Part 1 
I have recently carried out observations of two professionals and below is a reflective account of their teaching practises and how I can incorporate these into my own teaching. I am going to use the Gibbs, G (1988) reflective cycle within this account. 

Description 
The first observation I completed was during the level 3 education and training course that we run internally. The course is a week in length, and I observed day 1 of the program which focused on outlining the content of the course and the requirements within it. 
The professional delivering the session firstly introduced themselves and immediately engaged with the class by asking those present to introduce themselves and explain a little about their role and why they are undertaking the course. This was followed by housekeeping for the day such as turning phones on silent and explaining where the toilets and fire exits are located. 
The professional has then gone through the expectations of the course including how and when the learners will be assessed as well as classroom breaks. Then the aims and objectives of the day were explained before the professional completed an ice breaker activity. The topic of icebreakers formed part of the learning objectives and the professional then moved onto another activity around setting ground rules in the classroom before adding some academic literature to support some of the content. 



Feeling 
The feeling within the classroom was very open and positive. Learners were engaging effectively with the professional asking and answering questions as well as providing own experiences and thoughts to the content being taught. 
Learners were smiling and laughing throughout the ice breaking activities and the professional presented confidently and relaxed during the session. They spoke at a level tone that everyone understood, clearly and calmly. 

Evaluation & Analysis 
Learners engaged well with the professional throughout the lesson. The use of icebreakers I believe contributed to this as documented by Dressel, (2020) icebreakers create positive relationships between learners and their peers as well as with the teacher. They also create ‘safe learning environments’ (Dressell, 2020) linking into Maslow’s hierarchy of needs (Maslow, 1943). Maslow, (1943) documented that there are 5 stages of human needs that that motivate us. These stages follow each other to which, unless 1 is achieved the next stage cannot be attained. Stage 1 is phycological needs relating to the needs to breath and rest. The next stage is safety; relating to having stability at home, income and shelter. Stage 3 is love, belonging and feeling close to family and friends or part of a group. Stage 4 is esteem where we want to feel confidence and perform. Maslow, (1943) noted that only once all 4 stages are achieved can humans reach stage 5 which is self-actualisation.
Relating this into the session I observed, the professional provided regular breaks and time to eat during sessions so that the basic needs of the learners was met. The room was warm and secure providing safety and the ice breakers allowed learners to interact and feel part of the group, linking into the 3rd stage of Maslow’s (1943) hierarchy of needs. This in turn appeared to motivate the learners and maybe a reason for engagement with tasks and group discussions that were observed. 
I also observed the professional catering for the 4 learning styles as documented by Fleming (1997). The professional included pictures and visual aids to accommodate the visual learners. There were discussions for the auditory learners and group tasks to incorporate the kinaesthetic learners. Those who learn through read/write were accommodated by academic literature within the session. 
The professional also used open questions when engaging in group discussions and demonstrated clear planning and preparation by having PowerPoints in front of them. These were in hard copy to refresh their mind in case they forgot anything, allowing the session to run smoothly and on time, maintaining engagement from the learners. 

Conclusion
Overall, the session was very interactive with great rapport between learners and the professional leading. They ensured that the learners had regular breaks and the icebreakers at the start allowed learners to engage which each other and the professional. At the end of the session, the professional recapped the learning aims and objectives to ensure they had been achieved and the open discussions allowed the professional to obtain a good understanding of the learners knowledge. 

Action Plan
Upon observing and reviewing the professional, I would incorporate ice breakers within my sessions. They gave the learners an opportunity to engage in the session,  building confidence and making them feel part of the group increasing motivation. Printing the slideshow into hard copy prior to the session is something else I would use as it helped the professional stay on task and allowed the session to flow. Informing the learners how many breaks they will have and when also appeared beneficial as learner could see how the content was broken into sections and prevented the session becoming tedious. Again, this is something I will look to include within my own teaching in the future.  

Description 
The second observation I carried out was around the topic area of county lines. Again, the professional clearly explained the aims and objectives of the session at the start before asking open questions to the class to gain an understanding of prior knowledge. The professional built on this feedback from the learners and provided official definitions including different aspects of county lines. This was supported by case studies both locally and nationwide. Breaks were incorporated into the session with plenty of opportunities for learners to ask questions.

Feeling 
Again, the classroom environment was positive, with many learners engaging in open discussions. This class was bigger than my first observation and the professional engaged with the whole class by moving around the room and speaking clearly. The professional had notes in front of them for the duration of the session allowing it to flow, demonstrating a clam and relaxed feeling.

Evaluation and Analysis 
Learners engaged well with the professional throughout the session and an initial ice breaker used enabled the professional find out more about the baseline knowledge of the learners. The professional asked open questions around the topic area and compared their understanding to information prepared on the PowerPoint. 
I also observed the professional incorporate 3 of the 4 learning styles documented by Fleming, N.D. and Mills, C. (1992). This was by including pictures, maps, visual aids, open discussions, and facts and figures from recent research accommodating the read/write learners. However, there was no group tasks or practical elements within this session to cater for the kinaesthetic learners.  Learners were sat down throughout the session, and this may have resulted in some struggling to understand the content of the session. However, it has been documented by Fleming, N.D. and Mills, C. (1992) that these principles should be considered and not rigidity applied when teaching. Learners are often not influenced by only 1 learning style and that learners often learn through a combination of several styles based on the information or skill they are learning (Fleming, N.D. and Mills, C. (1992).
During this observation I was impressed by how the use of case studies can impact the learning environment. This allowed learners to apply the practical knowledge into real life scenarios outside the classroom and something they can relate to once applying the knowledge practically.
In several weeks the learners will undergo an examination to check their understanding around this topic area, but I did not observe a knowledge check in this session. This is something I would include within my teaching moving forward so I could be satisfied that learning has taken place. I appreciate that learners will be assessed on this topic area later with an examination, and feeds into the assessment of learning vs assessment for learning discussion. 

Conclusion 
The benefits are that good planning when teaching a large class really helped the professional remain in control and keep to relevant timings. The use of maps and case studies in the lesson were particularly interesting and I believe kept the learners engaged and able to relate the topic area to their role as a police officer. This was evidenced when several learners in the class lent forward in their seats when these case studies were displayed on the PowerPoint. 

Action Plan 
Learning I have taken from this observation and what I will include in my own teaching is the use of case studies, if applicable. I witnessed the learner’s engagement increase when this was discussed. However, to incorporate the kinaesthetic learners in the room, I would consider using group tasks to help get learners out of their seats and engaging with one and another more. 
Furthermore, I would look to incorporate a knowledge check at the end of the session and move towards assessment for learning which will allow learners to have timely feedback rather than waiting to the end of the teaching process when examinations take place as noted by Berry, (2008). 





















Part 2

Assessment in Context 

“Assessment is the operation of gathering, synthesizing and explicating information to aid decision making" and is often carried out by teachers or individuals (Padmanabha, 2021). It allows all to understand whether a goal has been achieved (Padmanabha, 2021) or determine if improvements to teaching are required (Berry, 2008). Assessments are also described by Schuwirth and Van der Vleuten, (2011) as being a process of establishing if learning has taken place on the completion of teaching and has been for many years. 
A traditional form of assessment is summative examinations at the end of a process (Padmanabha, 2021). These forms of assessment have been widely accepted by the public as a form assessing progress (Ecclestone, 2004) and is often referred to as assessment of learning (AOL). The fundamental objective of AOL is to establish if learners have acquired the correct level of knowledge or skills at the end of a process (Schuwirth and Van der Vleuten, 2011). However, flaws in AOL have been documented within recent research and concerns have been raised around learners being “taught to the test” and that it encourages learners to memorise facts or knowledge rather than understanding concepts and how it can be applied wider (Berry, 2008).
Padmanabha, (2021) explains that AOL is commonly used in classrooms, where results are provided to students with little to no feedback of how to improve. These summative assessments only inform learners of whether they pass or fail and not how to develop their skills for additional learning (Broadfoot et al., 2002).
Further analysis into AOL has also been documented with the potential of them to build pressure on both learners and teachers to be successful, with poor results having a detrimental impact on future progress or sense of failure (Berry, 2008). Berry, (2008) further explains that AOL results can be misleading as learners may have misunderstood a concept or forgot a specific element being assessed in an exam, resulting in them failing it. But this may not be a reflection of the learner’s overall knowledge providing false conclusions (Berry, 2008).  
Due to some of the draw backs associated with AOL, changes in how learners are assessed have emerged over recent years (Schuwirth and Van der Vleuten, 2011).  New approaches to assessments have been considered, the term ‘assessment for learning’ (AFL) has been used (Martinez & Lipson 1989) relating to a formative way to assess learners (Padmanabha, 2021). AFL works by assessing learners throughout a learning process with several smaller, but appropriate assessments (Berry, 2008). It allows for learner’s progress to be monitored, any gaps in their learning to be addressed, allowing timely feedback during the learning process so they know how to improve (Berry, 2008). 
AFL is not a new concept and has been previously documented by Ausubel (1968) who noted that from formative assessments, teachers are aware of what the learner already knows as a baseline so the teaching can be tailored to this and address areas where knowledge is scarce. This has also been documented by Martinez & Lipson (1989) that from formative assessments, teachers can amend learning and ensure it is ‘pitched at student knowledge level and experience’. 
It may transpire that gaps in learning stretch to a whole cohort of learners (Martinez & Lipson 1989) meaning that teachers may need to review whole processes and tailor activities so that they ‘suit the students needs’ (Berry, 2008). Berry (2008) also documented that the ‘fundamental principle’ of AFL is the link that exists between ‘assessment and learning’. 
By the very nature of formative assessments an understanding of how someone learns can be determined and their limitations (Berry, 2008).  AFL can also include carrying out ‘self-assessments’ or ‘peer assessment’ activities by the learners with little or no involvement of the teacher (Berry, 2008). This can provide significant learning experiences for the learner and allow them to identify gaps in their learning or knowledge (Berry, 2008). However, for self-assessments to be effective, learners need to be aware of the expectations of them within a learning process (Dannefer, 2013). 
Fleming, N.D. and Mills, C. (1992) noted that self-assessments (questionnaire in this case) can allow students to identify how they learn and documented the VARC model consisting of four learning styles. These are visual learners who learns best by watching or through visual effects such as videos and drawings, an auditory learner who learns best through lectures and group discussions where they can listen to others speak and absorb this information. The third learning style is those who learn best through read and write such as reading lists, diaries and dictionaries including the internet. To complete the model, the fourth learning style are those who learn best kinaesthetically such as performing actions through observation or simulation. Through Fleming, N.D. and Mills, C. (1992) research a questionnaire was created for learners to complete as part of their self-assessment and determine which learning style best suits them. It may result in some learners using a mixture of styles depending on what they are required to learn. 
It must be noted however, that for AFL to be beneficial to the learner, the teacher must have the required skills and knowledge to interpret the results from these assessments and understand how to address or adapt learning styles (Martinez & Lipson 1989).
Further research into how adults learn has been documented by Kolb, D. A. (1984) who noted that adults learn through behaviourism, cognitivism and constructivism with learning being an ongoing process with no fixed finish point. 
From this Kolb, D. A. (1984) created the adult learning cycle which consists of 4 stages known as concrete learning, reflective observation, abstract conceptualisation and active experimentation. 
Concrete learning refers to when a new experience, skill, or information is encountered by the learner before reflecting on this information and digesting it. Following this, the learner applies or interprets the knowledge learnt before applying this in the final stage (Kolb, D. A. 1984). From feedback around how previous experiences or knowledge was applied, the learner goes through the cycle again. Kolb, D. A. (1984) documented that learning is a continuous process and should not be measured in terms of outcomes and based around experiences. 
AFL facilitates the learning cycle as the learner receives feedback from assessments that is timely and relevant allowing them to act and improve (Berry, 2008).  This timely feedback whilst learning is ‘fundamental to the learning process’ with learners having the opportunity to reflect, and act accordingly to feedback being given, allowing them to goal set and improve (Berry, 2008). Once goals are achieved and the learner can see success and improvement, motivation for further learning increases as well as engagement (Berry, 2008). As Berry (2008) notes without learners being engaged in these processes learning cannot take place. 
However, due to AOL not providing important feedback to learners through a learning process as noted by Padmanabha, (2021), it may inhibit learners moving through the adult learning cycle documented by Kolb, D. A. (1984). 
But there have been some negative aspects associated with AFL too and has been documented by Martinez & Lipson (1989). They noted that with formative assessments, a lot of data is created about learners’ development and progress which can overwhelm teachers with additional marking and interpreting the data into useful information. This is why careful consideration around types of assessments and volume is needed as they need to fit around preexisting timeframes including school terms (Martinez & Lipson 1989). Furthermore, Altahawi et al. (2012) noted that learners who are previously assessed through AOF such as exams and motivated by grades, when they are assessed through formative assessments, learners can experience a ‘culture shock’ impacting the way they learn meaning they require time to adapt. 
Berry (2008) noted that the different types of assessments allow for different learning outcomes to be assessed. It is important to incorporate different assessment methods during a learning process, it can keep the student interested as well as allowing a more in-depth understanding of a learner’s knowledge and understanding from a range of different perspectives (Berry, 2008). Different assessment methods can include observations, portfolios, presentations and/or examinations. When determining the knowledge of a learner at the end of a process, decisions should be made using evidence arising from different assessment methods throughout the process hence why it is beneficial to incorporate both AFL and AOL methods (Berry, 2008). Martinez & Lipson (1989) noted that assessments within a process should allow for the learner to demonstrate all their knowledge and understanding from carefully selected assessments and not from one final examination at the end. Berry (2008) notes that AOL examinations at the end of the process can provide false conclusions regarding a learners knowledge and understanding due to them taking place at the end of the process, however, with other assessments being incorporated throughout the learning process, they can allow a more broad understanding of the learners knowledge and understanding. 
For multidimensional assessments to be incorporated into a learning process successfully by including AFL, teachers need to acknowledge their role as facilitating the learning process by providing timely feedback and providing the learners with opportunities to learn. (Dannefer, 2013).  There must also be trust in the students to take responsibility for their own learning, and address gaps that are identified in their knowledge rather than focusing on the result at the end of the process (Dannefer, 2013). 
Moreover, when determining multidimensional assessments within a learning process, it is important that it is designed to improve learning and promote reflective practices between both teacher and the learner (Dannefer, 2013).
Assessments in my Professional Practice
There are multidimensional assessment methods used with my professional practice including both AOL and AFL. The learning process consists of two years to which in the first year there are many examinations in a classroom-based setting on legislation and processes. These examinations occur at the end of a topic areas, so it is an AOL in that sense but where these examinations occur is throughout the learning process. If these examinations were at the end of the learning process rather than throughout, learners would not be able to receive feedback and act upon this to improve as noted by Broadfoot et al., (2002) & Padmanabha, (2021). But due to examinations being carried out throughout the process, when they come to the end of a topic area; it gives teachers the opportunity to provide this feedback and revisit areas where learners did not perform adequately. Furthermore, to support learning, learners undertake scenario-based training in conjunction with these examinations where observation assessments are carried out. This allows for learners to have immediate feedback on their performance and is good use of multidimensional assessment methods. 
These scenario-based training exercises accommodate the kinaesthetic learners within the cohort as noted by Fleming, N.D. and Mills, C. (1992). However, it is noted that these practical elements are not completed until several weeks after the learners are taught the content through PowerPoint presentations. This means that kinaesthetic learners are disadvantaged and may not have a clear understanding of the content being taught prior to these scenarios. This is unfair if examinations are scheduled before the practical scenarios and may result in unreliable outcomes from the exam which has been documented by Berry, (2008). Due to this, relying on just the examination as an indicator for knowledge and understanding is not right and the results from these scenarios are factored into their overall grade as they cannot pass one without the other. Therefore, as noted by Martinez & Lipson (1989) this is why careful consideration should be taken when determining assessment methods through the learning process. Due to this, I would recommend these scenario-based exercises are brought forward to before any examination to accommodate everyone. However, to contradict this view, these scenario-based exercises are very resource intensive as role players are required as well as venues to be sought resulting in teachers becoming overwhelmed or struggle to fit into the tight timetable, demonstrating limitations as noted by Martinez & Lipson (1989). 
However, other learning styles documented by Fleming, N.D. and Mills, C. (1992) are incorporated into lessons with many videos, diagrams and drawings for the visual learners. There are audio descriptions and group discussions to accommodate the auditory learners and plenty of legislation is taught throughout for the read/write learners. 
As learners move into year 2 of the process, there is more focus around AFL. Learners are required to provide evidence through observations of putting theory into practice assessed against a set criteria. Learners are provided timely feedback during monthly review meetings with assessors and if required additional support provided. Assessors can also use other assessment methods such as professional discussions accommodating audio learners and again providing timely feedback. 
The regular feedback as the learner progresses through year 2 is beneficial to them as they can move through the adult learning cycle as documented by Kolb, D. A. (1984). The learners can acknowledge what they have learnt, interpret it and put it into practice. They are exposed to real world scenarios where changing situations test the depth of knowledge and understanding of the learners providing great validity to the assessment process (Berry, 2008). 
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