


Introduction
In this article a student reflects on their second 45-minute micro teach. By means of the Gibbs model (1988) (1); the development of the lesson plan and the delivery of the micro teach are examined. The model is used to consider solely peer-led critique and the peer assessment process. Finally, the model will critique the effectiveness of the contemporary pedagogies used and the integration of transferable skills, with regards to their impact on student learning. 
Reflection on lesson plan
On the 30th of October, I presented my second microteach to my peers. A lesson plan was devised a few days before presenting, making it more realistic to the teaching world. Initially, I felt worried of my capabilities as an inexperienced teacher to create an appropriate topic idea and an innovative lesson structure. These defeatist thoughts proved to be very impractical as both these goals were easily achieved, as reflected by peer feedback “the topic was very interesting, and tasks implemented were very creative”
Extra time spent developing a detailed lesson plan enabled me to plan innovative pedagogies that encouraged a predominantly student-centred learning environment. A student-centred approach approximates to a more traditional form of adult education known as Knowles (1968) description of andragogy. Andragogy is built upon two characteristics; learners are considered as self-directed and my role is to facilitate learning rather than just announce knowledge (Pratt and Ass, 1998 and Jarvis,2004). To adopt this approach, I planned conditions under which I would act as a facilitator to lightly assist learners to solve problems, thus giving students the opportunity to foster deeper learning and understanding rather than just subject centred learning (Jarvis,2004; Lea et al, 2003 and Prince, 2004). 
[bookmark: _Hlk531446489]I am not saying that there is no room for didactic learning, as some adults may highly depend on a teacher for structure (Jarvis, 2004; Merriam and Sharan,2001). In future lessons, I will not use this approach as a generic prescription but within specific contexts to allow my learners to apply knowledge gained through learning.
[bookmark: _Hlk531517745][bookmark: _Hlk531517021]The only complications I faced during the planning process were developing an appropriate topic that meet the cognitive needs of the learners. Initially, I wanted to progress on from a topic covered within my first microteach, but after deep thought I decided that concepts would be too difficult for learners to fully understand without holding prior knowledge. To allow learners to obtain knowledge and generalise it to new situations, restructuring prior knowledge to find useful relationships of concepts is important, as proposed by Gesalt psychologists (Phillips, 2014). This suggests that lessons need to be formatted in a way that reinforces new and old concepts together. Considering this theory of learning, I decided to teach a topic covered in A level, Sports Psychology, as it didn’t require learners to hold any prior knowledge for them to fully understand concepts (K1, V3).  
[bookmark: _Hlk531601848]The lesson plan reflected a learning and teaching process model for the education of adults, where the lesson contained objectives, some organization of content emphasising a student led approach and the evaluation of outcomes (Jarvis, 2004). Activities were utilised through the implementation of the think-pair-write-share strategy to provide an element of experimental learning and to develop a deep understanding of how different sports can be applied to different skill classification continuums (Everhart, 2011) (A1, A2, A3, A4, A5, K1, K2, K5, V1, V2 and V3). This pedagogical approach was adopted due to its ability to be easily applied to different group sizes, interactive nature and the willingness of me as a lecturer to implement a predominantly student-centred approach. In the future, I will explore other contemporary strategies to enable me to add more variety to my students learning experiences.
 Reflection of Practical Application
I was one but last of the day, and at this point very fatigued and low in energy. The enthusiasm to teach had greatly reduced due to the amount of mental energy used participating in my peers microteaches. Thoughts of the positive feedback I received for my first microteach brought me back to life, as I prepared my presentation and teaching resources ready to start my lesson.
As I presented the subject content, I could see that students were fully focused and engaged. As reflected by peer feedback, this may have been due to me having a good understanding of subject knowledge, influencing how it was conveyed (Cox, 2014). Sound knowledge enabled me to make abundant connections between my topic and key themes within my discipline, providing learners with an overall picture. As a teacher, I must also develop my pedagogical subject knowledge, as this will allow me to develop understanding on what makes learning of a topic easier or more difficult and cultural differences (Shulman, 1986). In the future, I aim to develop this knowledge to continually develop my teaching practice. 
My main goal of the lesson was to reduce the amount of information learners had to memorize and to help them become more active, independent and effective problem solvers (Lujan and DiCarlo, 2006). To do this I implemented effective learning strategies that encouraged my learners to engage in their own learning (Kothiyal et al, 2013). All learners were given the opportunity to think about a concept individually before developing their teamwork skills by correcting and gaining knowledge through other perspectives, by means of a peer and class discussion. 
[bookmark: _Hlk531353795][bookmark: _Hlk530910931][bookmark: _Hlk531458199]This strategy is referred to as think-pair-share and reflects upon Gardiner’s Multiple Intelligence Theory. This model specifies that every human is capable of processing information in several ways, with each individual differing in which intelligences they possess (Gardner and Hatch, 1989). For example; the think-pair-share strategy required learners to work in pairs, so I was able to highlight those in the group that exhibit good capabilities to respond to the attitudes and needs of their peers. This is a good means of detecting learners’ strengths and using them as a basis for engagement and learning (Gardner and Hatch, 1989). Blooms Taxonomy (1956) is also mirrored, as the strategy encourages learners to attain greater levels of cognition and emotional intelligence. To develop these domains, learners were given the chance to develop higher order cognitive skills; critical thinking and problem-solving skills when constructing their own understanding of concepts and had the opportunity to improve communication skills when presenting ideas and giving feedback to their peers (Kaddoura,2013; Usman, 2015 and Utama et al, 2013). A new paradigm now exists within Higher Education that states that learners should gain mastery in skills such as critical thinking alongside subject-specific knowledge in order to increase their chances of obtaining appropriate employment (Cranmer, 2006; Fahnert, 2015; Fallows and Stevens, 2000 and Kivunja,2014). These skills are normally only acquired through experimental learning, with traditional lecturing methods being unsuccessful at developing the skills learners need (Beckem, 2012). The think-pair-share strategy allowed me to embed these skills within the lesson without having to make any changes to the lesson structure. The term “Transferable skills” will be used in this article due to its common use within an educational context (Fallows and Stevens, 2000). Conversely, skills disappeared in the context and there was no obvious assessment of these skills (Cranmer, 2006). Other approaches where skills are bolted on to the curriculum allow the explicit assessment of skills but were not applicable in this context due to time constraints (Cranmer,2006). To encourage learners to acknowledge their implementation, they were asked to recite what, when and how transferable skills were utilised within the lesson. Even though learners developed transferable skills within the classroom, there appears to be limited evidence to suggest that such approaches have a noteworthy effect on graduate labour market outcomes (Cranmer, 2006; Mason et al, 2003 and Wilton, 2011). Employability outcomes are normally based on those graduates who attain a full-time job within six months after graduation (Mason et al; 2003; Mason and Cranmer ,2009). This time frame may have been examined, as the effects of teaching could be more prominent after graduation and diminish over time. These results could also reflect a lack of development of employer-specific or technical skills and not employability skills (Cranmer, 2006). This was proposed by Wilton, (2011) where graduates were still at a disadvantage of being employed, regardless of the extent they developed their employability skills during their studies. This may suggest that Educational Departments should redirect their efforts from class-room based approaches to developing employability specific skills within employment-based training or for employers to have some sort of input on course content and design (Fahnert, 2015 and Wilton, 2011). This approach seems to have a positive effect on graduates’ abilities to both find employment and to remain employed in higher end jobs (Mason and Cranmer, 2009). 
I displayed a nurturing and approachable manner when formatively assessing learners understanding of the topic; I used guided questions when observing each groups reflection and moved around the class to make sure each learner paid an equal contribution to the task, supporting the effective implementation of the think-pair-share strategy (Mayes and Moon, 2013). Furthermore, this means of formative assessment allowed me to modify teaching accordingly to meet the needs of my learners (Black and William, 1998 and Kothival et al, 2013). I observed that both members of one specific group were finding it difficult to grasp concepts and as a result I reiterated the theory using different sporting examples. As reflected by my peers’ feedback, I could have differentiated practice appropriately by asking those learners struggling to only identify one sporting example for each skill continuum, making the task easier (Mcber, 2000). Furthermore, I could have paired less abled learners with more competent students (Cobb, 1994; Davis and Sumara, 2002).  Placing learners into mixed ability pairings will allow those less able to develop their knowledge and modify their thoughts based on their peer’s perspective, thus resulting in less support from myself.  Vygotsky refers to this form of support as a means of learning, as scaffolding (EYSENCK, 2004). 
[bookmark: _Hlk531444976][bookmark: _Hlk530485093]Verbalisation of responses was encouraged by allowing learners to record their answers on the worksheets provided. I decided to add this strategy as it can be easily adapted within a lesson to support a more thorough understanding of the topic. Furthermore, it is an effective means to keep learners’ ideas organised and for them to easily recall answers when presenting them to the rest of the group. This can be referred to as a more time-consuming strategy think-write-pair-share; it requires students to think and then write a response to a question (Everhart, 2011). This addition to the strategy gave the learners the opportunity to strengthen language, thinking and literacy in a low-stress situation (Zwiers,2013). It also benefited me as a teacher as I was able to target my feedback to a specific section of a student’s response, easily highlighting areas of improvement. Conversely, it does not accommodate for differences in learning styles, only targeting those learners who prefer to learn through reading and writing, resulting in teachers having to adopt additional strategies (Lujan and DiCarlo, 2006). On the flip side this could be beneficial as it adds variety to the teaching experience; allowing learners to explore concepts from different perspectives.
[bookmark: _Hlk531361551][bookmark: _Hlk531362140]Regarding other subject disciplines and the utilisation of the think-pair-share strategy in different levels of education, limited research has been carried out within Sports Science (Bimaro, 2015; Kwok and Lau, 2015 and Utama, 2013). Research proposed by Heaviside et al, (2018) did indicate that problem-based learning is seen as helpful when developing higher order skills such as critical thinking within Sport and exercise Psychology. A very small focus group was used within the study, indicating a need for more studies to examine its effectiveness in other sports contexts. Additionally, research is based on learners’ perceptions, allowing room for subjective error (Heaviside et al, 2018; Kwok and Lau, 2015 and Utama, 2013). Research by Bamiro (2015) has indicated an increase in test scores within chemistry in contrast to conventional methods, but again the specificity indicated within the study prevents the generalisation for learning in other contexts. Methodological developments within research should focus on greater variety in research design and the creation of valuable measures for the utilisation of such strategies. 
The think and write time allocated within the strategy combines the important concept of wait time (Bamiro, 2015). This proved problematic for me in my microteach, as learners took longer than expected writing their responses on the worksheets provided, resulting in me going over my allocated 45 minutes. Time constraints seem to be a common issue within education and can prevent teachers implementing these strategies (Lujan and dicarlo, 2006 and Zwiers, 2013).  This highlights the need to tackle the time constraints present within the curriculum as education moves towards a more self-directed learning approach. Conversely, when listening to group reflections I did notice some learners discussing things outside of the topic. To avoid this happening again, I will give students a time limitation to complete tasks, ensuring that learners do not feel pressured to respond straight away.
Reflection of peer assessment process
[bookmark: _GoBack]After each microteach a cognitive approach was implemented in the form of peer assessment, another example of educational practice that positively contributes towards the previous noted employability skills (Cassidy, 2006; Petty, 2004 and Topping, 1998).  In this instance peer assessment involved me as a teacher engaging with criteria and applying it to judge the work of my peers (Falchikov and Goldfinch, 2000). Initially, I expressed a positive attitude towards the peer assessment process, only fears were my own and peers’ capabilities to assess effectively. Furthermore, I felt anxious, due to the heavy weight of responsibility I had on my shoulders to assess efficiently. Similar perceptions have been observed by undergraduate students (Cassidy, 2006 and Walker, 2001). This may highlight a need for courses to provide an introduction that stresses learning rather than assessment and focuses on the development of evaluative skills.
Afterwards, my anxiety levels dropped when I came to realise, I was only providing qualitative feedback in the form of an oral and written response in contrast to a marked assessment. I feel the use of qualitative feedback places less pressure on learners to assess efficiently, as it is based on subjective opinion. To further reduce my anxiety, I was very familiar with the noted criteria, having used it within my first microteach.  Those students who are more familiar with criteria are thought to give similar feedback to that obtained by a teacher (Falchikov and Goldfinch, 2000). It should be noted however that research within this meta-analysis was based on marked assessments, so quantitative rather than qualitative feedback. This may not be applicable within a teaching context, as feedback is predominantly qualitative regarding the teaching process. Qualitative feedback focuses on the cognitive, affective, social and meta-cognitive aspects, so a multi-method that leads to a complete profile, instead of focusing primarily on the cognitive aspects of learning (Strijbos and Sluijsmans, 2010). Research specifically looking into the use of qualitative feedback within teaching education has indicated its numerous benefits (OÇ, 2011). These included increasing students’ awareness of their strengths and weaknesses, improving openness to criticism and improvement of critical thinking skills. Although student perceptions provide a valuable insight into peer assessment within teaching practice, their specificity within the study prevents the generalisation of these results for learning from peer assessment (Stribtos and Sluijsmans, 2010). However, similar results were apparent in my experiences, as myself and my peers felt open to accept and provide both positive and critical feedback and use it to further develop our professional practice. To conclude, it appears regular implementation of the peer assessment process may be beneficial, to allow learners to become more comfortable and familiar with the process.
Conclusion
[bookmark: _Hlk531607618]While there were drawbacks to implementing the think-pair-write strategy, overall these were outweighed by its positive impact on learning. Not only was it an effective tool to assess learners understanding but can be employed to develop the vital transferable skills, increasing learners’ chances of employment. In the future, I will support the effective implementation of the think-pair-share by encouraging mixed ability groupings and differentiating tasks appropriately. Simply embedding skills into the curriculum through the utilisation of learning strategies is not enough to obtain and secure employment. New initiatives designed to improve employability need to be instructed by employers in order to determine what gaps need to be developed and to what extent the employer will take to fill these gaps. This suggests a more hybrid approach, where employability skills are not only developed within the classroom, but learners are given opportunities to develop employer specific skills within placement opportunities.  
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