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Reflective Account – Part 2
Description
This account uses Gibbs’ (1988) reflective cycle to critically evaluate my first observed 30-minute microteach with 36 Level 6 Early Years Education and Care learners as a trainee lecturer. The session explored the John Muir Award through questioning, Think-Pair-Share, multisensory discovery boxes and a digital scrapbook. Effective planning requires alignment between learners’ starting points, outcomes, activities and assessment (Thompson et al., 2024; Race and Brown, 2025). My planning therefore considered intended learning alongside my knowledge of this evening cohort.
The previous session had included learner fatigue and reduced concentration, prompting me to consider environment alongside pedagogy. As adult learning is influenced by wider contexts (Avis, Fisher and Thompson, 2019), on a particularly hot evening I increased ventilation, provided a hydration station, sweet treats and incorporated natural fragrant sensory resources. Maslow (1943) offers one lens for considering physiological comfort, although motivation cannot be reduced to physiological factors alone. Learner and mentor feedback suggested these adaptations supported participation. Brookfield (2017) argues that critical reflection requires assumptions to be examined through perspectives beyond one’s own; their feedback therefore helped test my interpretation. This developed my understanding of responsive practice as recognising contextual barriers to participation (Welsh Government, 2023).


Feelings
I initially felt excited but apprehensive. An unexpected room change increased my anxiety and required immediate reorganisation; however, preparation enabled me to adapt. Schön’s (1983) reflection-in-action explains professional responses to uncertainty. My observer praised my adaptability and learners adapted and remained engaged, challenging my assumption that the disruption would negatively affect the session. I therefore recognised that effective planning should enable responsive professional judgement rather than rigid adherence to a plan (Schön, 1983; Thompson et al., 2024).
As learners participated, my apprehension was replaced by confidence and enjoyment. By the end, I felt elated. Learners described the session as “excellent”, “informative” and “inspirational”; my mentor stated that learners felt valued; and my observer praised my rapport, questioning and subject knowledge. However, Brookfield (2017) cautions against relying solely on personal interpretations. Triangulating these perspectives validated genuine strengths while requiring me to distinguish between perceived success and evidenced learning. Critically evaluating feedback in this way supports reflective professional learning and continuing improvement (Brookfield, 2017; Welsh Government, 2023).
Evaluation
Experiential and multisensory teaching was a significant strength. Dewey (1938) associates learning with experience and reflection, while Vygotsky (1978) and Bruner (1966) emphasise active, socially mediated meaning-making. Think-Pair-Share also supported participation (Race, 2020). One learner commented that “the smallest thing took us back to our childhood”, suggesting connections with prior experience; another stated, “I struggle with concentration but found you very engaging”. However, engagement cannot independently demonstrate achievement because assessment requires evidence against intended outcomes (Gravells, 2021; Race and Brown, 2025). I therefore recognised that, while engaging pedagogy can support participation, evidence of learners’ understanding is necessary to establish whether intended learning has been achieved (Gravells, 2021; Race and Brown, 2025).
The observation also challenged my understanding of inclusion. I had assumed that sensory resources and varied participation demonstrated inclusive practice. However, my observer identified excessive text, small fonts and decorative PowerPoint backgrounds as potential barriers. This revealed that I had scrutinised teaching strategies more critically than resource accessibility. The Professional Standards emphasise responding to learner needs and promoting equality, diversity and inclusion (Welsh Government, 2023), while Cuevas (2015) challenges matching teaching to fixed learning styles. I now view pedagogical variety as widening access rather than accommodating fixed learner “types” (Cuevas, 2015). Inclusion must therefore be evaluated through learners’ access to the whole learning experience, rather than through inclusive intention alone (Welsh Government, 2023).
Analysis
Assessment generated my most significant professional learning. Formative assessment should provide evidence of understanding against intended learning and inform teaching (Gravells, 2021; Race and Brown, 2025). Although I planned questioning, observation, discussion and a final assessment, I ran out of time and did not complete the final activity. Consequently, I could not establish whether all learners achieved the outcomes, demonstrating the importance of aligning outcomes, activities and assessment (Thompson et al., 2024; Race and Brown, 2025). Brookfield’s (2017) critical perspective challenged my assumption that positive engagement represented successful learning. Although I left elated, enjoyment could not substitute for evidence of achievement (Gravells, 2021; Race and Brown, 2025). Future planning will therefore protect assessment time and prioritise demonstrable learning (Thompson et al., 2024).
This also exposed the difference between thorough preparation and effective planning. My observer described my plan as sufficiently detailed for another lecturer to deliver, yet I attempted too much within 30 minutes. Effective planning requires realistic selection and alignment (Thompson et al., 2024). My preparation became counterproductive when activity volume restricted opportunities to evidence learning. I will therefore streamline content and prioritise demonstrable learning over activity completion (Thompson et al., 2024; Race and Brown, 2025).
Classroom interaction presented another tension. Rogers (1969) emphasises learner-centred relationships, while Skinner (1953) highlights consistent cues and reinforcement. My observer noted continued conversations after collaborative feedback. Considering these perspectives helped me recognise that relational warmth and clear expectations are complementary rather than contradictory (Rogers, 1969; Skinner, 1953). Clearer transitions can therefore protect learning time while maintaining respectful relationships, consistent with creating supportive learning environments (Welsh Government, 2023).
Finally, my observer questioned whether “identify” and “explain” provided sufficient Level 6 challenge. Bloom (1956) provides a framework for cognitive complexity, while Race and Brown (2025) emphasise alignment between intended learning and assessment. Higher-order verbs alone do not guarantee challenge; learners must demonstrate corresponding depth of thinking (Bloom, 1956; Race and Brown, 2025). I will therefore design opportunities to analyse, apply, evaluate and justify understanding, shifting my focus towards the quality of learning demonstrated.
Conclusion
Gibbs’ (1988) cycle enabled me to move beyond judging the microteach as successful because learners enjoyed it. Triangulating learner, mentor and observer perspectives with literature validated strengths while identifying development in accessibility, assessment, timing, transitions and cognitive challenge, consistent with critical reflection through multiple perspectives (Brookfield, 2017).
Most significantly, I no longer equate preparation with effective planning (Thompson et al., 2024), engagement with achievement (Gravells, 2021; Race and Brown, 2025), pedagogical variety with fixed learning styles (Cuevas, 2015), or inclusive intention with inclusive impact (Welsh Government, 2023). Although I left elated and more confident, the greater value of the observation was challenging assumptions underlying my practice (Brookfield, 2017). I now understand effective teaching as aligning accessible pedagogy, cognitive challenge, positive relationships and purposeful assessment with demonstrable learning (Race and Brown, 2025; Welsh Government, 2023). This will inform my professional development through accessible resources, protected assessment time, clearer transitions and greater Level 6 challenge (Welsh Government, 2023).
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