversion, feelings of guilt or powerlessness ,… In which manner do these feelings interfere with my daily practice?’ Teaching is a form of engagement and therefore also a kind of emotional involvement (‘non-indifference’).
	One of the most neglected dimensions of educational change is the emotional one. Educational and organizational change are often treated as rational, cognitive processes in pursuit of rational, cognitive ends. (.....) The more unpredictable passionate aspects of learning, teaching and leading, however, are usually left out of the change picture. (Hargreaves, 1998, p. 558)


3) The political dimension concerns the question about who profits as a result of my professional performances. ‘Who’s interests am I serving?’ This dimension has some links to control, influence and power in professional situations. But it also has some links to the structural or organizational context of the teaching profession. Some illustrations of political reflections are: When deciding to do some school self-evaluation what’s our main goal: stimulating the development of our school or pleasing the school inspection authorities? When doing what I do, am I following prescribed rules, even if I’m not agreeing about their relevance? Kelchtermans and Ballet (2002) introduced the concept of micro-political literacy. In the context of the school teachers will engage in micro-political action to establish, safe-guard or restore their working conditions when they are absent, threatened or destroyed. The professional interests concern material and organizational conditions, the quality of interpersonal relationships (social–professional interests), the prevailing definitions of good teaching (cultural–ideological interests) and one's self-understanding. Reform policies that threaten those valued working conditions will elicit (positive or negative) emotions and micro-political actions (for example forms of resistance). Or as Zembylas contends from his post-structuralist perspective: “emotion is interwoven with issues of power, identity and resistance in teaching”. As a dimension of their professional development (Hargreaves,1995), teachers develop what we have called “micro-political literacy” (Kelchtermans & Ballet, 2002), the competence to understand the issues of power and interests in schools. This literacy encompasses a knowledge aspect, an operational and an experiential aspect. The knowledge aspect concerns the ability to recognize, interpret and understand (“read”) the micro-political character of a particular situation. The repertoire of micro-political strategies and tactics teachers manage to skilfully and effectively apply in order to influence the situation (resist and protect, or proactively change it) constitutes the operational or instrumental aspect. But this knowledge and skill inevitably goes hand in hand with the experiential aspect, referring to how one feels about one's micro-political understanding and actions. This understanding and the implied need for action often trigger intense emotions, both positive (joy, pride, increased self-esteem, fulfilment, etc.) and negative (powerlessness, frustration, anger, grief, etc.).
Since teachers have different opinions about good working conditions, a conflict of interests can arise between the participants of a school organisation. Kelchtermans (2000) describes this phenomenon as micro-political dynamics. That’s why the use of power frequently happens in schools.  Within the organisation one person is more powerful than another one. A natural ability to convince other people or to give clear argumentations can strengthen the individual power of a teacher. But the traditional structure of the school organization also can play an important role in these processes of power. The head of a school normally has more power and can execute more micro-political pressure than an individual teacher. Looking for some support from others is a strategy to empower yourself. 
Professional interests and micro-political processes

A variety of professional interests can be distinguished (Kelchtermans, 2000)
: 
1. Self-interests 

1.1. Looking for self-affirmation 

1.2. Coping with vulnerability 

1.3. Coping with visibility
2. Material interests 

3. Organisational interests 

3.1. The absence of a job and looking for employment 

3.2. Choosing among job offers
4. Cultural-ideological interests 

5. Social-professional interests
Teachers have to learn to ‘read’ school situations in terms of (often opposite) professional interests. They learn to acquire effective strategies and tactics to cope with this micro-political literacy which is linked to the local context. During reflection this micro-political learning regularly must be the subject of discussion and it can be stimulated by creating opportunities for teachers to work together (Curry, e.a., 2007). 
Concerning the political dimension there’s also a broader aspect that can be distinguished. As Liston and Zeichner (1990) describe, schools often are mini-representations of a society in which equality, justice are lacking. One can ask in which manner teachers, by their executing their job, make a contribution to break through this status quo or… to keep this status quo. This of course also is an interesting theme for reflection. 

The political dimension by this way can broadened into a generic contextual dimension: it’s important for the teacher to become and to stay aware of all possible contextual factors influencing the execution of his job.
	Teachers need to critically examine the wider institutional, cultural, and historical contexts in which they work, and understand the impact that such macroperspectives have on the professional role they fulfil. (Harvard & Hodkinson, 1984, p. viii)


Critical reflection and professional growth
Reflection can only be critical reflection and make a contribution to the professional growth of teachers if it reaches the level of the personal framework of interpretation, the subjective educational theory and the political and moral agenda’s present in the school context. In addition to the teachers’ actions, the thinking, the feeling and the willing of the teacher must be subject of the reflection activities of teachers (Korthagen & Vasalos, 2001). Following Bolhuis and Simons (2001) we want to add a last possible topic for reflection. Attention must be given to the teachers’ own learning and reflection processes. This is the meta-cognitive aspect of reflection. Some possible questions to stimulate this aspect are: ‘Which forms of learning do you prefer? Why? Which are the strong and the weak aspects of this kind of learning? ‘. Teachers have to learn how to learn… 
	Dimensions and contents of broad and deep reflection (Hargreaves, 1995; Kelchtermans, 2000)

	Dimensions of reflection
	Contents of reflections

	Technical dimension (scientific knowledge and skills)

Moral dimension (values and norms influencing teachers’ performance) 
Emotional dimension (affective experience and regulation of emotions; balance between involvement and distance) 
Political dimension (power, influence and control within the organizational and structural context) as part of a generic contextual dimension
	Subjective educational theory (practical knowledge)
Personal framework of interpretation:

    - self image
    - self esteem 
    - job motivation
    - normative task perception
    - future perspective  
    - inspiration
One’s own reflection and learning process 


	If a teacher never questions the goals and the values that guides his or her work, the context in which he or she teaches, or never examines his or her assumptions, then it is our belief that this individual is nog engaged in reflective teaching (Zeichner & Liston, 1996, p. 1).


Some final thoughts

A. Different conceptions of reflective practice in teaching and teacher education

Despite the fact that there’s an common agreement on the importance of reflection, there are different operationalisations of the reflection concept. Tom (1985) argued that there are at least three dimensions that can serve to distinguish these operationalisations: a) differences over which aspects of teaching should be made problematic in teachers’ reflections, b) differences in the model of inquiry that teachers are to employ, and c) differences with regard to assumptions about the ontological status of educational phenomena. Most of these differences rely on broader differences in social theory and political philosophy. 

Zeichner (1994) identified five varieties of reflective practice in (U.S.) teacher education.  
1) An academic version that stresses reflection upon subject matter and the representation and translation of subject matter knowledge to promote student (and teacher) understanding)

2) A social efficiency version that emphasizes either the mechanical or thoughtful application of particular teaching strategies that have been suggested by a ‘knowledge base’ external to the practice being studied

3) A developmentalist version that prioritizes teaching that is sensitive to students’ and teachers’ interests, thinking, and patterns of developmental growth.
4) A social reconstructionist version that stresses reflection about the institutional, social and political contexts of schooling and the assessment of classroom actions for their ability to contribute toward greater equality, justice and humane conditions in schooling and society. 

5) A generic version of reflection in which reflection in general is advocated without much specificity about the desired purposes and content of the reflection. The aim in this version is helping teachers to learn how to reflect (Cruickshank, 1987). 
Despite the differences in emphasis given to various factors within the different traditions of reflective practice, these traditions are not mutually exclusive. In practice, the traditions overlap and each one attends in some manner to all issues raised by the traditions as a group. The differences among the traditions are in terms of the emphasis and meaning given to particular factors within a tradition. Through these priorities and particular ways of giving meaning to the issues raised by each perspective, each tradition communicates an allegiance to particular styles of teaching and a rejection of others. With the exception of the social reconstructionist tradition, the traditions reflect a benign view of the social order (Zeichner, 1991).

	
	Emphasis 
	Examples

	The Academic Tradition
	- The teachers’ role as a scholar and subject matter specialist

- The content to be taught
	Shulman (1987):

3 major categories of knowledge (subject matter content knowledge; pedagogical content knowledge; curricular knowledge).

	The Social Efficiency Tradition
	- Faith in the scientific study of teaching to provide a basis for a teacher education curriculum
	Two visions:

- Technological version: teach the skills and competencies research has shown to be associated with desirable pupil outcomes (Gentile, 1988)
- Deliberative orientation: the findings of research on teaching are used by teachers, along with other information, to solve teaching problems (teaching as a decision making process; Ross & Kyle, 1987)

	The Developmentalist Tradition
	- The natural development of the learner provides the basis for determining what should be taught to students and how it should be taught
- Reflecting about students and/or  on one’s own development as a teacher and person
	3 central methaphors: 

- teacher as naturalist; 

- teacher as researcher; 

- teacher as artist.

	The Social Reconstructionist Tradition
	- Teachers’ attention is focused both inwardly at their own practice and outwardly at the social conditions in which these practices are situated.
How teachers’ actions maintain/or disrupt the status quo in schooling and society is of central concern.

- Democratic and emancipatory impulse (recognizing the fundamentally political character of all teaching actions.
- Reflection as a social practice (communities of learning)
	Beyer (1989): ‘Since school practice cannot be separated from larger social, political, and ideological realities, teachers must be reflective about the full range of consequences of their actions.’

	Generic Reflection
	Reflective teaching in general
	Cruickshank (1987): ‘Teachers need to become more reasoned actors, without at all addressing the issues of the content, quality, and context of the reflection.’ 


In identifying these five different orientations to reflective practice in teaching and teacher education, we are not suggesting that individual teacher education programs can be viewed as pure examples of any one of the orientations. On the contrary, all teacher education programs will reflect some pattern of resonance with the various orientations, emphasizing some and marginalizing others, and defining each one in a way that reflects the particular set of priorities in a particular situation. Similarly, certain emphases and absences can be detected in any given set of programs or in the reflective teacher education movement as a whole, in terms of the different orientations. 
B. A classical model of reflection

The most popular model of reflection in the Netherlands and the Flemish speaking part of Belgium undoubtedly is the ALACT-model of Korthagen (2001). The ALACT model consists of five phases 1) Action 2) Looking back on the action 3) Awareness of the essential aspects 4) Creating alternative methods of action 5) Trial. It is a spiral model starting and ending to an action, and basically the first and the fifth phase are same.
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Korthagen (1999) operationalises these phases by defining a critical set of questions that can be used to focus the process in essential aspects of the developmental tasks for students. According to him, the transition from the phase 2 to the phase 3 is the most difficult for students. It is the place where students need support most, and it can be supported by requiring students to carry out the “guided” reflection process. It is also the way to support students’ development into self-directed learners. The ALACT model has been tested and found out to be a reasonable tool to combine learning of practical competencies (how to teach and act in the class?) and reflective skills (what consequences do the actions have and why?).
The original ALACT-model can be seen as an ‘empty model’. The ALACT model describes a structured reflective process, but it does not tell us very much about the content of reflection: what does or should the teacher reflect upon? Later on Korthagen and Vasalos (2002) introduced a additional model, concerning the possible content of the reflection. They distinguish between six levels: 
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The onion model describing different levels on which reflection can take place (Korthagen & Vasalos, 2002)
Reflection by teachers commonly focuses on the following aspects:

1. The environment: this refers to everything that the teacher encounters outside of herself (e.g. the behaviour of a particular pupil).
2. Behaviour: both less effective behaviour, such as an irritated response, and other - possibly more effective - behaviours.

3. Competencies: for example, the competency to respond in a constructive manner.

4. Beliefs: the teacher perhaps believes that a pupil showing disruptive behaviour is not motivated or even that he is trying to cause trouble. (Novice teachers often assume that pupils are testing them.)

However, things may be more complicated. Beliefs are often deep-rooted and persistent (Calderhead & Robson, 1991), in which case it is not so easy to bring about a change as. A significant underlying issue may be how the teacher views his own professional identity (Beijaard, 1995), i.e., what kind of teacher he wants to be. Or, the problem may be even more complex: perhaps he is enthusiastic about his subject, mathematics, and finds his inspiration there rather than in building and maintaining a relationship with his pupils. And yet, this does not necessarily mean that he would do better to consider a different profession. The problem may be a limiting self-concept interfering with the development of a number of personal qualities. If he were more receptive to the possibility that these qualities can be developed, then the result might be a renewed sense of inspiration and enthusiasm for the teaching profession. To get that process moving, it is not enough to reflect on environment, behaviour, and competencies. And even reflection on beliefs does not go to the heart of the problem. 

The “onion model” provides a framework for the problem sketched above. It shows various levels which can influence the way a teacher functions. The idea behind the model is that the inner levels determine the way an individual functions on the outer levels, but that there is also a reverse influence (from outside to inside). 

In this model, two new levels are added to the levels of environment, behaviour, competencies, and beliefs: the level of (professional) identity (Beijaard, 1995), and the level of mission (for the latter Dilts (1990) uses the term ˝level of spirituality˝). Reflection on the level of mission triggers such issues as 'why' the person decided to become a teacher, or even what he sees as his calling in the world. In essence, this level is concerned with what inspires us, and what gives meaning and significance to our work or our lives. This is a transpersonal level, since it involves becoming aware of the meaning of our own existence in the world, and the role we see for ourselves in relation to our fellow man. Whereas the level of identity has to do with how we experience ourselves, and our self-concept, the level of mission is about “the experience of being part of meaningful wholes and in harmony with super-individual units such as family, social group, culture and cosmic order” (Boucouvalas, 1988, p. 57/58).

Getting in touch with the level of mission has a very practical significance. For example, a beginning teacher may be so focused on surviving in the classroom that he takes on the role of 'policeman' (identity level). This kind of teacher has quite a different influence on the class from the one who is conscious of the interests and needs of the pupils, and whose actions are sincerely rooted in a pedagogical ideal (on the level of mission). Where the first teacher may 'invite' a power struggle, the second often succeeds in creating an atmosphere of togetherness, so that the pupils also consider it important to work together in a pleasant and productive atmosphere.
The six levels of reflection identified by Korthagen en Vasalos seem to be very similar to the dimensions and contents of reflection identified by Kelchtermans.

C. Some questions for the ITQ-working groups

- Can we agree on a common definition of reflection?

- Can we find an agreement on the important dimensions or contents of reflection?

- Can we try to identify the dimension(s) or content(s) of reflection (see Kelchtermans) present or aimed) in the different tasks and exercises we developed?

- Can we try to identify some dimension(s), content(s) or levels of reflection (see Korthagen & Vasalos) that are lacking in the tasks and exercises? 

- Can we develop some additional exercises aimed at those lacking dimensions, contents or levels of reflection?

	A necessary condition of effectiveness as a teacher is regular reflection upon the three elements that make up teaching practice; the emotional … and the conditions that affect classrooms, schools and students’ learning and achievements… (Day, 1999, p. 216).
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� See e.g.: http://www.stfm.org/AnnualConf/ANNUAL01/td3-13.pdf


� A list of definitions can be found at: http://www.practicebasedlearning.org/resources/materials/docs/Reflection%20Work%20Based%20Supervisors/page_06.htm


� We don’t reject the possible impact of unplanned and incidental reflection (e.g. while ‘driving home after a busy school day’). A solid awareness and the use of incidental insights can form a important trigger for further systematic reflection. 


� For a description of these aspects see: Kelchtermans & Ballet (2002). 


� ITQ = Identifying Teacher Quality (A Comenius project managed by RDC 19 of ATEE).
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