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Introduction
This reflective account evaluates a Hate Crime Awareness session delivered to operational police officers within Gwent Police. Drawing on my role as a Detective Sergeant within Crime Training, the session was delivered using a facilitative, discussion-led approach grounded in operational experience. The aim was to develop learners’ ability to make defensible decisions, apply the perception test, and understand the wider impact of hate crime on victims and communities. This reflection critically analyses teaching strategies, learner engagement, assessment approaches, and peer feedback to identify strengths and areas for development.

Professional Context and Rationale
The session was delivered within the context of increasing organisational focus on Equality, Diversity and Inclusion (EDI), alongside heightened scrutiny of policing following high-profile incidents and movements such as Black Lives Matter. HMIC expectations reinforce the need for officers to demonstrate competence in identifying and responding to hate crime.
Drawing on my experience of supervising investigations, I structured the session around realistic operational scenarios to mirror decision-making in practice.
As outlined within the lesson plan, the session progressed from foundational legal knowledge into applied operational decision-making, enabling learners to gradually build confidence and understanding throughout the session.
This aligns with Knowles’ (1984) principle that adult learners are motivated by relevant, problem-centred learning. However, while andragogy promotes learner autonomy, it arguably overstates independence in structured environments such as policing, where consistency and compliance are required. Consequently, elements of direct instruction were necessary to ensure clarity around legal thresholds.
Considerations in Teaching Adult Learners
My delivery style is experience-led, encouraging learners to draw on their own operational knowledge. This was reflected in the use of facilitated discussion and real-world examples rather than reliance on presentation slides. Learner feedback supports this approach:
“The session was not over dependent on PowerPoint slides and it was good to use real operational experience as a way of learning.”
This aligns with Race (2014), who emphasises active engagement in adult learning. However, Avis (2020) notes that not all adult learners are equally self-directed. This was evident in varying levels of participation, reinforcing the need for structured facilitation to ensure inclusive engagement.

Meeting Learner Needs and Learning Environment
The cohort included officers with varied experience levels, requiring a differentiated approach. Scenario-based learning enabled engagement at different cognitive levels, consistent with Bloom’s taxonomy.
The Hydra exercise was particularly effective:
“The hydra exercise helped put the learning into a practical operational context.”
This reflects Kolb’s (1984) experiential learning model. However, Kolb assumes learners can reflect effectively on experience, which was not consistent across the group, suggesting the need for scaffolding (Vygotsky).
Given the sensitive nature of hate crime, establishing a safe learning environment was essential. This was reflected in feedback:
“The input allowed for open discussion on what is a sensitive topic in a safe environment.”
This aligns with Maslow’s concept of psychological safety, although it has been criticised for lacking empirical robustness. While open discussion supported engagement, it also allowed dominant voices to emerge, highlighting the need for more structured facilitation.

Teaching, Learning and Communication Strategies
Kolb’s (1984) experiential learning cycle underpinned the session, supported by constructivist principles (Avis, 2020), enabling learners to build understanding through discussion. Bloom’s taxonomy structured progression from understanding to evaluation.  The sequencing of legal definitions, statistical analysis, scenario discussions, and experiential activities reflected Bloom’s taxonomy by moving learners from knowledge acquisition towards evaluation and justification of professional decisions.

While constructivist approaches promoted engagement, they risk inconsistency if not carefully facilitated. Behaviourist methods, particularly when delivering legal definitions, ensured clarity and standardisation. This highlights the need for a blended pedagogical approach.
My communication style is conversational and facilitative, encouraging participation through questioning. However, open questioning allowed more confident learners to dominate. More structured approaches, such as directed questioning, are required to ensure inclusive engagement.
Although open discussion promoted engagement and professional debate, quieter learners may have benefited from more structured collaborative techniques such as think-pair-share activities before wider group discussion.

Assessment Strategies
Assessment was primarily formative, embedded within scenario-based discussion, aligning with Black and Wiliam’s (1998) concept of assessment for learning. The Hydra exercise provided an effective tool for assessing decision-making in real time.
However, reliance solely on formative assessment may limit the ability to evidence competence consistently across the cohort. Summative assessment provides measurable outcomes but may reduce opportunities for ongoing learning. A balanced approach is therefore required.
Diagnostic Assessment
Initial questioning during discussion of national and local hate crime statistics was used to assess learners’ prior knowledge, assumptions, and operational experiences relating to hate crime trends and reporting levels. This aligns with Black and Wiliam’s (1998) concept of assessment for learning, where assessment is used to inform teaching and identify learner understanding before progressing further.
The use of discussion around statistics also reflects constructivist theory, as learners built understanding collaboratively through discussion and reflection on operational practice (Avis, 2020). Additionally, Mezirow’s theory of transformative learning suggests that exposure to challenging perspectives and critical discussion can encourage learners to reconsider existing assumptions and beliefs.
Formative Assessment Throughout
Open and directed questioning were used throughout the session to assess learners’ understanding and encourage critical thinking. Petty (2009) highlights questioning as a key strategy in promoting learner engagement and checking understanding.
Scenario-based discussions enabled learners to apply knowledge in context, supporting Kolb’s (1984) experiential learning theory. Learners were required to analyse incidents, justify decisions, and reflect on operational implications, encouraging higher-order thinking consistent with Bloom’s taxonomy.
Experiential Assessment
The Hydra exercise acted as an authentic assessment tool by replicating operational decision-making in a realistic environment. Race (2014) argues that assessment is most effective when it reflects real-world application, supporting the use of immersive exercises rather than purely knowledge-based testing.
The activity also aligns with situated learning theory (Lave and Wenger), where learning is most meaningful when it occurs within authentic professional contexts.
Plenary Assessment
The plenary used recap questioning and learner reflection to consolidate learning and assess overall understanding. This aligns with Bloom’s taxonomy by encouraging learners not only to recall information but also evaluate and justify decisions made during the session.

Consideration of Alternative Teaching and Assessment Approaches
Alternative teaching approaches were considered. A lecture-based approach may have enabled efficient delivery of legal definitions; however, it would likely have reduced engagement and limited opportunities for applied learning (Petty, 2009). Similarly, written or knowledge-based assessments could provide measurable outcomes but would not fully reflect the complexity of real-world policing decisions.
E-learning was also considered, offering flexibility and consistency. However, it would not support the open discussion required for a sensitive topic such as hate crime, nor allow for immediate challenge and clarification. Race (2014) suggests assessment should reflect authentic practice, supporting the use of scenario-based activities.
This reinforced the importance of selecting teaching approaches that were appropriate to both the learning outcomes and the operational context of the learners..
While written assessments may provide measurable outcomes, they would not fully capture the contextual judgement and communication skills required in operational policing environments, reinforcing the value of authentic and experiential assessment approaches.



Debrief with Colleagues and Reflective Practice
Following the session, a structured debrief was conducted with fellow trainers. This aligns with Schön’s (1983) concept of reflection-on-action, enabling critical analysis after the event. The debrief reinforced strengths in the facilitative approach, particularly the use of operational scenarios.
However, colleagues identified that extended discussions impacted time management and reduced opportunities for consolidation. This supports my own reflection. Brookfield’s (1995) model highlights the value of multiple perspectives, and incorporating peer feedback provided a more balanced evaluation and challenged assumptions about my delivery.

Critical Reflection and Evaluation
Using Gibbs’ (1988) reflective cycle, the session was effective in engaging learners and achieving its objectives. The experiential, discussion-led approach supported operational relevance.
I found myself naturally allowing discussions to continue when learners shared operational experiences, as these often generated valuable peer-learning opportunities and enhanced engagement. However, on reflection, my enthusiasm for discussion occasionally reduced the pace of delivery and impacted opportunities for structured consolidation.
However, time management and uneven participation were key limitations. This reflects a broader tension within adult education between facilitation and control, where excessive flexibility can reduce structure, but excessive structure can limit engagement.
Improvements and Professional Development
Future sessions will incorporate stricter time management and more structured questioning techniques to ensure inclusive participation. Additional scaffolding will support less confident learners, and a brief summative assessment will reinforce learning outcomes.
Ongoing development will include peer observation, engagement with research, and continued reflective practice, ensuring alignment with professional teaching standards.
Learner Feedback
Learner feedback was highly positive, particularly regarding the practical and engaging nature of the session. The emphasis on real-world application and discussion was identified as a key strength.
However, feedback also indicated the need for greater structure and consolidation, reinforcing the need to refine delivery methods.
Conclusion
This reflection demonstrates that my facilitative, experience-led teaching style is effective in engaging adult learners and supporting meaningful learning. However, critical evaluation and peer feedback have identified areas for improvement, particularly in relation to structure, participation, and assessment.
By addressing these and continuing to engage with theory and professional feedback, I can further enhance my effectiveness as a trainer within a policing context.
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