Reflective Narrative

Description
Utilising Gibbs’ (1988) model as a framework, the following narrative will reflect upon, analyse and critically evaluate a forty five minute micro teaching session that incorporated contemporary pedagogies and embedded cross cutting, or enhancement themes. The topic of the session was burn wound dressings and involved a teacher demonstration followed by student participation. The session was delivered to a group of six adult learners. 
The aim of the session was for students to demonstrate the ability to apply a simple burn wound dressing, and in keeping with the UK Professional Standards Framework (2011) learning objectives were created. By the end of the session, students were required to recognise why  burn wound dressings are necessary; understand how to apply a simple burn wound dressing and demonstrate the practical application of a burn wound dressing (A1,K1,2).
The session included embedded enhancement themes, Education for Sustainable Development and Global Citizenship (ESDGC) and Welsh culture (A1).  Students were asked to undertake two dressings, with photographs taken in order to record outcomes (A3, 4). This enabled an immediate assessment in relation to practical skill. Group discussion, questions and answers supported ongoing assessment throughout the session (A2,3).
Feelings
Prior to undertaking the micro teach session I had some reservations regarding how successful a practical session might be within a relatively short time. Using demonstration and participation as  teaching strategies had the potential to fail if the learners chose not to fully engage with the process. However, the immediate feedback from peers would suggest that the use of participation preceded by a demonstration was an effective teaching strategy that supported learning in a meaningful and enjoyable way (A5,K2,5). I felt that the method supported a level of interaction between the learners and me that is not necessarily achievable when adopting more traditional methods such as the use of presentations. 
The literature examined in order to evaluate and analyse the effectiveness of my chosen strategy is discussed below, and will support my own learning with regards to understanding the importance of choosing appropriate teaching methods or strategies based on the learner group and a broader understanding of their learning styles and needs (A1,2,V1).
Evaluation and Analysis
In  order to assess learning, the micro teach included set learning objectives that, as Pearson (2015) writes, are the benchmark by which  learning is measured. Pearson (2015) also suggests that learning objectives are the starting point of lesson planning referring to it as a process of planning for progression, and argues that the teacher should always seek to ask exactly what it is that he or she wants the student to learn (K2,3,5). 
This is in keeping with Walklin’s (2000) idea about the importance of setting defined objectives and argues that a clear understanding is needed by the teacher about what he or she intends to teach (A1,K1). Furthermore, Walklin (2000) argues that, as part of the planning process, the teacher, should always use resources in a way that maximises learning efficiency and effectiveness. 
With the above statement in mind, the micro teach described was planned utilising two teaching strategies, demonstration and participation (A4). Demonstration as a form of instruction is described by Race (2014) as a practical exhibition of a certain process that highlights a central principle. It is further suggested by the author, that teaching by demonstration can serve as a useful tool in the teacher’s skill set, but that in order to maximise its effectiveness, the demonstration should be followed immediately by a practical session undertaken by the students in order to reinforce the teaching and learning  that has taken place. Similar to Race (2014), Walklin (2000) also argues that students learn by doing, and that there is no better way of learning a new skill than through practical application (K2,3). 
Demonstration and student participation as teaching strategies are also discussed by Petty (2014) who writes that the use of demonstration involves the teacher showing the learner an example of a skill that can be copied. Petty (2014) refers to demonstration as a “how to” form of teaching, and similar to Race (2014) and Walklin (2000) argues that demonstration should always be followed by an opportunity for the students to undertake the task themselves (A1, 2,4). 
However, demonstration is also discussed by Rogers (2016) who suggests that there are some disadvantages, arguing that learners have a relatively short attention span and ability to concentrate. Furthermore, Rogers (2016) asserts that demonstration does not support the use of feedback. However, whilst generally regarded as lacking in stimulation, Rogers (2016) writes that as a teaching method, demonstration continues to have a valuable place when delivering information, but for that information to be retained, the use of immediate participation is required (A3).
Lesson planning, and the subsequent choice of teaching strategy, is described by Denby (2015) as a process that involves examining progression, and refers to Bloom’s (1984) model of taxonomy and the hierarchy of skills. Bloom’s (1984) model refers to a hierarchy of learning that starts at a low level, knowledge, and moves to a higher level, evaluation. When considering the learning that has occurred following the micro teach in question, it might be argued that the learners have only moved through the first three stages of Bloom’s (1984) model, from knowledge to understanding and finally to application, however, analysis, synthesis and evaluation might not have been achieved (K3,5). 
Knowles’ (1984) suggests that the idea of lesson planning is pedagogical in nature whilst pedagogy is described by Waring and Evans (2015) as a holistic concept that addresses the question of the teacher’s own values and position on how knowledge is acquired in addition to the learning process. The authors also suggest that the use of critical reflection as part of a teacher’s holistic approach supports the recognition of a personal vision of education, an understanding of the relationship between theory and practice, and ability to recognise the type of teacher an individual wants to be and the type of learning they want to create. Pedagogy as a holistic concept asks questions of the teacher, and how they recognise and acknowledge learning styles as changeable and multidimensional whilst gaining an understanding of the relevance of learning styles is important to both teacher and student in order to manage learning effectively according to Waring and Evans (2015). 
As an element of lesson planning, the micro teach session was designed to include enhancement, or cross cutting themes, a notion discussed by Denby (2015) who suggests that their inclusion helps to provide greater depth and should not be taught in isolation but rather should be embedded into teaching at every opportunity. When considering Denby’s (2015) assertion, the dimensions included within the micro teach served to enhance the core subject, burn wound dressings. ESDGC is the result of Welsh Government efforts to create a holistic approach to teaching and learning that helps learners to meet new challenges, enhance critical thinking skills and understand the interconnection between local and global issues and includes health as one of its main themes (A1,2). Furthermore, with reference to the Welsh context, the figures highlighted and discussed refer to the Welsh population and serve to increase awareness of the current situation within Wales in relation to burn injuries.
In an effort to identify learning, the micro teach session included on going assessment, achieved through teacher/ student discussion and the use of a camera to record practical skills and outcomes (K2,3). It is suggested by Curzon and Tummons (2013), and Agboola and Hiatt (2017), that within further education there are two types of assessment, formative and summative. The authors describe formative assessment as an assessment for learning (AfL), whilst summative assessment is described as assessment of learning. In other words, the authors describe the difference as formative being a process that helps students learn, whilst summative helps to identify what has been learnt. Summative assessment should identify and subsequently record the learning that has occurred, is undertaken in a formal way, and commonly takes place at the end of a programme of study.  It is further suggested by the authors that formative assessment, or AfL should contain some fundamental principles, including : it should include feedback for both student and teacher, also that it should facilitate learning and that it should identify any learning barriers (A3,4). 
It is suggested by Mumm et al (2016) that some use the term formative assessment and AfL interchangeably, but argue that they are in fact two different things, whereupon assessment for learning is regarded as a teaching process during which the students are passive and simply receive the teacher’s opinion or decisions. However, the authors go on to argue that effective assessment can only be achieved when both the teacher and the students are active participants within the process. Mumm et al (2016) further suggest that in addition to a collaborative process, students themselves in order to develop their own learning, act as assessor, including self-assessor, thus supporting the opportunity to enhance their metacognitive skills. However, Mumm et al (2016) argue that feedback fails to support learning if the opportunity for students to respond is not offered, an argument that is also predicated by Carless (2015) who suggests that it is vital to create a dialogue between student and teacher within the context of formative feedback in order to promote learning.
These assertions can be supported by the findings of Gamlam (2015) and Gregson and Hillier (2015) who write that the use of formative feedback and AfL are powerful tools that promote learning because constructive feedback joins teaching and learning. However, Gamlam (2015) goes on to suggest that the use of feedback continues to prove a problem for teachers who seem unable or unwilling to either acknowledge or understand the importance or relevance of feedback. Gamlam (2015) further writes that teachers find it difficult to change from summative to formative assessments (K5). 
With this in mind, having the ability to recognise and acknowledge the role of feedback and AfL could be considered within the context of self-awareness. Moriboys (2012) writes that developing an understanding of how an individual relates to groups of learners depends greatly on the individual’s self-awareness and how well developed it is, suggesting that teachers should seek to develop greater self-awareness in an effort to enhance their effectiveness and can be achieved through reflective practice (A5).
Finally, the question of when to give feedback is addressed by Rogers (2016) who states that the correct time to give feedback is simply, as soon as possible, arguing that feedback matters and is vital in order for learning to take place. Concerning adult learners, Rogers (2016) argues that progress through the learning cycle depends greatly on motivation, and argues that constructive feedback when given in a timely manner can help learners, especially adult learners, to maintain their motivation and sustain self – belief. Moreover, Moore (2012) argues that teaching strategies that are student centred create a learning environment that facilitates the opportunity for the teacher and learner to form a partnership type model of learning, whereby the lecturer is given the opportunity to create dialogue between teacher and student, and student and student  thus creating the opportunity for continuous feedback (K2,3). 
Conclusion and Action Plan
To conclude, Race (2014) discusses the idea of learning in relation to knowing and understanding and suggests that the three have become interchangeable within education consequently becoming problematic for teachers when designing their teaching and choosing teaching strategies. Additionally, Race (2104) explores the idea of understanding, suggesting that it is a journey on which learners’ progress, but that teachers can never fully determine any level of understanding achieved during that journey. Race (2014) uses the example of boiling an egg arguing that a student can learn how to boil an egg, proven by the fact that the student repeatedly and successfully does so, but that this does not prove any understanding of the processes involved. In relation to the micro teach, whilst the students successfully achieved the learning objectives by demonstrating a burn wound dressing, proving an understanding of why it is necessary and measuring that understanding, Race (2014) would argue is not possible (K5).  
Moreover, Curzon and Tummons (2013) refer to the work of Vygotsky, examining the theory that adults learn because of social interactions with both people and objects. With reference to the micro teach session, student participation offered an opportunity for learning based on the idea that participation involves a level of interaction that facilitates learning. Participation as a form of experiential learning is also addressed by Bohan et al (2017) who examine Kolb’s model or framework and conclude that learners continue to restructure their own knowledge through experience. However, Bohan et al (2017) argue that for learning to be truly effective, the learner must engage with each element of the learning cycle.
With the above arguments in mind, and in relation to the planning, implementation and assessment of future teaching sessions I might also consider the ideas of  Rogers and Horrocks (2010) who discuss the concept of adults and adulthood as a social and cultural construct and identify some of the common characteristics of self- direction, motivation, value base, autonomy, responsibility and experience for example(K2,3,V1). The authors examine how the accepted social norms of how adults are regarded serve to frame how teaching is constructed, and the teaching methods that are adopted. Furthermore, the authors discuss the idea of learning, and argue that learning is not achieved following a process of knowledge transfer, but rather, it occurs as a result of how individuals perceive, shape and form their own learning as a consequence of thinking about and finding their own answers to questions and problems. With this in mind, choosing teaching strategies that are appropriate for adult learners might depend on an understanding of how adults’ learning differs from how children and young people learn. Additionally, my future choice of teaching strategy might also be influenced by Rogers and Horrocks’ (2010) arguments that the method of learning by doing, and the idea of active learning rather than passive learning, allows the student to become directly involved in an activity that is relevant to the topic supports effective learning. 
It would appear that demonstration and participation were successful teaching strategies for the micro teach session reflected upon within this narrative. However, I think it is important to remember that there are numerous teaching strategies, and that understanding how adult learning differs from how children learn might hold the key to successful planning and implementation of future teaching undertaken (A5,K2,3,V,1,3).
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