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INTRODUCTION
This assignment is structured using Gibbs (1988) reflective cycle.  Commencing with a description of a 45 minute microteach on ‘exploring the cogs of anger’, the reflection will explore feelings associated with the delivery of the microteach session. How the oracy and interpersonal skills within the cross-cutting themes are utilised within the roleplay lesson is embedded, and emphasis has been given to the evaluation of the learning that took place when using this contemporary role-play pedagogy within the affective learning domain. Merged within this refection is an analysis literature review on the widely publicised subject of role-play within the classroom. The assignment includes the evaluation of the use of peer assessments and the assessments used by the role of the teacher. The paper will end with a conclusion of role-play and a further action plan regarding changes for future role-plays.  HEA standards are embedded and referenced throughout the assignment and will be identified by a letter and number in a bracket at the end of each relevant sentence.

Description
I devised a 45 min lesson on March 5 th 2018, using the contemporary pedagogy ‘role-play’ in an authentic, real-life work situation with a therapist and client working through an anger thought record based on ‘Cogs of Anger’ by Vivyan (2015).
In the first ten minutes of the session, I took a pedagogical teaching stance using the PowerPoint to structure the lesson, I introduced the topic, linking it from the last micro-teach session delivered on anger. I broke the task down explaining how their learning objectives would be met throughout the role-play task. I demonstrated the impact that thoughts have on feelings and behaviour with the use of the illustrated PowerPoint slides on ‘cogs of anger’, which showed the group what the task entailed.  The andragogy teaching part happened when I handed the role play over to the group and I took a more observing and supporting role allowing space for the learners to explore and facilitate their own learning. 
The group was split into two groups of three, each of the three selected a role: the client; the therapist; and the observer and were allocated 25 minutes to complete their task; once the group had chosen their roles they were given individual handouts with their learning outcomes and a list of their tasks.   The client’s role had three learning objectives derived from Krathwohl’s (2002) affective domain of learning which were to: identify their thoughts that triggered the anger; explore the cogs that drive the anger cycle; and use higher order learning skills to synthesise a new thought pattern. In order for the client’s role to be effective the therapist’s role had one learning outcome from Bloom’s (1956) cognitive domain which was to apply the list of open-ended and Socratic questions designed to assist the client in moving around the cogs. The second objective from the affective domain, was to support the client using an arrangement of non-verbal cues and minimal verbal encouragers, therefore not using their own opinion or giving advice which in turn allows the client’s role the opportunity for the process to naturally unfold. The observer’s role had two learning objectives, derived from Bloom’s (1956) cognitive domain, to evaluate the therapist’s role and to assess the client’s process. 
 I used direct observation as a formative assessment whilst observing the role play in the groups.  After the role play, I created a debriefing session for the group where each person had the opportunity to reflect upon their role, feelings and their learning process with the use of open ended questions. The white board was the focal point for the groups feedback, the feedback being my summative assessment.

Feelings
My approach was completely different this time around; I was not nervous, I was intrigued and curious to assess the impact that the role play would have on student’s learning.  Even though my role was to facilitate, at times I felt like an outsider looking in, watching attentively as the role-play played out in front of me, whilst observing the learning objectives. I had put a lot of work into creating the role play prior to the lesson and I felt like a director of a film creating a learning environment. I was very pleased with the outcome because it achieved more than I expected. The positive outcome had a lot to do with the small size of the group, which was manageable, along with the positive and willing attitudes of my peer group and their maturity.


Evaluation/Analysis of a contemporary pedagogy Role-Play
To facilitate an effective role-play, the main focus of the teacher’s role is in: (1) preparing a precise, carefully organised roleplay, (2) being instrumental in the beginning where their role is to introduce the task, explaining the learning outcomes and explaining why students are doing the task, (3) Debriefing the student’s, so they are no longer in the role (Reece and Walker, 2009).  A PowerPoint was used as structure and a focal point in explaining and illustrating the role-play task, handouts were provided with specified roles and learning outcomes (A1, A2, K1, K3, K4) and students chose their own roles that they would feel comfortable in. 
This role play is a contemporary andragogy which enabled the group to explore a realistic situation, the group interacted with each other developing interpersonal skills, they utilised an assertive style of communication with open ended and Socratic questioning.  They were given a learning space to explore their feelings within their roles, using creative problem-solving and evaluative skills.  The cross-cutting themes in this lesson were oracy skills, communication skills and interpersonal skills.  Agored Cymru (2015) state that “essential employability skills enable employees to interact and work with others in a variety of situations”.  Essential Communication focuses on the use of oracy and listening skills.  The therapist and client roles required the most use of verbal communication skills, other interpersonal skills were used by the observer role such as listening, evaluating the body language of the therapist and client, students had the opportunity to communicate their observations in the debriefing section of the lesson.  Product skills are described by Walkin (2000) as where a performance is observed and assessed against the objective, the observing task sheet was designed for the observer to assess therapist’s skills used in the role play. Walkin (2000) comments on how process skills are demonstrated by interaction with each other whilst communicating, working together, problem solving, listening and counselling; observing, evaluating, listening and communicating efficiently are all transferable skills required.  This learning environment encouraged good interpersonal skills which enabled students to work well in groups; “interpersonal skills are vital in all areas of life at work, in education and socially” (Skills You Need, 2018). (K3) (V1)    
Poorman (2002) advocates that role-plays are being widely used across college curriculums to facilitate deeper and more critical understanding of course material in social sciences like psychology and counselling.  Reece and Walker (2009) propose that role-plays can bring learning to life and are therefore more realistic than a case study, similarly, Russell and Shephard (2010) view role-play or simulation as experiential learning offering a real-life scenario in a safe environment.  In contrast, Hessler (2016) remarks on some disadvantages to using role-play, advising they can be difficult to manage, the teacher needs careful planning and that the process can be time consuming.  Not all students enjoy role-play and therefore may try to avoid the task, or mess around, it can also be threatening to shy students, therefore all roles must accommodate the personalities within the class for equal opportunities of learning. Gregson and Hillier (2015) back these sentiments, suggesting the limitations to using role-play are that not all students may want, or are able to participate, also some are too embarrassed.  Ladousse (1987) summarises that role-play broadens the world inside the classroom to incorporate the outside world, offering new experiences. 
The characteristics of role-play align with Knowles’ andragogy conceptualisation (Knowles et al, 2015) of how adults learn; for example, adults are interested in learning if it is self-directed, if it has immediate relevance to them or if they can experience it.  Harper & Ross (2011) recount Knowles’ concepts that adult learners respond better to internal motivational factors and problem-solving themes in learning.  In this role-play the group were able to connect with their own feelings of anger, teaching other peers about their feelings; they were able to evaluate the effect that Socratic questioning had on them by lowering their anger levels, whilst developing a new cognitive perspective, which connected to Bloom’s (1956) higher order of learning skill of synthesis. (K3)   Shapira and Leopold (2012) conclude that using role-play has the ability to promote higher order thinking skills such as thinking creatively and critically analysing, evaluating and synthesising, whilst sustaining intellectual engagement and improving linguistic skills are highlighted as key.  Although the main experience would be cognitively and intrinsically felt by the client’s role, a cognitive process would take place for the observer and therapist role whereby they can utilise the information they gained in their own lives. (K3) (K2)       
Demonstrating using Krathwohl’s (2002) affective learning domain of the client’s internalisation process commenced with the first stage of ‘Receiving’. This ties in to the first task where students were asked to choose a trigger that made them feel angry such as, ‘I’m being disrespected, I’m being treated unfairly and I won’t stand for it’ and link it to a real-life situation for them.  Moving into the second stage of ‘Responding’ they started to feel their underlying frustration, annoyance and anger at the situation noticing the biological reactions taking place in their body.  The ‘Valuing’ stage is when students recognised their defence mechanism and acknowledged their aggressive behaviours.  The use of Socratic questioning was designed to challenge student’s thoughts to move into a cognitive domain, a synthesis could then take place reorganising their thoughts by outlining a new perspective; this is now known as ‘Create’ with the revised 2001 version of Bloom’s taxonomy by Anderson and Krathwohl (2001).  The client’s role was felt internally so the internal shift that took place in the ‘Organisation’ stage of the affective domain where students could look at the situation in a more balanced and harmonious way.  Out of the three characters, the client’s role encouraged students to connect and experience their true feelings and challenge and reframe their thinking; this is backed up by Walkin’s (2000) account that role-play learning takes place in the affective domain, where learners can connect with their feelings, emotions and attitudes and have the ability to conceptualise. (K3)
 A formative assessment was employed to directly observe the set of therapist’s skills being used and the attitudes and behaviour of the client’s in their role during their process.  Minton (2005) remarks about the inappropriateness to set levels for attitude, however it is possible to outline and describe the behaviours that you want to assess at the beginning of the role play.  Minton (2005) proposes that having more than one assessor is fairer to assess attitudes as attitudes are subjective, hence the observer’s role to assist in the assessment.  During the observation I noticed the client’s anger and frustration would escalate with raised voices and increased activity within their body language, with them going off on tangents.  I would assist the therapist’s role in focusing them back on track to complete the cogs of anger, which in turn, I knew would bring down their levels of anger and complete the process before we ran out of time. The designed Socratic questions were aimed at challenging the thought, therefore bringing down the client’s levels of anger by changing their perception.  Role-plays are powerful in discovering feelings and deep emotions.  Minton (2005) expresses the importance of maintaining control in the role-play, that the teacher remains actively in charge and available to diffuse emotional situations if they occur. (A3, K5)
The peer observation role was imperative in this triad role-play in assessing the skill set within the specific learning objectives for the therapist role and evaluating their impact; their role witnessed the therapist’s questioning skills which were designed to enable the client to move around the cogs of anger exploring their feelings, physical sensations, defence mechanism and locating a prior trigger.  The observer’s role was to take note of any changes to the client’s emotions and attitudes when the Socratic questions were poised (see appendix), enabling the client to re-evaluate and reframe their thought.  The observers used three different styles of direct observation assessments, ‘Global Impression’ which Reece and Walker (2009) define as a technique of describing what you see.  The observers were able to watch the client’s attitude shift from their feelings of heightened anger and frustration to feeling more calmer and putting things into perspective.  The ‘Rating schedule’ was used to rate the performance of the therapist’s use of question skills ranging from poor to very good.  The observers used the ‘Checklist’ style of observation to record the therapist using non-verbal skills and verbal continuums.   
Reece and Walker (2009) suggest that for assessing the affective domain, possible methods such as peer assessment and observation can be used to improve construct validity.   According to Jones and Tanner (2006) peer assessments are helpful in generating a shared understanding of the assessment criteria and what is important to the task, similarly, Searby and Ewers (1997) note the benefits when students evaluate or analyse peer’s work, proposing that it enhances their understanding of how to improve their own performances. I can see the importance of this because if the observer had the opportunity to be the therapist next then they would be confident in what they had to do and could improve on the skill set they gave feedback on.  Oldfield and McAlpine (1995) go on to imply that peer assessment aids the students in learning higher order skills by thinking critically, therefore encouraging the students to become self-directed learners and becoming less dependent on the lecturer for feedback. (A3, K5)
Reece and Walker (2009) recommend to debrief after a role-play session, Gregson and Hiller (2015) agree the importance of setting time aside after the role-play to debrief.  Moodle (2018) suggests debriefing is a central element of the role-play.  Debriefing was used during the summative assessment section of the lesson with the use of the white board as a focal point in creating a class discussion. Open-ended questions were utilised to focus on the feelings and reactions of the characters in the roles, along with attitudes learned and what they experienced within their roles, and the impact of questioning with the cogs of anger’ Cognitive Behavioural Therapy’ thought record.  This style of summative assessment aided the consolidation of the group’s learning and enabled me to check how effective the learning outcomes were.  When I asked ‘What can you draw from this experience?’ for the client’s role they were able to process what had just happened for them, enabling them to evaluate their feelings and the way they think.  The observers were able to validate the client’s process.  When I asked ‘How can you can apply or transfer your experience into your own life?’ the group expressed how they would be taking away something they can use to diffuse their own anger. 
The students in the therapist’s role expressed their struggle with sticking to the script and how hard the role was, reflecting that they now have a clearer understanding of the therapist’s role using the questioning skills in a counselling session.  This resonates with Barry and Trapp (2018) who state that “authentic learning gives students the opportunity to learn about new perspectives and roles in life”.  Although the group are not counselling students, this style of role-play enables them to have transferable skills to go into the work place.  Gravell and Simpson (2012) propose that a strength of role play is that there is the ability to link theory to practice and in this case the group had the opportunity to work in a real-life setting, which was designed to be in a safe environment and if an issue arose, it could be worked through and immediately addressed.   (A3, A4, K2, K3, K5, V1)


Conclusion/ Active plan
Gredler (1996) suggests using a 3-step evaluation in order to re-design a role play.
“1. Document the design validity of the innovation.
2. Verify the cognitive strategy and the social interactions using formative feedback and redesign them where needed.
3. Conduct follow up evaluation research on specific process and effects of the learning assessment.”
Evaluating the lesson, I recognise the importance of the first stage of a role play, the teachers part which is to ensure learners have a clear understanding of the role-play task they are going to undertake, explaining the roles precisely, the specific learning outcomes and why in each role, scaffolding the learning with health and safety and observing and managing if any personal issues occur or escalate.   I would definitely use role-play again in my teaching sessions, when planning the role play, ideas to consider include personality dynamics when putting groups together, being aware of the quiet students who do not want many verbal roles, and therefore accommodating all the students when designing the role play.
I would like to explore more contemporary pedagogies to facilitate my teaching to be highly effective, this can be achieved by observing peers, teachers, reading and experimenting within my lessons and evaluating the lessons afterwards.  I enjoyed Lucy’s lesson on De Bonos’ Hat’ (2009), I have already thought about putting this pedagogy in an upcoming lesson, where I can use this in my counselling classes about judgments and labels.   I feel I need more skills in classroom management which I plan to look into reading about. Since being on the course I feel my confidence has grown and this is shown in my voluntary teaching practice where I have just started delivering the same course to a new group, but I have altered and improved on it from the first time after reflecting what worked and did not.  I have also read a booklet on ESDGC by the Welsh Assembly Government (2008), unfortunately for this micro-teach I was not able to use materials on identity and culture, climate change social economics or include digital literacy but I have an awareness for other lesson plans.
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Appendix

1. Teacher’s evaluation sheet of Micro-teach 
2.  Lesson Plan
3. PowerPoint
4. Task of the Therapist Role-play
5. Task Client Role-Play
6. Observers Task sheets
7. Vicious Cogs of anger
8. Essential Skills
9. HEA professional standards
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