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Figure 1: Elisabeth Griffiths (2019) Untitled. [Drawing].
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Preface 
This document is a reflective investigation into the forty-five minute micro-teach completed on the 18th of March 2019. The study will consider my developing lecturing style, the application and effectiveness of teaching methods and how they influence students. 















Introduction 
The previous thirty minute micro-teach was my first attempt in delivering a lesson. Nerves and a lack of knowledge of how individuals learn impacted on the lesson. 
Positively, the initial micro-lesson provided a stronger platform moving forward with the forty-five minute micro-teach.  Furthermore, a significant period of time had passed between both micro-teaches allowing myself time to reflect and obtain experience.  This time has altered my perception of teaching, leading to a confident approach in communicating, where nerves are no longer a setback.  I have learnt from my “experiences” allowing myself the opportunity to implement and experiment with the forty-five minute micro-teach (Phillips, 1998: 39, Skinner, 2010: 10).  The process has been a journey of discovery as a trainee lecturer, which will be expanded upon through this study.  
The foundation of this paper will be an examination into the forty-five minute micro-teach experience itself. It will consider and analyse the use of contemporary pedagogies and how they directly influence learning.  “Contemporary pedagogy” is a term used to describe the varied teaching “methods” which can be incorporated into a lesson (Skinner, 2010: 123, Petty, 2009: 19-20). Cross-cutting themes will also be considered, highlighting the diverse approaches of teaching, which are divided into five categories, Cognitive, Constructivist, Social Constructivist, Behaviourist and Humanism (Race, 2015: 4, Reece, 2003: 94). Additionally the evidence will be supported by the “Professional Teaching Standards for higher education” (HEA, 2018). 



Chapter One - Beginning of the Micro-Teach 
[image: F:\Portfolio\Lesson Plan Fragmented Drawing\Fragmented Drawing 1.jpg]The lesson began confidently as the first cross-cutting teaching strategy appeared, “cognitive” (Reece, 2003: 61), as I became the “dominant” instigator of the lesson (Reece, 2003: 61). Students were required to use listening skills whilst the learning objectives were being clearly stated and “explained” (Race, 2015: 4, Petty, 2009: 159). “Explaining” is a key element of cognitive learning (Race, 2015: 4, Skinner, 2010: 38); it “forces” a student to think and respond independently leading to cognitive “perception” (Riding, 1998: 7-16, Skinner, 2010: 40). This concept was supported by handouts and physical examples, demonstrating the potential of fragmented drawing and how artists have interpreted the subject. Visually showing is a successful way of learning and is one of four separate psychological pathways of cognitivity, “mental imagery” suggested by Francis Galton (Riding, 1998: 16, Sutherland, 2004). 
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Undeniably, all students interpret information differently; some approach learning “verbally” whilst others require “visuals” (Riding, 1998: 16, Skinner, 2010: 27). Visuals especially in the context of this micro-teach proved significant as students were able to visually connect and recognise the final goal. Guiding students in the correct direction to implement the task (Petty, 2009: 30), reinforcing a cognitive approach. However it begins to move away from cognitive strategy, into a cognitive “learning style” as the teaching provides for each student learning “differences” (Riding, 1998: 51). Combining cognitive strategy and learning style with visual explanations leads to a stronger and influential way of sharing information, with less learning “implications”(Riding, 1998: 80), as general abilities and preferences to learning have been catered for (Riding, 1998: 80). Visual combinations have become central to my teaching style within the arts, as the discipline is predominately demonstrating the making process of the subject matter. This briefly materialised during the lesson as I demonstrated the folding technique before students applied the task, developing into a different aspect of cognitive learning where students were told how to create the drawing. 
During this introduction, the cross-cutting evolved into a behaviourist strategy as students were being “conditioned” to think in a certain manner to complete the first task. “Conditioning” is an essential learning process (Phillips, 1998: 23-29), it allows students to complete the task efficiently and productively by learning from their mistakes (Smith, 2003: 11, Gagnon, 2001: 5, Petty, 2014: 29). This method was first suggested by Edward. L. Thorndike and Burrhus. F. Skinner who believed once a student is “conditioned” and has a positive response (Phillips, 1998: 23-29, Moore, 2012: 3, Petty, 2009: 15); it gives them the encouragement to continue experimenting (Smith, 2003: 11, Phillips, 1998: 23-29, S.Vargas, 1977: 32). This appeared during the lesson after the students established how to create the folded fragmented drawings, they continued to experiment by refolding the same drawing again leading to a positive result where “repeated reward” to progress was no longer required (Phillips, 1998:27-28, Lytton, 1971: 106, Moore, 2012: 3). This “active learning” evolved into an “automatic response” to “stimulus and reward” (Smith, 2003: 11, Phillips, 1998: 24-25, S.Vargas, 1977:31-107, Mamas, 2017: 3, Skinner, 2010: 8-58), relating to John. B. Watson theories that there is no need for conditioning (Phillips, 1998).
This behaviour expanded each student’s independency as they began to guide their own learning experience. Incorporating an extra psychological cognitive strategy “personal” configuration (Riding, 1998: 16), as the folded drawings were directed by each individual “personality” (Riding, 1998: 16-17). They had the ability to draw anything they wished, adding to each students “response “and achievement (Smith, 2003: 11). Students had the option to control their learning (Skinner: 2010: 58), creating an enjoyable relaxed environment. This development became a turning point of the micro-teach as pedagogy was no longer an appropriate application for teaching, I became a less central learning provider (Reece, 2003: 61).  Instead the teaching approach changed to “andragogy” as students gained independency to dictate and alter their learning (Reece, 2003: 61-62). 
This connection overlapped with a further cross-cutting theme “constructivist”, as students were learning from their “experiences” (Phillips, 1998: 39, Skinner, 2010: 58-59, Gagnon, 2001: 4-5).  Learning from experience became an important theory of investigation for John Dewey (Phillips, 1998: 39), who believed experience overlapped with memory and problem solving (Phillips, 1998: 39).  I believe this developed in the initial task; students were actively taking part in a contemporary “andragogy” which required students to draw (Skinner, 2010: 120, Mamas, 2017: 3, Petty, 2009: 19), fold paper and use problem solving skills independently. The “problem solving” emerged whilst students were folding the paper (Phillips, 1998: 39, Shilo, 2017: 1); they were required to think carefully and fold the paper in the correct direction for the drawing to end up on the right side. During the process students gained knowledge on the “boundaries” of the task (Skinner, 2010: 26), increasing the connection to memory, where I now believe these students could easily repeat the task. I trust this contemporary andragogy is a successful way of actively engaging students as each has equal opportunity in “self-directing” their learning (Skinner, 2010: 120), relating to professional higher education standard “(V2)” (HEA, 2018: 3). However, I do realise this activity is limiting in the sense that the students “understanding” of the task is perhaps considerably different to my interpretation (Phillips, 1998: 51), which is supported by Ernst von Glasersfeld beliefs. I disagree, as I would encourage art students to think beyond the confines of a box and reflect on aspects they would have not considered. Allowing art students to find their identity, although it may not be applicable to other disciplines, it would depend on the circumstance and “students” (Lytton, 1971: 105).  
Another negative aspect of this particular activity is that it prevents students from interacting with one another. This method of learning is especially significant in current society as we continually communicate and socially interact with family, colleagues and technology (Phillips, 1998:53, Brophy, 2002: 2). In contrast, the environment turned into a social activity as students talked to one another not about the task, relating to Ernst von Glasersfeld theories of “impression” (Phillips, 1998: 51-110), where the student’s enjoyment influenced the “environment” (Phillips, 1998: 51). Together the environment and “impression” would feed one another where the environment would become the “stimulus” (S.Vargas, 1977: 31). Relating to “Jean Piaget” theories that “knowledge” is built in association with the environment where students learn from each other’s discussions (Moore, 2012: 6). 
Students automatically changed the atmosphere according to their previous conditioning of how they should behave and how comfortable they were in the setting (Phillips, 1998: 23-51), returning to a behaviourist theme (Phillips, 1998: 23-51). Producing a lively and challenging atmosphere to manage, where I believed the class was calmly controlled.  The emotion of not being in control is a typical disadvantage of teaching in a constructivist format, where it changed my responsibility as a lecturer (Reece, 2003: 129). I no longer directed or presented knowledge, I became a mentor where I observed and guided students appropriately (Skinner, 2010:76).  This method of teaching can be difficult to control and the lecturer must be confident enough to interrupt the class as it proceeds. 
Chapter Two - Middle of the Micro-Teach 
As the lesson progressed I decided to develop the andragogy into a “collaborative [group] activity” (Phillips, 1998: 65), students using their completed drawings from the previous task were asked to “work together” to create another retake on a fragmented drawing, leading to a “social constructivist” approach (Phillips, 1998: 55 – 56, Brophy, 2002, Skinner, 2010:71, Gagnon, 2001: 36). Students were required to rework their original drawing to create one singular combination piece.  I decided to separate the students into two groups, this worked proficiently for one group in particular, as they produced a fragmented drawing that demonstrated problem solving skills. I could see they were thinking about the end result, reflecting and “communicating” during the process (Phillips, 1998: 65), as a member of the group suggested a new idea where “negotiation” was needed to solve the problem (Brophy, 2002: ix). “Communication” and “negotiation” are key elements of “social constructivism” as they demonstrate skill (Brophy, 2002: ix, Mamas, 2017: 3), however it would not be productive without self-reflection (Skinner, 2010: 49-61). These members were from engineering or art disciplines who complemented one another (Mamas, 2017: 2). Leading to a dramatic two dimensional piece of work, where these students relied upon their previous experiences to direct and create “new experiences” (Brophy, 2002: 2, Skinner, 2010: 70, Hailikari. 2016, Petty, 2009: 336). Previous “experience” is thought to be an important influence of “social constructivism” as it creates a strong foundation for further “discussion” and development to take place (Brophy, 2002: 2, Mamas, 2017: 3, Hailikari, 2016).
Drastically different, the opposite group had no input from an art practitioner and lacked previous “knowledge”, which affected their progress (Brophy, 2002: 4). The group did manage to complete the task even though they struggled creatively, as they learnt by “observing the other’s” groups actions (Phillips, 1998: 59, Brophy, 2002: 2). Connecting with Albert Bandura theories who believed that students would copy and follow each other’s actions if the learning environment and activity “provided [these] conditions” (Phillips, 1998: 56), he named this “modelling” (Phillips, 1998: 56-59). This learning behaviour was additionally helped by the andragogy activity itself (Skinner, 2010: 120), as it provided students with a challenge and they could “see the effectiveness” by the result of the opposite group (Lytton, 1971: 36), providing the “less [able] creative members” with inspiration (Lytton, 1971: 106).       
In hindsight you could argue that the art practitioners could have been divided between each group. In my opinion this would have had consequences, as they would have been mentoring and guiding other students. In my first micro-teach this became apparent as other members within the group would rely upon the creative individuals, hindering their learning experience and development.  Instead I decided to group the creative individuals allowing them the freedom to explore; however this limited the other group. Once the more accomplished group had finished, I asked them to join the other group to offer guidance, support and confidence (Brophy, 2002: 4). Although one group was ahead of the other it did not affect the learning environment, in my opinion it improved compared to the previous task as students found comfort in working together, reducing “social stress”  and increasing contentment  (Lytton, 1971: 106, Mamas, 2017: 3). Both groups accomplished the task proving its effectiveness, however moving forward I need to think constructively about grouping students in relation to the “learning purpose” (Gagnon, 2001: 36).        




Chapter Three - Ending the Micro-Teach 
To complete the micro-teach I introduced an extra andragogy method, a word search quiz. The idea was to question the students in a creative and light-hearted manner on both micro-teaches. The learning objective was to encourage students to become familiar with art terminology.  The activity was carried out on an individual basis hinting upon a constructivist approach combined with cognitive as I gave students guidance and feedback (Shilo, 2017: 3, Reece, 2003: 65).  Students were being “questioned” as they worked through the “problem-solving” quiz (Shilo, 2017: 3, Reece, 2003: 71), leading to “critical thinking” (Shilo, 2017: 3). This approach is supported by Richard “Paul” and Linda “Elder” who believed “questioning” pushed student to “think” (Shilo, 2017: 3), developing into “self-reflection” (Shilo, 2017: 3). 
Reflecting back this activity immediately affected the atmosphere where the classroom became silent; some students struggled as they were no longer able to communicate with one another. Prolonged silence is an indication that the students were thinking and reflecting (Skinner, 2010: 51, Shilo, 2017: 3), and should not be feared.  Silence has become an important aspect of my teaching style, to implement certain art tasks students require time and space, moving forward I must embrace this silence. 
Comparing this andragogy method with the previous task, in my opinion highlights this particular class of students work best and productively when placed into groups. Being older mature qualified students brings with it a wealth of diverse experience, making group activities successful as they learn, share and gain confidence from each other (Petty, 2009: 232, Brophy, 2002: 2, Mamas, 2017: 3, Hailikari, 2016). This concept is supported by Bruce Larson who created an experiment that suggested most lecturers would apply a certain pedagogy application or teaching strategy depending on their students’ abilities and interaction (Brophy, 2002: xv). I agree, over the last few months I have realised that no two lessons or students are the same. 

















Conclusion 
The micro-teach has been an enlightening experience, I have gained knowledge on the learning effects of pedagogy/andragogy and how they connect with cross-cutting themes. In my opinion each cross-cutting theme and pedagogy naturally overlaps at the commencement of a lesson, with no sequence of how the learning appears (Race, 2014: 18-19). I understand this slightly moves against David “Kolb’s learning cycle” (Race, 2014: 18-19), who believed learning happens through certain events one after another.  However, it is under the assumption that every lesson is organised and delivered perfectly, when in actual fact no lesson runs 100% accurately or how the lecturer intended.  This relates to the students themselves as their abilities, “judgments” and “desires” all effect the learning cycle (Race, 2014: 18-19), which makes “Kolb’s [simple] learning cycle” rather more “complicated” (Race, 2014: 18-19). This links in with the cross-cutting themes and pedagogy’s themselves as they are dependent on the students’ abilities, how they prefer to learn and the learning objective. In my opinion to prove the effectiveness of these strategies students must be aware of how knowledge and experience gained effects them and their actions moving forward from the lesson. This I believe was achieved during the micro-teach through a variety of different methods. 
I believe many lecturers fail to recognise the importance of cross-cutting themes and pedagogies as lessons progress, which highlights the diversity and range of skills required by a lecturer. Undoubtedly it is my challenge as a lecturer to recognise and support students preferred method of learning (Reece, 2003: 6), allowing them to achieve their goals. This support system brings to mind the “pataphysical spiral” originally suggested by Jarry Ubu (Hugill, 2015: 6). When a “spiral” is drawn onto a piece of paper “two spirals emerge” (Hugill, 2015: 6), the black line of the spiral itself and the negative white spiral that sits between, both would not work without the other (Hugill, 2015: 6).   The negative white spiral relates to us as lectures, the invisible support structure that enables students to succeed and grow represented in the spiral expanding. The dominant black line of the spiral relates to the students themselves as they are the most important dominant aspect of our duty as lecturers, both roles would not exist without the other.  This process takes time; it may take a number of lessons before understanding each student; which makes the micro-teach difficult as there is little knowledge on the students themselves. 
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In contrast, the foundation of Kolb’s learning cycle is highly applicable to my teaching style and future art students (Race, 2014: 18-19). In the arts students are required to apply and experiment with processes where they learn through “doing” (Race, 2014: 18-19). This naturally has become part of my teaching style where it is necessary to use all cross-cutting themes as art students require guidance and space to reflect.  As regards pedagogy, an andragogy approach is more appropriate as students need independency to find their individuality (Reece, 2003: 61-62); this predominantly requires students to engage in activities on an individual basis.  These approaches complement my teaching style as I recognise the importance of each teaching method and strategy in relation to being an art student. I am not the most confident of speakers; however these approaches combined have given me the ability to work to my strengths, where I prefer to teach in a constructivist manner. 
The forty-five minute micro-teach has given me clarity on my teaching techniques, I have learnt to embrace all teaching methods and to consider the affect it has on each student. Moving forward I need to think constructively on the type of students I am teaching and how my approach affects their success. I must also embrace the silent time-lapses that appear during lessons as they are evidently important especially within the arts, and trust in my abilities.  
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