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My Professional teaching experience began with me teaching the level four students their first class on the BA Acting course. I was asked to prepare a three hour class on introducing improvisation, a prospect which daunted me hugely. Three hours sounded like a very long time, and having never taught before, other than one half hour micro session, I felt overwhelmed and concerned about what I would deliver. I began reflecting on my own actor’s training and my experiences of improvisation, and tried to make notes of any ideas, games, exercises and anecdotes I felt may help me.  In planning the class, I scheduled very specific time scales for each exercise, including set times for introducing, warming-up and concluding. These time constraints became a huge concern for me, and one of my main sources of anxiety when delivering the class. I consistently checked the time, a nervous impulsion, for fear of running through the work too quickly and being left with nothing to do. I had planned a vast selection of games and exercises, possibly too many, which meant I moved from one to the other at a pace, and with so much of my focus on myself and my nerves, I lacked an awareness of the students and their development, and found my ‘in the moment’ judgement somewhat clouded. I taught the class twice in one day to the two groups of level four students, both of which were very different due to the class dynamics; the second group being far more confident and outgoing than the first. This inevitably affected my delivery, and I found that the more confident group were generally much easier for me to teach as they responded well to the work I offered. However, on the other hand, some of the exercises I had planned felt slightly too simple for them, which caused me more concern as I did not want to patronise the students at all, or undermine their intelligence.
This was my first encounter with professional teaching, which I found extremely challenging and rewarding. The issues I found on this first attempt seemed to recur throughout my teaching experience to various degrees; namely sourcing appropriate content, scheduling time realistically, and focusing on the students rather than myself. I subsequently observed various teachers in different classes and was asked to teach further classes to the level four students throughout the first term, across various modules, including acting and voice. 
Initially, my knowledge of acting and voice felt like a vast pool of information, and drawing upon it for classes felt quite overwhelming. Having always been a student myself, I had never thought in terms of breaking down the information for other people. I tried to think back to my early experiences of drama school, and unpick the work I had consumed in such a way that I could transmit it to my students in a suitable order. I spoke to friends to remind me of exercises for classes, I read books and looked on the internet, and slowly my grasp on delivering appropriate sections of work seemed to grow. I found that in sharing my knowledge with the students, I was reminded of more and more details within the work, and other ideas began to arise. My initial fear, that I was too inexperienced or lacking in subject knowledge to teach, seemed to dissipate over time, and after teaching various classes, I realised that I am very knowledgeable within my field and that teaching seems to help break down the information and make it accessible. The area in which I feel I need to develop is in experimenting with new exercises, rather than using the same ones out of comfort. It seems a particular skill is required in sourcing diverse exercises and delivering with variation, one which I feel I must continue to develop.

I rigorously filled out the lesson plan template I was given each time I prepared for a lesson, and followed my plans strictly at first. The classes on the course were almost always three hours long, which required a lot of planning on my part. I would allocate times for each exercise and section of the class, and tried to adhere to them, for fear of covering the work I’d planned too quickly and running out of things to do. This concern is something that I found myself faced with on many occasions; I found that estimating timescales for each exercise was difficult and something I often miscalculated. Initially I would follow my lesson plan strictly, at times in spite of the fact that an exercise may have been naturally exhausted.
I learned over time that a certain amount of scope needed to be given for the different paces at which the students learned: In some classes, an exercise may take a long time, and in others it would pass in very little time, or a concept could be grasped very quickly.  This made estimating timescales for exercises difficult, and on occasions I found I was left with an excess of time and nothing prepared. I told myself that I would prepare ‘back-up’ exercises should this occur again, however I found that in reality I often struggled to fill the three hour classes in the first place, so sourcing spare exercises was difficult. Eventually I tried to settle in to the classes I taught and tried to follow the natural pace of the students, without too much fear of under-running. This allowed me to spend more time discussing the work we were covering, as well as falling into conversations or tangents which at times arose, allowing me to build a rapport with the students.
I still feel I have room to improve with regard to timekeeping, which is in part related to developing a portfolio of exercises to call upon.  This is something I hope to accumulate with further experience.

One of the recurrent challenges I encountered was in selecting exercises which were appropriate to the abilities of the students. Having never taught at this level before, I found I was slightly out of touch with what level of ability they were at, and I wanted to make sure that the students were sufficiently challenged.  In my first lesson, I decided to use simple drama games and exercises, but chose to deliver them in a way that was accessible to adults. According to Knowles, adult learners require context for their learning which has immediate relevance to their professional or personal life (Knowles, 1980), so I contextualised the work I had prepared in relation to the work of a professional actor. 
I tried to include discussion as a teaching strategy when contextualising the work we were looking at, to involve the students, and to acknowledge their experiences. Honouring the personal experiences of the student is considered crucial for adult learners, as well as allowing them to actively participate in their learning, within the theory of experiential learning (Rasmussen, 2015).  When opening up to discussion, I found in the early stages that the level four students were relatively quiet and reluctant to actively participate. This affected my confidence, and I began to doubt the content I was delivering.  Confidence has been an ongoing issue for me, and one which has affected all aspects of my teaching. I found that if I was lacking in confidence in certain exercises I had prepared, or lacking in confidence with delivering information, the students picked up on it and reflected it back to me. This is an area I have tried to consistently work and improve on. 
I have tried to speak to the students on their level rather than treating them like children or talking down to them, to encourage them to feel respected as independent learners (Rasmussen, 2015). Over time I found that this enabled my own confidence to grow, as a mutual respect began to develop between myself and the students. I have generally tried to choose a facilitative teaching approach, working as an enabler to learning rather than a leader or didactic teacher wherever possible. These methods are more suited to vocational arts courses such as acting (Bens, 2017), where the student explores the subject through practice, with the tutor offering guidance and structure whilst allowing the student to make decisions and choices. There were times of course where didactic teaching was necessary in order to inform practice (Minton, 2002), however I continually tried to be inclusive and respectful of the students’ position as adult learners. 
According to Rogers, in order for a person to ’grow’ they must have an environment which encourages acceptance and openness (Mcleod, 2014). I therefore tried to create an environment for the students where they felt able to experiment and explore ideas with freedom and confidence, as acting and voice are expressive arts and require the performer to communicate with confidence. 
Another strategy I used to generate discussion and critical reflection was regular questioning (Bens, 2017). I tried to use a variety of questioning styles, including higher-order questions, to try to encourage the whole class to engage in critical thinking and reflecting, rather than a select few engaged students (Dyer, 2013). 
The level four students, although developing in confidence, still appeared slightly inhibited after several lessons, which again, caused me some concern, as I worried that they found my lessons too simplistic or uninteresting. However, towards the end of the first term I was asked to teach the level five and six students who responded extremely well to my lessons. This taught me that the different dynamics and levels of confidence in the students directly affected me and my teaching, and that the content I was delivering was perfectly adequate.
I found my level of confidence increase hugely when teaching the level six students, as they were confident, mature and communicative. They informed me that the voice lessons I had taught them were extremely enjoyable and informative, which boosted my confidence hugely. 
The main difficulty I faced in measuring where to pitch the students’ level of ability, was that I was never asked to teach consistently or regularly throughout a module, rather I was given lessons at random intervals. This meant that I had little idea of what work the students had previously covered, and of what they needed in response.  This was a large contributing factor in my lack of confidence, since I was effectively guessing what the students required from me, with very little context of their progression and development. 
After one voice lesson with the level five group, a student asked me if I could assist him with a vocal impediment. I felt flattered that he had this confidence in me, and also a huge sense of responsibility. I organised a tutorial with him, where we looked at vocal exercises to reduce a lisp. According to Reece and Walker, tutorials offer a good opportunity to observe the quality of learning, where confidential aspects can be discussed and valuable support to progress can be offered (Ian Reece, 2003). This was certainly the case; I was able to discuss sensitive vocal issues with the student, and together we assessed his issue and were able to practice appropriate exercises for correcting it. I have kept in touch with him and through practice, he has made progress. This is possibly the most rewarding experience I have had as a teacher.

The three different year groups were all very different to work with. The level four students were predominantly quiet and relatively inhibited, in comparison to the level five and six students. The level five students were the most dynamic, in that they were confident, talkative, and potentially distracted. The level six students were confident but mature and responsive to my instructions.  All three year groups however, required some regulation with regard to concentration.
At times, pairs or groups of students would begin talking and laughing, which required me to have to speak louder in order to be heard. In my earlier classes I was slightly inhibited about asking them to be quiet and listen, which meant that I had to repeat myself. My mentor noticed this, and suggested I wait until they had stopped talking before I continue. I felt slightly uncomfortable doing this initially, as I was afraid of creating tension in my classes. I tried asking them to listen, and waiting for a few seconds and they did respond, albeit temporarily. The level five students were the most difficult in this regard; certain students habitually giggled and chattered in certain circumstances, out of what appeared to me to be self-consciousness or discomfort. This is not un-common in performance studies, as the students are often faced with exposing or potentially embarrassing situations or tasks.  However, it affected the entire class, by creating an unsafe or uncomfortable environment which inhibited other students’ performances. 
According to Yazdanmehr and Akbari, classroom management is more extensive than student discipline, and includes anything a teacher does to create an environment that “supports and facilitates academic and social-emotional learning” (Elham Yazdanmehr, 2015, p. 2). With this in mind, my classroom management skills need some work. 
Although the students politely stopped when asked, I would like to create an atmosphere of respect where this type of behaviour does not occur in the first place.

As my classes were irregularly placed, monitoring the progress of the students was slightly difficult for me. I was able to assess and monitor their progress within each lesson, however the lack of consistency with lessons meant I was rarely able to observe any definitive long term progress. I predominantly taught the level four students early in their first term, and the level five students early in their second term, so my grasp of what came before or after I worked with them was very limited.
In order to monitor and assess their progress within my lessons, I would organise my lessons in such a way that I would introduce a topic or exercise which myself and the students would then discuss. This would allow me to observe their initial knowledge on a subject area, whilst I used questioning to engage their critical thinking and reflective capabilities (Minton, 2002). Following this, I would observe them as they practically perform exercises. In acting classes, this could mean improvisation or devising exercises, or in voice classes, they could be practicing exercises for vocal resonance, for example. In either voice or acting classes, the work is predominantly practice based, therefore the most effective way to assess their learning is to observe their performance and offer immediate feedback (Ian Reece, 2003). This would offer them an immediate diagnosis for improving their practical work, and I would also try to give positive feedback to encourage and reinforce their learning (Ian Reece, 2003). This type of observation followed by feedback seemed effective to me, as we would go on to repeat the exercises, whilst applying the direction I had given.  The main constraint I encountered was in not being able to observe their progress in a longer term context. 

Overall, my main issues and areas of difficulty have been associated with a lack of confidence. I found myself extremely nervous at the start of my placement, and eventually found a significant improvement in my confidence, through practice, which has affected many areas of my teaching. The more I teach, the more able I feel to deal with issues such as classroom management, variation of class content and delivery, and my ability to assess and feedback. 
My placement was not ideal in that I was not fitted into a regular scheme of work, and so I was unable to deliver lessons at regular intervals and so observe both what the students needed to learn and also, how they were progressing. It also affected the development of my relationship with them, as I saw them sporadically and often with months in-between. However, having taught in this way, I feel I have been forced to design lessons which have been useful and constructive almost independently of a larger programme, and therefore I feel that I would find it slightly easier if I was to teach as part of an ongoing scheme of work. 
I have certainly improved since I started out, and feel that I have reached a firm basis from which I can continue to develop as a teacher.
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An academic critique of current thinking in relation to the concept of adult learning and the adult learner in the context of today’s PCET 1000

Andragogy, a relatively modern term, made popular in today’s vocabulary by American educator Malcolm Knowles, means “The method and practice of teaching adult learners; adult education” (Oxford University Press, 2018). The term became popular because it specifically refers to the theory of adult education, which details the ways in which adults learn differently from children (Smith, 2017). Knowles described four principles which he attributed to adult learning, which are: 
Adults need to be involved in the planning and evaluation of their instruction; Experience (including mistakes) provides the basis for the learning activities; Adults are most interested in learning subjects that have immediate relevance or impact to their job or personal life; Adult learning is problem-centred rather than content-oriented (Pappas, 2013).
These principles focus on the adult learner having autonomy over their learning, where the adult learner chooses what they learn and how, and the teacher therefore becomes a catalyst or guide to learning, as opposed to the instructor or leader role that the teacher plays within the pedagogical setting (Knowles, 1970). 
These principles underpin our current understanding of adult learning (Comings, 2007), which has influenced the way in which Post-Compulsory Education and Training (PCET) courses are delivered (Ana Palis, 2014). Some argue that Knowles’ principles are not necessarily specific to adult learning, and apply to children’s learning too (David C. M Taylor, 2013).However the consensus seems to be that the adult learner does require the autonomous approach that Knowles’ principles describe, but that adults are also influenced by factors such as social contexts, and that other forms of learning which are not necessarily self-directed, such as collaborative learning, are valuable too (David C. M Taylor, 2013).
Adult education is now often referred to as ‘Lifelong Learning’ (Tight, 2002), which is a title that tries to encapsulate the position of adult education, not as a compulsory formalised process as a means to an end, but of a self-motivated, ongoing process that promotes personal and/ or professional development (Skills you need, 2017). This description incorporates some of the principles of andragogy that Knowles refers to: autonomous, self-directed learning that has immediate relevance to a person’s personal or professional life. Lindeman says that our perceptions of education are changing, and a need for a new outlook is calling; he claims “education is life- not a mere preparation for an unknown kind of future living” (Lindeman, 2015, pp. 4-5).  He goes on to claim that in adult education the curriculum is built around the student’s interests and needs as opposed to conventional education, where the student is expected to conform to an established curriculum (Ibid p 6).
The ideas discussed by Lindeman, apply somewhat to the PCET sector, and how students are expected to learn. In Further Education (FE), typically students aged sixteen and upwards, who have finished their compulsory education and who are studying for pre-degree level courses (Success at School, 2018), more freedom and autonomy is given over studies than has been previously encountered. The focus for FE colleges is preparing students for university, training or the work place, and so they are given more independence and the environment is typically less formal than within compulsory education (P.Huddletson, 2007). Huddleston and Unwin go on to say that teaching in FE is often learner-centred and experiential (P.Huddletson, 2007), whereby the student learns from experience and reflection, and has a more active role in their own learning. Using problem-solving, research, collaboration and critical thinking, students at this level, where the teaching is learner-centred, begin to take their learning into their own hands, and are encouraged to develop an independent attitude toward learning (Weimer, 2012).  Students at this level of education can vary in age, however, those that have recently left full-time compulsory education can take some time to adjust to this new approach to learning, as they have been used to being dependent on a teacher (P.Huddletson, 2007). For this reason, teaching in FE can vary slightly to that in Higher Education, where the student is expected to be more adjusted to the informal teaching style, and self-directed study by the time they reach University (Anne Campbell, 2007).
Problem-based learning (PBL) is an increasingly popular learning and teaching technique in universities today (Owens, 2007), which again, meets with Knowles’ principles of the adult learner in addressing problem-centred learning (Knowles, 1970). PBL is derived from constructivist principles, wherein knowledge is considered a social construction, and that learning is an active, constructive process (L, 2015). This type of teaching and learning technique encourages the student to be active in their learning, creating their own learning and knowledge by actively engaging in real problems in their everyday or professional life, handling complexities and finding solutions (Owens, 2007). PBL is often aided by group work or collaborative teaching and learning methods, which encourage students to share ideas, find resolutions, and arguably help students achieve higher results (ibid p 31).  Theoretically grounded in adult learning, PBL is said to create a better learning environment for students, with improved outcomes in terms of skills, graduate knowledge and attitude (Wood, 2008). 
Although this popular technique calls for the teacher to act as facilitator, teaching methods in universities, of course vary, with didactic approaches such as lecturing, commonly used as well (Minton, 2002). Lecturing and didactic teaching methods are often considered less effective than experiential learning techniques as the learner becomes passive (M. Stiernborg, 2010). However, the student although passive, must self-direct and self-motivate in order to assimilate the information given, which reinforces the concept of the Adult learner as an autonomous being, who must create their own learning and knowledge in whatever context is put upon them. 
Adult learners within the PCET context are at the mercy of the government initiatives in place, with current emphasis being on STEM subjects and their importance for the global market (Policy paper 2010 to 2015 government policy: public understanding of science and engineering, 2015). These changing policies affect the post-compulsory education sector, and the students who choose to take part in post-compulsory education (Tomlinson, 2014). However, the understanding of the adult learner seems to remain that of an independent learner, who requires involvement in their instruction, and who seeks information which is both relevant and associated with their own experiences.
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Reflective practice is widely regarded as a fundamental tool for development in teaching and learning (Learning.gov.wales, 2016) (Ghaye, 2010), where practitioners evaluate their practice, drawing on strengths and areas of potential development, with a view to learning from their experiences.
Said to be derived from the concepts introduced by Dewey, reflective practice is described as an active and deliberate process, which includes recalling an event and posing questions to explore what happened and what possible actions could have caused a different outcome (Dewey, 2008).
The famous phrase ‘learn from your mistakes’ articulates well some of the meaning of reflective practice, but does not include learning from one’s achievements, which is arguably equally as important. Andrew Pollard states that reflective activity is crucial to the teaching profession, improving teaching, enhancing learning and developing standards of performance in schools and for national education systems (Pollard, 2014).
Reflection can occur before a lesson, during, or after. Reflecting on past lessons or encounters can inform new lessons and teaching strategies (Ghaye, 2010). Schon, who coined the phrase ‘Reflective Practice’ (Cook, 2018), describes reflective practice during a session as “reflection-in-action” (Schon, 1983), which includes adapting and responding ‘in the moment’. Another term described by Schon is “reflection-on-practice”, which occurs after a teaching session. According to Ghaye, all types of reflection can blend in to each other becoming continuous cycles of reflection (Ghaye, 2010). Whether reflecting in the moment or afterwards, the process remains the same, according to Cook (Cook, 2018), who describes the act of observing what we have done or are doing, and how it allows us to explore why we do the things we do, and what was or is happening in the context in which we work. Whether reflecting during or after an experience, professionals aim to connect with their feelings and relevant theory (Finlay, 2008). Gibbs’ reflective cycle, built from Kolb’s experiential learning cycle, rings similar to the ideas mentioned by Ghaye, in proposing that theory and practice combine to create a never ending circle (Finlay, 2008).
Reflective practice is used both as a method of evaluating teaching, and also as a learning strategy (Minton, 2002), whereby in both cases, teacher or student can revisit work they have done in order to consolidate what was learned or to assess any areas in need of development.  A study in to the use of reflective practice in mental health nursing students, concludes that reflection is an essential process, which should be integrated throughout all modules in their training, with an emphasis on developing the students’ personal attributes needed for reflection (Clarke, 2014). It also claims that the use of reflective diaries should be introduced. 
Reflective diaries are used throughout education across various disciplines, as a method of critically evaluating past experiences (Minton, 2002). Performance students often use reflective process diaries to aid in the assimilation of practical exercises and classes which they have participated in (University of Wales Trinity Saint David, 2018) (LAMDA, 2018).  This can provide the learner with a new perspective on what was studied, or reaffirm experiences and information. This type of reflective practice is essential in the study of practical disciplines such as performance, as the majority of their work is practice based. Therefore the reflection on what has been learned not only offers an opportunity to gain new perspectives on work covered, but also encourages the assimilation of information, and bridges theory with practice (A.M Atanous, 2015). Reflective journaling expands the quality of learning through critical thinking, and prepares the learner for professional practice (Atanous Et al, (2015)).
According to Hargreaves and Page (Jane Hargreaves, 2013), reflective practice is used throughout various professions, and is not exclusive to teaching. However it is consistently used as a tool for learning and improving practice. They claim that Schon’s work in the late nineteen-eighties informed the popularity of reflective practice today, whereby the use of trial and error and learning from mistakes, informs practice. They go on to say that reflection has become embedded in the education of nurses and medical students, which links in with the study on mental health nursing students mentioned above (Clarke, 2014).
Another description of reflective practice is “to combine intuition and logic in the process of solving problems” (Jeffrey A. Kottler, 2012, p. 127). Kottler emphasises the importance of this action in the teaching profession, and states that teaching is not simply presenting information or technical skills, or managing people; He claims that teaching is “a process by which people are taught to evaluate and process” (Jeffrey A. Kottler, 2012, p. 128). Therefore in order to teach this to students, Kottler believes that a teacher must practice this themselves and act as a model.
Kottler goes on to say that some of the attributes required to become a reflective practitioner include asking questions and being inquisitive, and seeking patterns; Taking time to investigate experiences and integrating knowledge; Developing knowledge through reading, examining the impact of one’s own behaviour, and taking responsibility for one’s own actions and mistakes (Jeffrey A. Kottler, 2012). All of these attributes involve analysing one’s own practice or experiences, assimilating the information gained, in order to adapt for the future. Cook describes the traits required of a coach or facilitator to be an effective reflective practitioner, and they are all based around the role of supporter; encouraging the student to ask questions; offering motivational or developmental feedback; offering help or seeking improvement, and offering new ways of doing things (Cook, 2018).
According to Hargreaves, being reflective does not necessarily come naturally to everybody (Jane Hargreaves, 2013), therefore the traits required to become a reflective practitioner must therefore be learned and developed for many people. It is argued that teaching a person to reflect is not possible, that people are either innately reflective or not (Jane Hargreaves, 2013), however introducing reflective practices, such as journaling can encourage a person to observe their experiences and behaviours which develops reflective skills (Minton, Teaching Skills in Furthur and Adult Education, 2002).
Formative Assessment is described as a tool for directing or forming the educational process for students, in particular in diagnostic assessments or for guidance and prediction (Long, 2000). One key feature in formative assessment is the role of feedback. The definition of Feedback according to the English Dictionary is “Information about reactions to a product, a person’s performance of a task etc., which is used as a basis for improvement” (Oxford University Press, 2018). Feedback is therefore, in itself, a tool for reflective practice for the student, in diagnosing issues or errors, in order to guide the student to the correct end or outcome. If a teacher observes a task performed by a student, and feeds back information to the student, the student can then reflect on the task performed and use the new information to improve their performance in the future.  According to Long, giving students information about their attainments can improve learning (Long, 2000). He goes on to say that although giving immediate feedback is considered highly beneficial to students’ learning, giving delayed feedback can “give students more time to reflect on what they have learned and how they have learned it” (Long, 2000, p. 51).
What seems clear, therefore, is that reflective practice is ingrained within the educational system as a means of improving students’ performance or learning, through the use of formative assessment or feedback (Ian Reece, 2003). This is only the case however, if the feedback is used effectively by the student (Long, 2000), and given constructively by the teacher (Ian Reece, 2003). Which brings us back to the issues raised by Kottler and Hargreaves of whether or not students can be taught to reflect on their learning. If students do not practice reflection, and critically evaluate their experiences, then their feedback becomes redundant. Therefore students must be taught to use feedback in order to improve for future assessments or practices, which means developing their reflective skills (Jeffrey A. Kottler, 2012).
Lifelong learning UK claim that reflection is fundamental to teaching and learning. Within their professional values which “should be observed by all teachers… in all settings”, they state that teachers should value “Reflection and evaluation of their own practice and their continuing professional development as teachers” (AS 4) (Life Long Learning UK, 2006, p. 3). These standards highlight that it is the duty of teachers to reflect and continue to learn in order to effectively teach students to do the same thing. The standards also include the responsibility of teachers to encourage the development of valuing and responding to experiences (AP 1.1), and reflecting on their own practice in order to improve (AS 4, AK 4.3, AP 4.2). This area in particular carries a heavy emphasis within the standards, where teachers are encouraged to regularly develop and improve personal and teaching skills, through continuing professional development, using reflection, evaluation, feedback and research (Ibid p4).  
Minton discusses the evaluation process of teaching, and every aspect of the process is reflective (Minton, Teaching Skills in Furthur and Adult Education, 2002). He describes reflecting on how the lesson plan worked; whether the goals and objectives were met, whether or not the lesson was effective and how well the students learned (Ibid p 68).  The final questions he raises are “What would you change or rethink?” and “what do you need to work on now?” (Ibid p 69). These questions offer the teacher the opportunity to reflect on what they have done in order to change or adapt for future lessons. This presents the same opportunity for the teacher as the teacher presents to the student when providing feedback; the opportunity to observe one’s own behaviour or practice, what worked or did not, in order to make appropriate changes for future practice. In other words, learning from one’s mistakes.
Some argue that teachers should move beyond questioning whether or not their practice is working, to critically examining values and how practice can lead to change (Finlay, 2008). Other issues around reflection which have been raised, include that reflecting is often a self-centred practice, which does not necessarily lend itself to being shared with others (Farrell, 2017).  This however is disputed by Palmer, who states that “The work required to “know thyself” is neither selfish nor narcissistic. Whatever self-knowledge we attain as teachers will serve our students and our scholarship well. Good teaching requires self-knowledge” (Wang, 2008).
Qualified Teacher Learning and Skills status requires all trainee teachers to keep a journal of development, a practice which continues after training is completed; all teachers in lifelong learning are required to provide evidence of at least thirty hours of continual professional development each year in order to maintain their license (Mcgraw Hill Education, 2018).  The value of this practice is reiterated throughout higher education establishments where, as previously mentioned, the use of reflective journaling is common (Reflective Journals and Learning Logs, 2018) (Minton, Teaching Skills in Furthur and Adult Education, 2002).
According to Kolb, the process of learning has four stages: ‘Concrete Experience’, where the learner experiences or encounters a situation; ‘Reflective Observation’, where the learner reflects or reviews what has happened; ‘Abstract Conceptualisation’, where reflection gives rise to a new concept or idea, and the student can learn from the experience; and finally, ‘Active Experimentation’, where the learner applies new information or tries out what they have learned (Mcleod, 2017).  Kolb claims that each of the stages must be met in order to effectively learn (Martin Muscat, 2013). This cycle incorporates reflection as part of the fundamental structure of learning, which marries with the professional standards laid out by LLUK (Life Long Learning UK, 2006).
It seems that even at its most criticized, reflective practice is deemed intrinsic to learning (Duckett, 2002). The definition of learning is “The acquisition of knowledge or skills through study, experience or being taught” (Oxford University Press, 2018); therefore learning could be described as reflective in itself, as acquiring information through experience involves reflecting on what has happened.
It seems to be undisputed that in order to learn and improve our practice, we must observe past experiences to derive information in order to inform our future.
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