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Introduction

Reflective practice is a crucial component of teaching and training. It enables educators to simultaneously identify strengths as well as areas for growth and progression. Walkington (2005) and Slade et al (2019) emphasize how reflection supports professional development. It also states that reflective practice benefits the learners, the training departments and colleagues employed within them. I have seen firsthand how reflective practice fosters an environment of continuous improvement and reduces reputational risk to the training departments and to Hedllu Gwent Police as a force.

Beauchamp and Thomas (2009) explore the complexities of the “teacher identity”. In my journey as a Detective Crime Trainer within the further adult education field, reflective practice has been key in helping me define my ‘professional identity’ as a “Trainer”. Korthagen and Vasalos (2005) also advocate for deep reflection in order for a teacher to address their personal underlying beliefs and values. This has been essential in my own development, and helped me address implicit biases, that I didn’t even know I held.

This evaluation critically reviews my teaching experience to date, examining my successes, challenges, and areas for improvement. Loughran (2002) emphasizes that meaningful reflection involves a deep search for understanding and improvement of oneself. This is an approach I have adopted since I took my first part-time job in school, but I understand its need, even more so now, as a Trainer in the Criminology and Crime field.

My teaching journey began in 2014 with the “Preparing to Teach in the Lifelong Learning Sector” (PTLLS) course, now known as the Level 3 Award in Education and Training. This qualification introduced me to inclusive teaching approaches and assessment principles, which I applied while delivering training for a role I held whilst working in rehabilitation of female offenders. I later completed a Level 3 Assessor’s Qualification in 2015 and continued training sporadically until joining the police in 2018, where I paused my teaching practice.

In October 2023, I re-entered the education arena as a Crime Trainer in Gwent Police’s Learning and Development Department. With limited recent experience, I immersed myself in observing as many colleagues’ sessions as possible to reorient myself. Drawing on Schön’s (1983) concepts of reflection-in-action and reflection-on-action, and Rodgers’ (2002) emphasis on deep reflection, I began slowly but surely rebuilding my confidence and effectiveness as an educator.

Teaching Philosophy

I believe that engaging in education is a transformative process. My personal journey has been shaped by adversity—loss, setbacks, and struggles with confidence and mental health. Yet, throughout these challenges, education has still been a constant source of stability and pride. It has provided me with purpose, structure, and a sense of achievement, particularly during periods of grief and anxiety. Even after completing my Master of Science, I pursued four more Higher National Diplomas (HNDs), driven by a deep commitment to lifelong learning. These experiences have not only supported my personal growth but have also shaped my identity as an educator.

Since entering the field in 2014, I have viewed learning as a dynamical and learner-centred process. The fact that I can further the critical thinking and personal development of my learners fills me with pride. I have been heavily influenced by Dewey’s (1938) who emphasised the importance of learning through experience. The works of Freire’s (1970) and his advocacy for empowerment inspire me daily me to create inclusive environments that reflect and respect learners’ lived experiences—whether positive or traumatic. Additional heavy influences on my practices include the findings of theorists such as John Dewey and Paulo Freire, relating to experiential learning and critical pedagogy, which underpin my teaching.

Each adult learner brings to a class a wealth of knowledge shaped by their personal and professional backgrounds. I strive to draw on learners’ experiences and encourage meaningful conversations to promote ownership of the learning process. Farrell (2015) supports this approach, highlighting the importance of adapting teaching practices to meet the evolving needs of diverse learners. This includes being responsive to different learning styles, cultural backgrounds, and prior exposure to trauma. It also involves a growing awareness of neurodiversity. Following recent feedback from observed teaching sessions, I have found this a key area for development and am actively working to enhance my inclusive practices.

My core values are built upon foundations of empathy, respect, and inclusivity. Given the topics I teach, these are especially important values to hold. I am committed to creating a safe and supportive space where my learners feel heard, valued, and empowered. But also, a space where they can feel raw emotions, and have healthy and honest reactions to the traumatic content I teach.

Ultimately, my teaching philosophy is driven by a commitment to continuous growth—for both me and my students. I view each teaching experience as an opportunity to reflect, refine, and improve. My goal is to inspire learners to build confidence, develop self-esteem, and believe in their ability to succeed. This approach underpins the teaching practices I have developed and continue to improve upon, which I will explore in the following section.

Teaching Practices

So far in my teaching career, I have used a range of teaching strategies to meet the different needs of my adult learners. These have included traditional front face teaching methods and PowerPoint presentations. But also include interactive methods such as role plays, workshops, group work, quizzes and scenario-based learning. I have come to appreciate the value of blending these approaches. I have found that blending teaching practices accommodates the different learning styles and preferences of learners within one class.

More recently, I have increasingly attempted to integrate ICT into my teaching practices. Using tools such as Microsoft Teams, online quizzes, digital feedback forms, discussion forums, and SharePoint have enhanced learner engagement and accessibility. However, I recognise using ICT is not without its challenges. Challenges I have encountered with digital delivery include managing classroom dynamics, ensuring fair access to devices and internet connectivity, and maintaining active participation. These reflections have prompted me to explore more advanced educational technologies to further enrich the learning experience. 

My assessment practices have also evolved over time. Argyris and Schön’s (1974) emphasise the importance of adaption in response to expected and unexpected outcomes. I now incorporate baseline knowledge checks at the beginning of courses. I have also increased the number of competency-based assessments throughout my lessons, which help me understand if my learners are able apply theory in real-life policing settings and adjust my delivery if required.

There have been numerous occasions where I have had to adjust my delivery methods in real time. Particularly when a learner becomes distressed due to the sensitive nature of the subject matter. This is not surprising; I still remember my initial responses to the topics when I was in the students’ seats many years ago. In such instances, I have implemented group tasks to allow me to support the affected learner while continuing the learning experience for the rest of the class. Whilst best practice would suggest the presence of a second trainer to deal with such issues, current staffing constraints make this an unviable option at this time. Bolton and Delderfield (2018) propose that trainers must be able to avoid the requirement for rigid adherence to pre-planned strategies. As such, I keep a bank of adaptable group activities that I can utilise when needed.

In response to these experiences, I have made several practical adjustments. These include incorporating more frequent breaks, modifying classroom layouts to improve visibility and engagement, and enhancing my ability to read non-verbal cues. These changes have helped me better monitor learners’ emotional responses and adapt accordingly.

Feedback from my teaching observations has affirmed my ability to manage learner wellbeing effectively. However, I continue to seek ways to minimise disruption when learners need to leave the room. One strategy I have implemented is informing the Sergeant of the lesson content in advance and requesting their availability to support any learners who may need it. This initiative-taking approach reflects my commitment to safeguarding both the emotional wellbeing and educational progress of all learners.

Student Engagement and Learning

Engaging adult learners has proven to be more complex than I initially expected. A key aspect of effective engagement lays in understanding each learner’s motivations, experiences and their learning preferences. It is not always often to find out this information in advance. The research of Wolters (1998) highlights that intrinsic motivation leads to greater persistence and deeper levels engagement. Whereas Deci and Ryan (2000) state that extrinsic motivation can be effective in the short term but may not sustain long-term learning. When compared with the works of Morris et al. (2022) it reinforces that both intrinsic and extrinsic motivators play a role in adult learning. It is the role of the educators, to draw upon both types of motivators. 

In my practice as DC Crime Trainer, I have found that incorporating real-life scenarios, real-life case studies and collaborative projects, significantly heightens learner engagement in my classes. This trifecta helps my learners to see the relevance of the theory to the actual front-line application in their roles. These approaches are supported by theorists such as Humes (2015), Mebert et al. (2020) and Reeve et al. (2025) 

Vaughan (2014) and Boelens et al. (2017) write that using a variety of assessment methods’ helps learners connect more meaningfully with the content of the lesson. My assessment strategies have evolved to align with this school of thought. Since beginning this role, I have moved into blended approaches of assessments which include both formative and summative assessments. My range of assessments now include more quizzes, group work, reflection tasks and scenario-based tasks. I was completing portfolio assessments at one time, but this has now been allocated to a new role within my team, a specific “DC Assessor” who now has responsibility for portfolios.

Through reflection and feedback, I have come to appreciate the importance of continuous adaptation. Avis et al. (2019) stress that responsiveness to learner diversity births effective teaching. Gregson and Duncan (2020) elaborate on these findings. They conclude that failing to recognise and rectify areas for improvement can lead to dire consequences. These consequences not only negatively affect the learner, but also affect the teaching institution you deliver on behalf of. This has reinforced my commitment to ongoing reflection and refinement of my teaching strategies to ensure that all learners, regardless of their needs and abilities, are supported and remain engaged.

Professional Development

Evans (2024) stresses the importance of staying up to date with changes in technology, and pedagogical innovations. Ongoing professional development is central to my growth as a Detective Constable Crime Trainer. Since re-entering the education sector in 2023, I have actively sought opportunities to enhance my teaching practice through workshops, mentoring, online courses, TED Talks and engagement with professional learning networks. These experiences have broadened my knowledge of pedagogy and ensured I remain responsive to the evolving needs of adult learners within the realm of UK policing, where training needs change frequently to ensure they meet changes to law and legislation. This approach is further exacerbated by the research conducted by OECD (2025) which highlights how global shifts are reshaping education, calling for educators to be forward-thinking and resilient. Other theorists including Brookfield (1995) and Ghaye (2010) also conclude that evaluating teaching practices rigorously will highlight areas for improvement.

One of the most significant outcomes of this reflective process for me, has been the identification of neurodiversity as a key area for development. Feedback from teaching observations and my own classroom experiences have highlighted the need to better support learners with neurodivergent profiles. This has prompted me to explore inclusive teaching strategies, redesign of lesson materials, and seek further training in this area. I view this not only as a professional responsibility but as a moral imperative to ensure fair access to learning for all students.

Looking ahead to the 2025–2026 academic year, I intend to deepen my understanding of inclusive education and embed these principles more fully into my practice. This will involve continued engagement with current research, collaboration with colleagues, and the application of evidence-based strategies to support diverse learners. In doing so, I aim to enhance the quality of training provided within Gwent Police and contribute to a more inclusive and effective learning environment.

Areas for Development

Below I will address areas in which I have assessed I need to improve my practices. These include improvement in Neurodiversity, improvement in feedback styles and feedback in my communication.

Moon (1999) supports the use of learning journals for reflective practice, and I have begun keeping a learning journal which I keep in work. I document feelings, thoughts, benefits and limitations of strategies I use. I also journal ideas for future courses, and collaboration proposals across workstreams to make the training more cost effective and efficient. 

I have the tendency to plan for all potential circumstances both professionally and personally. This can be a strength, but also a weakness. I fully recognize that not planning my lessons would create a stressful environment for learners and for myself. I haven’t been in the position where I have failed to plan or prepare for my own lessons. However, I have needed to step in last minute to cover lessons for other trainers due to sickness. These instances have only stressed to me importance of planning and preparation. This is agreed upon in the findings of Ushie and Daniel (2023) which highlight that careful planning and preparation are essential for meaningful teaching and learning.

Since taking this post in October 2023, I have taught learners who have been diagnosed with a range of learning difficulties which have included dyslexia, dyscalculia, and dyspraxia. I have also taught students that have diagnosis that falls under the umbrella term of Neurodiversity, Attention Deficit Hyperactivity Disorder (ADHD) and Autism Spectrum Disorder (ASD) to be specific. 
Evans and Waring (2011) stress that an inclusive concept is integral to a teachers’ thinking, learning, design and delivery. Therefore, when I have been told in advance of these additional needs in my forthcoming classes, I have been able to support the learners by changing assessment methods and delivery methods. I have also prepared detailed lesson plans to increase inclusivity and avoid exclusion of the groups mentioned above. 

It is important to note that police officers do not have to inform trainers if they have a Neurodiverse Condition. This can require having to really pay attention to behaviours and traits of each student officer and gage and adapt the training as I deliver it.

Therefore, in line with my feedback from my teacher observations and with this becoming a more frequent challenge I face in work, it is a priority of mine to amend all of my teaching content to make it more inclusive, so that it is fit for Neurodiverse and non-Neurodiverse learners. Azuka et al. (2024) and works including Vygotsky’s social constructionist theory argues that inclusive environments help all learners by recognizing and accommodating cognitive diversity. Ehindero and Ajibade (2000) stress that in order to be an effective educator, one must master communication skills and classroom management. However, Duckworth’s (2014) elaborates stating that these must be embedded as early as the lesson planning stage, not just in delivery. Duckworth (2014) details the importance of considerations for the learning environment, resources, and teacher-learner interactions also. Okoli (2017) raises a key argument that both content mastery and communication must be done in tandem, that one cannot substitute for the other.

Following my recent teacher observation, I reflected on my communication style. I was pleased to receive positive feedback on my tone, professionalism, and appropriate use of humour. However, with Heddlu Gwent Police now recruiting increasing numbers of officers for whom English is not a first language, I recognise the need to adapt my communication further. Adult learners in this position face unique challenges due to native language interference. Effective teaching must address these through culturally responsive and tech-supported strategies (Avci & Adiguzel, 2017). 

Colleagues have helped in me employing effective strategies to manage this by sharing best practice with me. Advice colleagues’ have provided me with, include reducing the amount of text on slides and using multimedia images to support to the text on the screen. This technique has been valuable for me and for my learners with varying levels of English proficiency as images help me explain local Welsh colloquialisms.

Conclusion

This critical evaluation has provided a comprehensive reflection on my teaching journey to date, highlighting both my achievements and areas for growth. Central to my practice is a deep commitment to creating meaningful, inclusive, and empowering learning experiences for adult learners.

Through reflective analysis, I have identified neurodiversity to be the key goal I will work towards this coming year. This insight has been informed by both personal reflection and formal feedback from teaching observations. I now recognise that inclusive teaching starts where proactively designing learning environments begins. 

The implications of failing to meet the needs of neurodiverse learners are significant—both ethically and professionally. With approximately one in seven people in the UK identifying as neurodivergent, it is likely that every class I teach includes learners who require differentiated support. In my own classes, which typically include 20–25 learners, this equates to a possible three learners being neurodiverse. As a trainer, it is my responsibility to ensure that Neurodiverse learners, and learners with learning difficulties are included, seen, heard and empowered to succeed.

As Larrivee (2000) argues, by identifying my strengths and areas for development, I am better equipped to enhance my practices and contribute to the broader goals of Heddlu Gwent Police, in providing excellent services to the victims in Gwent. 

I remain committed to lifelong learning, continuous improvement, and the pursuit of excellence in all aspects of my teaching. I am excited to see where my career may take me within the education field. 
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