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[bookmark: _Toc195306820]1. Introduction
Learning is inherently context-based, and the most effective form depends on the learner’s needs, the subject matter, and the environment in which learning occurs (Illeris, 2009; Jordi, 2011). Accordingly, the importance of contextual reflection and its role in shaping our future professional practice should not be underestimated (Elder et al., 2003). This reflective review critically explores significant events and experiences within my professional journey, examining formal, informal, and non-formal learning typologies and their direct impact on my professional practice.
The review is structured chronologically and thematically, focusing explicitly on key experiences that have shaped my professional competencies and my ongoing doctoral research interests. These include my RAF career, business leadership experiences, and current role as a university lecturer. Theoretical frameworks such as those of Kolb (1984), Schön (1983), Mezirow (1991), and Argyris and Schön (1978) are used throughout this reflective analysis to give critical insight into how reflection has influenced my decision-making, professional practice, and future research.
[bookmark: _Toc195306821]2. Reflection: Context and Importance 
[bookmark: _Toc195306822]2.1. What is it?
Reflective practice involves regularly examining your own actions and responses, as well as those of others, to identify what helps or hinders progress. It is expected in many sectors as part of professional standards and plays a practical role in ongoing development (Boud et al., 2013). Terms like metacognition, critical self-awareness, and self-reflection are often used to describe similar processes, each focusing on noticing how we think, what influences us, and, just as importantly, how that subsequently shapes what we do in personal and professional environments (Schön, 1983; Moon, 2013). Light et al. (2001) develop this further, arguing that reflection becomes more meaningful when it happens in conversation with others (such as peers and students). They suggest that working through ideas with others and considering an experience within its context leads to a stronger and more useful reflective process than working individually. It is this interaction and shared questioning that often challenge assumptions (Mezirow, 1991) and move learning forward, professionally or personally.

[bookmark: _Toc195306823]2.2. Why is Reflection Important for Developing Professional Practice
Reflection provides us with an opportunity to gain a deeper understanding of how we think, behave, and respond in various situations. It shows us where we are getting things right and where we are not, which can shape how we improve and develop over time (Kolb, 1984). By looking honestly and critically at what we do well, as well as where we fall short, we can build a more accurate self-aware picture of ourselves. This self-awareness supports personal growth, adjusts behaviours and actions, and enables us to relate more effectively to others (Rogers, 1961; Goleman, 2006; Sutton, 2016); especially important in professional roles such as lecturing, that require relating to others, utilising experiences we have experienced ourselves (Rochet, 2009). In professional environments that rely heavily on interpersonal relationships, effective reflection enables individuals to respond more thoughtfully, strengthening relationships and reducing the likelihood of conflict (Showry & Manasa, 2014). In my professional practice, particularly in high-pressure environments like the RAF and classroom management, structured reflection has significantly improved interpersonal effectiveness, conflict management, and professional adaptability (Goleman, 2006).

[bookmark: _Toc195306824]3. Development of Professional Practice through Chronological Personal and Professional Reflection and Learning.
[bookmark: _Toc195306825]3.1 Early Experiences
Early life experiences in Northern Ireland, particularly witnessing sectarian violence firsthand, have created an awareness of social inequality and injustice. This reflection, after many years (Schön, 1983), has been a recurring theme throughout my professional career, prompting critical questioning of established social structures (Freire, 1970). Vygotsky's (1978) Social Theory emphasises that early environmental contexts significantly influence one's development. Bandura's (1977) Social Learning Theory underscores how resilience and adaptability can be developed through observing and responding to challenging situations, even if they were many years before. Growing up in a minority environment, where my mother lost her job simply for being a Protestant, and attending a school where my primary school headmaster was shot and a cousin was shot and killed by the IRA, shaped my clear view of the importance of equality and the dangers of division and social injustice that I have carried into my professional practice.

[bookmark: _Toc195306826]3.2 Relocation and Adaptation (England – Late 1970s)
After relocating to England, I initially attended a secondary school characterised by disruptive student behaviour, low academic expectations, frequent conflicts among students, regular incidents of aggression, and inconsistent discipline. This atmosphere created a difficult learning environment where I witnessed the systemic underachievement of individual students' potential and saw teachers who had, either consciously or unconsciously, ‘given up’ on their students (Skaalvik & Skaalvik, 2007; Reinke et al., 2013). 
The environment provided personal challenges, specifically bullying due to my Irish accent. Subsequently, I learned resilience and self-efficacy, and despite seemingly insurmountable challenges, maintained through a supportive home environment, the belief in my ability to succeed (Bandura, 1997), essential for later professional environments, most notably challenges during military service.

[bookmark: _Toc195306827]3.3 Grammar School and Sports (1980s)
Attending grammar school after passing the 13-plus exam provided a more structured learning environment, with the opportunity to participate in county-level sports, which significantly developed my leadership and teamwork skills. This experience aligns with Kolb’s Experiential Learning Cycle (1984), emphasising the importance of structured reflection in enhancing professional capabilities. Success in sports gave me confidence, which in turn positively impacted my academic performance in the classroom. My grades dramatically improved through a combination of positive self-efficacy (Bandura, 1977) and feeling part of a psychologically safe learning environment (Charteris et al., 2021). This connection between practical success and academic performance subsequently formed my teaching philosophy, most notably in my role as the head of a sports science department. Constantly aiming to make connections between their sporting activities and academic requirements, I sought to foster both a psychologically safe environment and self-efficacy through their sporting achievements to produce better academic outcomes for students (Charteris et al., 2021). 

[bookmark: _Toc195306828]3.4 RAF Career and Learning Resilience (1990s–2002)
Joining the RAF introduced me to the power of reflective practice (Schön, 1983). The role of an operational military air traffic control officer often involved acting and leading under pressure, dealing with life-threatening events such as emergencies, and managing complex, time-bound, safety-critical situations.
To maximise learning within the military, I was introduced to both the use and importance of reflection to learning, through daily operational debriefs. The process of reflection and embedding continuous improvement in my professional practice as an air traffic controller enabled me, through its use to increase my professional ability, to experience some of the most rewarding and challenging air traffic control environments (Schön, 1983; Kolb, 1984). Having undergone this action of ‘imposed’ operational reflection over 17 years of military service, benefiting professionally from the process, I have come to value the importance of reflection in all my subsequent professional roles.

[bookmark: _Toc195306829]3.5 Transition to Teaching
Having retired from the RAF and transitioned into lecturing and management, via my MSc. my professional competencies needed to expand, quickly observing the need to adapting teaching methods to meet diverse student needs (Knowles, 1980; Mezirow, 1991), a consideration that was often overlooked in my previous lecturing role at RAF College Cranwell. Initially adopting a didactic approach in class, critical reflection, not least from asking for feedback from students, revealed shortcomings, prompting a change to a more student-centred, experiential learning approach (Brookfield, 1995) where I, as the lecturer, was no longer the focus of my reflective practice and subsequent professional learning, experiencing the importance of reflection as not only a solitary, introspective activity (Light et al., 2009). This has informed my reflective approach, teaching philosophy and methodology. 

[bookmark: _Toc195306830]3.6 Training Company and Emotional Intelligence (2010–2015)
Due to my previous experience in leadership, management training, and development, I was asked to join a Cardiff-based national training company as their Managing Director. Taking charge of a struggling training business emphasised the importance of emotional intelligence (Goleman, 1995) and pragmatic decision-making (Dewey, 1933), as I had to make staff changes, implement unpopular systems, and negotiate internal power struggles.  Implementing structured problem-solving techniques (De Bono, 1985) and applying Argyris and Schön’s (1978) single and double-loop learning strengthened my capacity for organisational leadership and professional decision-making. However, it was the introduction to emotional intelligence and its importance in resolving this challenging environment that had the most significant impact on my professional practice. The experience revealed the critical significance of emotional intelligence in leadership and subsequently altered my approach to managing the company, my subsequent management roles, and classroom management. 

[bookmark: _Toc195306831]3.7 Lecturing & Equity (2015–Present)
Following the acquisition and the extensive development of new practical skills such as company finance, HR regulations, bidding for contracts, and an understanding of government contracts skills, my training company returned to profitability. I subsequently sold it as a going concern, I fully retired, supported by the sale and my military and teacher pensions, but significantly motivated by the opportunity to transition as transgender, after four decades in male-dominated, military and professional sports environments. However, retirement proved short-lived. A friend encouraged me to apply for a Learner Support role in higher education, enabling me to transition in a supportive environment while working directly with undergraduate students.
Working one-to-one with students with Specific Learning Difficulties (SpLD) and neurodivergent learners challenged my assumptions about inclusion and significantly informing my professional practice. It became clear that equity in education is not achieved by treating all students the same but by providing tailored, individualised support responsive to need (Armstrong, 2012). This experience reinforced my belief that while generic inclusion strategies are necessary, they must be accompanied by personalised interventions to enable previously marginalised learners to reach their potential (Rappolt-Schlichtmann et al., 2018).
It also emphasised that inclusive education requires effective systems, structures, and processes that work alongside dedicated learner support staff (Florian & Spratt, 2013). This insight now shapes my practice and informs my commitment to embedding equity through structured and proactive support frameworks and policies to create effective practices.
This experience has deepened my interest in transformative learning (Mezirow, 1991) and shaped my motivation for pursuing doctoral research on educational inequality and targeted interventions (Gay, 2010; Tomlinson, 2017). In my current role as a lecturer, where I engage with diverse, non-traditional student groups, I intentionally challenge students’ assumptions to cultivate greater confidence (Bandura, 1997) while supporting their academic development and personal growth (Rogers, 1961), having both personally and in others, experienced the benefit of this approach. 

[bookmark: _Toc195306832]4.  Linking my Professional Practice Journey Thematically to my Present Lecturing Role.
[bookmark: _Toc195306833]4.1 The Challenge of Teaching in a Non-Traditional Academic Environment
My role as a lecturer involves working with adult students who often lack formal qualifications and academic confidence, and who frequently present as having a negative previous with education. These challenges, in part, reflect the broader structural inequalities in UK higher education, where students from lower socio-economic backgrounds experience poorer academic outcomes and reduced employment opportunities (Reay, 2017; Boliver, 2019). Research highlights that these non-traditional students benefit from mentorship, scaffolded learning, and the development of practical skills to enhance their academic engagement (Bathmaker, 2021).
These approaches closely align with my own heavily biased experiential teaching philosophy, developed over decades of both personal experience and professional practice. This philosophy draws from Knowles' (1980) Andragogy model, which values the life experiences of adult learners in their education, and Vygotsky’s (1978) Sociocultural Learning Theory, which emphasises the influence of an individual's context on their learning.
Additionally, many of my students struggle to manage multiple responsibilities, including irregular employment and caregiving roles, while often navigating significant financial pressures. When combined with their often poor previous educational experiences, this can lead to a negative perception of their current academic outcomes (Vygotsky, 1978).
Reflecting on my own experience growing up in Northern Ireland during the Troubles, I understand the emotional and structural barriers faced by those excluded from educational opportunity. This reflection has strengthened my empathy and deepened my commitment to valuing lived experience as central to the learning process (Freire, 1970).
Moreover, reflecting on my experience of coming out as transgender, it has significantly influenced my professional practice. It has motivated me to create environments where students can safely challenge ‘limiting beliefs’ through transformative learning (Mezirow, 1991; Brookfield, 2000). My identity does not define me, but reflecting on assumptions about identity, professionalism, and bias enables me to support students in questioning their own perceptions of who they are and what they can achieve, exploring how their identity, experience, and perception of power affect their communication and decision-making, assisting them in making better choices (Mezirow, 1991).
This is the first teaching role I have undertaken fully transitioned. Producing this report has reinforced the value of mutual learning between lecturers and students, grounded in challenge, critical thinking, and mutual respect (Freire, 1996; Boud et al., 2013), within an emotionally safe environment (Rogers, 1983). Authentic sharing of life experience, when appropriately linked to academic learning, has strengthened my belief in the transformative potential of education (Giroux, 2011; Hooks, 1994). My own experiences of exclusion and identity have enriched my practice, deepening my empathy and reinforcing my commitment to supporting non-traditional learners (Freire, 1970).

[bookmark: _Toc195306834]4.2 Supporting Learning Through Andragogy and Experiential Learning
Knowles’ (1980) theory of andragogy suggests that adult learners bring valuable life experiences that should be integrated into their learning. Many of my students possess these significant professional and personal experiences but lack the formal academic framework to articulate their knowledge effectively.
Using Kolb’s (1984) Experiential Learning Cycle, I take a reflective and applied approach to my teaching and lecturing. Instead of merely delivering leadership theories, I encourage students to reflect on their workplace challenges and examine how leadership models can be applied to their specific context, not as an exercise in explaining a theory but as the core of the learning on which a theory can be placed.
This approach mirrors my own experience learning in the RAF, where leadership was not theoretical but learned through action, reflection, and adaptation (Schön, 1983).
To significantly enhance student engagement and outcomes, as demonstrated in my own military experiential learning, my teaching extensively incorporates students' lived experiences (Knowles, 1980) alongside Kolb’s (1984) model to improve students' practical problem-solving capabilities. They often thrive when not confined by ‘academic' styled learning approaches, which fosters student learning and understanding, and in many cases, increases the positive perception of their ability to complete the course (Bandura, 1997).

[bookmark: _Toc195306835]4.3 The Role of Emotional Intelligence and Empathy in the Classroom
My students often arrive with self-doubt, formed by previous negative educational experiences. Recognising and subsequently responding to these barriers requires emotional intelligence (Goleman, 1995), a skill first developed during my RAF Officer and Air Traffic Control training. The high attrition rate, designed to test resilience under sustained psychological and environmental pressure, required not only personal determination but the ability to understand others and manage oneself. Sleep deprivation, physical demands, and constant assessment shaped my awareness of the emotional demands placed on individuals in high-pressure environments, showing me the importance and relevance of emotional intelligence and resilience.
These skills were further developed in the military, operationally, leading teams in difficult settings and later running a training company during a period of instability and potential closure. Each role reinforced the idea that resilience and emotional intelligence are effective tools for creating better outcomes.
This learning underpins my approach to teaching. Building student resilience is deliberate, and I aim to create empathetic (Rogers, 1961), supportive environments based on developing their emotional intelligence so that students can engage in a psychologically safe environment. 

[bookmark: _Toc195306836]4.4 The Use of De Bono’s Six Thinking Hats to Encourage Critical Thinking
At Cambridge Regional College, during my teacher training, I was introduced to De Bono’s (1985) Six Thinking Hats to support students in developing critical thinking skills. Many students arrive with a binary understanding of problems, seeing them as right or wrong, success or failure. I found that by encouraging them to explore different perspectives and evaluate issues critically, I prepared them for leadership roles, especially in advanced sporting contexts (many would go on to play professionally), as well as for decision-making and enhanced critical thinking in their academic work.
This approach was further used in business negotiations, where I learned that data-driven arguments must also be supported by an understanding of human emotion and motivation (De Bono’s White Hat/Red Hat) to provide a level of authenticity within discussions that increases trust (Kim, 2020).
In addition, I have found that this use of structured thinking has helped students in my current role who may struggle with their academic writing to better access and present their knowledge. In turn, this approach in my current lecturing role appears to have increased individual self-confidence in their higher education environment, enabling them to utilise a provided well defined framework to analyse issues critically and effectively, step by step (Alharbi & Jacob, 2021).

[bookmark: _Toc195306837]4.5 Teaching Students to Value Reflection as a Learning Tool
Every military operational air traffic control activity is followed by a post-exercise debrief, a structured reflection on the events to support future operational learning. With over 17 years in the military, I have realised, through almost daily immersion, the importance of reflection. A key aspect of my teaching is, therefore, to encourage students to view reflection as a continuous tool for growth, explicitly derived from my professional experience and its benefits.
Given many of my students often view their previous academic failures as signs of personal inadequacy rather than learning opportunities, Schön's (1983) Reflection-in-Action and Reflection-on-Action frameworks help them recognise that adjusting their approach and adapting to challenges is a crucial part of professional development. Although not taught in detail, my approach, hidden within assessments and assignment feedback, is an adapted version of Kolb' s (1984) model.
By encouraging students to avoid solution- focused problem- solving and instead develop the process skills of reviewing, reflecting, understanding, and modifying their future actions for improvement, lecture sessions become more student- centred. This approach allows them to discuss similar problems from different perspectives, resulting in better class involvement and, more importantly, improved student outcomes (Dewey, 1933; Schön, 1983; Kolb, 1984).
Accordingly, I help students overcome frustration and self-criticism, guiding them toward actionable learning and improvement. This aligns with my own experience of learning to accept imperfection in the RAF, where I came to understand that there is never a “perfect” day in air traffic control, only opportunities to refine and improve.

[bookmark: _Toc195306838]5. Linking my Professional Practice and Doctoral Research
Specific events, such as assisting students with limited formal education or complex life challenges, have shaped my practice. These experiences have required me to embrace a more constructivist approach, designing flexible assessments and creating inclusive learning environments. Engaging in reflexive practice to deepen my understanding of self, including using critical journaling, has helped me recognise unconscious bias and develop cultural competence (Reay, 2017), which has been and continues to be essential in my professional practices. Participation in the university's Neurodivergent Working Group has further deepened my commitment to empathy, authenticity, and social justice, values central to researching the student experience in higher education (Freire, 1970). These experiences, along with those previously outlined and subsequent reflections, have informed my professional practice in ways that I expect will support specific areas of my doctoral research. 

[bookmark: _Toc195306839]5.1 Critical Thinking, Epistemology and Research
Doctoral research requires the capacity to critique, question assumptions, and synthesise diverse perspectives. My development of critical thinking, supported by my introduction to and use of De Bono’s (1985) Six Thinking Hats, has been enhanced through both business negotiations and classroom practice. This and other tools of reflection that helped me to adopt a self-critical reflexive approach, have underpinned my epistemological position that knowledge is shaped by context. 
My RAF background required me to assess large amounts of information and act on this knowledge that will support my ability to evaluate research methodologies and complex literature (Kolb, 1984; Brookfield, 1995) and will help support my qualitative research methodology. 

[bookmark: _Toc195306840]5.2 Reflexivity and Ontology
Understanding my positionality is key to providing effective qualitative research (Wilson et al., 2022). I perceive reality as socially constructed and shaped by power, identity, and lived experience, an ontological stance significantly influenced by growing up in a challenging environment in Northern Ireland and further developed through my work with marginalised learners. This has resulted in a constructivist outlook that supports methodologies focusing on participant (student) voice (Vygotsky, 1978; Mezirow, 1991).

[bookmark: _Toc195306841]5.3 Empathy, Advocacy, and Cultural Competence
My own experience of exclusion, growing up in Northern Ireland as a transgender person and only recently fully transitioning in a professional work environment, informs my professional practice, providing a lived, phenomenological understanding of both cultural and structural barriers. This perspective shapes my lecturing, as it will, my research, aligning with Freire’s (1970) critical pedagogy, in in seeing education as a process of dialogue, empowerment, and learner voice, and accordingly, strengthened my commitment to inclusive and ethical research that recognises the importance of the participant's experience.
Reflecting on my own professional and personal experience, it has enhanced my advocacy for students who are often overlooked in higher education, particularly those from low socioeconomic, non-traditional, or diverse backgrounds (McEwen et al., 2024). Ensuring that my doctoral work is not only academically rigorous but also shaped by respect for the lived experiences of those participating, 

[bookmark: _Toc195306842]5.4 Authenticity and Trust
Authenticity requires self-awareness, unbiased processing, behaviour consistency, and relational trust (Kernis & Goldman, 2006). 
These principles reflect my personal and professional development. Managing hypervigilance and masking, shaped by years of overcompensating with male behaviours in professional settings as a transgender person, often not trusting those around me, has shaped how I now approach trust, the trust of others and authenticity. Until the year 2000, as an officer in the RAF, had I been ‘outed’, I would have been immediately discharged from the RAF, had my medals returned and lost my pension. For those not commissioned, a number would spend up to 28 days in a station cell awaiting discharge. 
Trust is not assumed in my doctoral research, particularly with vulnerable student groups; it will be built through relational engagement, respect, and consistency (Osuna, 2023). Therefore, reflecting on my own experience, my research will look to create a higher level of trust to create more authentic interactions, creating the conditions for more meaningful dialogue to create better research outcomes.

[bookmark: _Toc195306843]5.5 Academic Rigor, Organisation, and Research Literacy
My MSc developed core research skills in methodological design, programme evaluation, and ethics. These competencies will provide a foundation for my doctoral research. In my current and previous roles, developing academic rigor, organisation, and research literacy skills was fundamental to my position. My experience in designing, delivering, and quality-assuring educational programmes, often under strict deadlines set by external assessing organisations (Ofsted, Estyn, Pearson, AQA), has strengthened my skills in academic rigor, organisation, and research literacy, as I additionally was required to produce teaching materials that needed to academic standards. (Supporting the design of the Level 3 Sport T-Level for AQA).

[bookmark: _Toc195306844]5.6 Accountability, Inclusion, and Research Impact
Accountability has shaped my professional identity. Initially, through operational demands of the RAF, then running a business on which staff relied for employment and now, within higher education. As an air traffic control officer, accountability was immediate and unavoidable; every decision had consequences for the safety of others.  Presently, I am accountable for creating learning that improves student confidence, skills, and future opportunities (Reay, 2017), not as an abstract value, but also because I have learned accountability creates trust, both with students and peers, and is, therefore, essential for effective student outcomes.
I consider inclusion essential to my future research so that my research benefits all relevant individuals (Reay, 2017), that it reflects in its analysis a wide diversity of relevant experiences (Bathmaker, 2021) and improves the quality of the research findings (Charteris et al., 2021). 
Growing up in Northern Ireland during the conflict, being from a working-class background, and later transitioning, shaped how I understand the harm caused when society and education fails to recognise difference (Freire, 1970). Inclusion is therefore central to how I design learning, creating environments where students from non-traditional backgrounds see themselves and their experiences reflected and valued (Charteris et al., 2021).
My research is intended to be inseparable from practice. My doctoral study is not intended to be a theoretical exercise. It is intended to contribute to improving learning for students who may find higher education exclusionary, alienating or inaccessible, reflecting my own educational experience when relocating to England.
I want my research to create outcomes that are lived and experienced, not just read, grounded in my own professional practice, drawing on my experience of witnessing the benefits of experiential learning in producing tangible actions for practical improvement. I believe that education changes lives when it is authentic, practical, and challenges the structures that often exclude individuals (Tomlinson, 2017), and through my research, I would want to maintain this view. 

[bookmark: _Toc195306845]6 Conclusion
My professional practice has been shaped less by theory and more by experience in environments where failure had real consequences. Accountability was embedded early in my RAF career, where every decision in air traffic control had immediate and public consequences. My military experience taught me clarity, responsibility, and a reliance on evidence for effective decision making, principles that now underpin my teaching, where the consequences may be different but no less significant for students who trust me to support their development (Reay, 2017).
The relevance of Inclusion was grounded in my earliest experiences growing up in Northern Ireland during conflict, where exclusion was both visible and damaging. It was reinforced through personal challenges, relocation to England, and later, transitioning, all of which inform how I look to create psychologically safe educational spaces that are inclusive and critically responsive (Freire, 1970; Charteris et al., 2021).
The transformative power of reflection that I was first exposed to in military debriefs has now become immersed into my educational practice. The shift from transactional delivery to student-centred learning was driven by learner feedback during my first teaching experience, realising my military approach was not working. Models such as Kolb (1984) and Schön (1983) became helpful in all my professional roles because they reflected experience, not abstract preference, again informed by my own professional experience of the strength of experiential learning (Kolb, 1984). Their use is now fully embedded into student lessons and assessments to support students in better understanding, making changes, and developing against a clear framework.
My doctoral research is not a theoretical exercise for me; it is a continuation of the importance I place on education that seeks not only to understand but tangibly improve the conditions of those who are often marginalised in higher education (Tomlinson, 2017). The intent is to undertake research that in practice, not theoretically, supports students, particularly those with non-traditional backgrounds, to develop confidence, resilience, and a sense of belonging (Bandura, 1997), experiences that directly link to my own, personally and professionally.
Therefore, reflection remains the method by which I hold myself accountable, recognise bias, and refine practice, not for its own sake but because it works.























[bookmark: _Hlk195267607][bookmark: _Toc195306846]7. Portfolio Submissions
[bookmark: _Toc195306847]7.1 Annotated CV (Appendix A)
The Annotated CV evidences my formal learning and structured qualifications, helping to provide the foundation for professional credibility and progression (Cottrell, 2015). Non-formal and experiential learning (experience) within the RAF, private sector consultancy, and higher education is evidenced to strengthen leadership, operational delivery, and reflective credibility (Moon, 2004). It is annotated to illustrate the professional practice lessons learned within each role and the theoretical basis for those lessons.

[bookmark: _Toc195306848]7.2 Annotated Job Description (Appendix B)
The  Annotated Job Description details UWTSD’s expectations of a university lecturer and is annotated to show my knowledge, understanding, and experience relating to the role. Includes the theoretical base that underpins this knowledge and understanding.

[bookmark: _Toc195306849]7.3 Training Needs Analysis (Appendix C)
My Training Needs Analysis (TNA) is included to identify the learning and development required to improve my professional capability as a university lecturer supporting neurodiverse, diverse, and underconfident learners.

[bookmark: _Toc195306850]7.4 Personal Development Plan (Appendix D)
My Personal Development Plan, based on the TNA, sets SMART objectives to enhance inclusive teaching, digital pedagogy, student engagement, research capability, and leadership development.
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Personal Details
Karine Williams MSc.(Edin), FInstLM, FSET, QTLS
Contact Information:
1 Cwmmawr Lodge, 31 Heol Blaenhirwaun, Drefach, SA14 7AJ
Email: karine.r.williams@gmail.com
Mobile: 07974 402 488
LinkedIn: linkedin.com/in/karinewilliams

Professional Summary
Experienced lecturer, education leader, and training consultant with a leadership, management, education, and curriculum development background from Level 1 to Level 6. A strong advocate for applied learning, student-centred teaching, and educational leadership, integrating formal and experiential learning methodologies into teaching practice.
Professional Memberships
· Fellow, Institute of Leadership (FIoL)
· Fellow, Society for Education and Training (FSET)
· Member, Guild of Air Traffic Controllers (GATCO)
Career History
University of Wales, Trinity St. David (UWTSD) (2021 – Present)
Lecturer & Learning Support Specialist
· Supporting a highly diverse range of undergraduate students requiring additional learning support (ALS) to complete degree assignments and dissertations.
· Lessons Learned: Supporting non-traditional learners requires adaptive teaching methods, a strong understanding of barriers to learning, and structured scaffolding of academic skills.
· Formal Learning Link: Application of Knowles’ (1980) Andragogy, recognising that adult learners benefit from self-directed, experience-based learning.
AJH Education, Cardiff (2019 – 2021)
Director & Quality Assurance Lead
· Co-owned AJH Education, ensuring quality assurance of Level 3 BTEC Sport qualifications.
· Lessons Learned: Quality assurance in education must balance compliance with pedagogical integrity, maintaining learner engagement while meeting regulatory requirements. It is not all about the data. 
TVS Education, Cardiff (2014 – 2019)
Managing Director & Owner
· Purchased and restructured a failing training company, leading it from losses to profitability.
· Managed national education programmes supporting over 700 full-time students in partnership with 26 schools and colleges.
· Lesson Learned: Educational leadership requires a balance of business knowledge, communication skills, teaching excellence, and emotional intelligence to support both students and staff.
· Formal Learning Link: Leadership and management principles (Goleman, 1995; Kotter, 1996) 
Suffolk New College (2013 – 2014)
Course Leader, Uniformed Public Services
· Led the development and recovery of a poorly performing area, improving student behaviour and outcomes.
· Lessons Learned: Context-based, experiential learning enhances student engagement, especially for vocational learners.
· Formal Learning Link: Applied Kolb’s (1984) Experiential Learning Cycle, using real-world scenarios to teach public service skills.
Huntingdonshire Regional College (2007 – 2013)
Department Head
· Managed multiple program areas, including Sport, Coaching, and Public Services at Levels 1 to 5 (HND).
· Lesson Learned: Managing a large department requires strategic planning skills, stakeholder engagement, and strong people management skills.
· Formal Learning Link: Experience in higher education leadership and curriculum development, Vygotsky’s (1978) Sociocultural Learning Theory and Mezirow’s (1991) Transformative Learning Theory, supporting students and staff to challenge their assumptions and build professional competencies.
Royal Air Force (1985 – 2002)
Senior Air Traffic Control Officer (SATCO) & Leadership Instructor
· Commissioned Officer responsible for air traffic control, leadership training, and officer development.
· Lesson Learned: Military leadership training emphasised resilience, adaptability, and rapid decision-making, which were crucial for later roles in education and business management.
· Formal Learning Link: Training design based on military instructional models and adult learning theories (Knowles, 1980) and Schön’s (1983) Reflective Practitioner Model, integrating real-time decision-making with leadership development.

Education & Formal Qualifications and Memberships
Fellow of the Society of Education and Training (FSET)
Fellow of the Institute of Leadership (FIoL)
Master of Science in Management of Training & Development (2002 – 2004)
· Institution: University of Edinburgh
· Focus on educational establishments (HE/FE), training organisations and training functions within larger organisations.
· Learning Link: Provided knowledge in HRD, HRM, organisational learning, training, development and program evaluation. In addition, leadership, effective teams, and interpersonal psychodynamics (power, control and authority) within organisations. 
DTLLS (QTLS) – Qualified Teacher Status 
· Recognised teaching qualification with a focus on further education and lifelong learning.
· Learning Link: Pedagogical and assessment strategies integrating Vygotsky’s (1978) Scaffolding Theory (Help students master skills beyond their capability).
CYQ Level 3 Personal Training & UKCC Level 2 Coaching Qualifications
· Industry certifications in fitness and sports coaching.
· Learning Link: Applied experiential and competency-based learning (Kolb, 1984) to vocational education.
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Primary Responsibilities
Delivery of Outreach Programme:
‘Applied Leadership and Management in the Workplace’

· Experience Link: My previous roles in business leadership, RAF training, and educational management provide a strong foundation for delivering leadership and management content to diverse learners.
· Lessons Learned: Effective leadership education must connect theory to real-world practice if it is to ensure relevance and applicability.
· Learning Theory Link: Knowles’ (1980) Andragogy highlights the importance of self-directed learning, particularly for adult learners returning to education after time away.

Teaching Schedule & Student Support Responsibilities
· Experience Link: Having managed evening/weekend education programmes and balancing professional commitments with academic responsibilities, I understand the challenges students face in managing work-life-study balance.
· Lesson Learned: Flexibility and adaptability are crucial in adult education, requiring a student-centred approach to engagement and retention.
· Reflection Link: Schön’s (1983) Reflective Practitioner Model enables me to continuously refine my teaching approach based on real-time feedback from students.
· Learning Theory Link: Vygotsky’s (1978) Sociocultural Learning Theory reinforces the importance of peer-based learning and collaborative knowledge-building, critical for small-group learning settings.

Teaching Approach & Student Engagement
· Experience Link: I have designed and delivered applied leadership modules, emphasising student-driven inquiry and reflection, particularly in non-traditional learning environments.
· Lesson Learned: Adult learners benefit from iterative, repetitive, reflective approaches that allow them to connect new learning to their lived experiences. 
· Learning Theory Link: Mezirow’s (1991) Transformative Learning Theory suggests that to improve understanding and learning, students should challenge assumptions and critically evaluate their leadership practices.

Use of Digital & Innovative Teaching Methods
· Experience Link: I am proficient in digital pedagogy, having implemented VLEs, video conferencing, and e-learning strategies in previous roles.
· Lesson Learned: Technology should enhance learning, but the focus must remain on active personal engagement and knowledge application, not just enjoyment and engagement without purpose.
· Learning Theory Link: Illeris’ (2009) suggests that digital literacy is essential for engaging modern learners, especially in leadership education. Brookfield’s (1995) Critical Reflection Model suggests that engaging students requires ongoing analysis of teaching effectiveness from different perspectives, particularly important given the increase in online and blended learning.

Candidate Profile: Qualifications & Experience
Educational & Professional Qualifications
· Good honours degree or equivalent in a relevant discipline & postgraduate qualification
· Experience Link: My MSc in Management of Training & Development provided formal education in leadership theory and training methodologies
· Lesson Learned: Formal education provides credibility, but experiential learning bridges the gap between theory and practice, required for this role.
· Learning Theory Link: Knowles (1980) highlights the need for adult learners to see education as relevant. 
· Experience in Teaching, Delivery, and Assessment Across a Diverse Student Body
· Experience Link: My background in teaching across multiple levels (Entry Level 3 to Postgraduate) has improved my ability to support diverse learners.
· Lesson Learned: Assessment must be adaptive, ensuring all students can demonstrate understanding in a way that aligns with their own diverse strengths.
· Learning Theory Link: Argyris & Schön’s (1978) Single and Double-Loop Learning reinforce the idea that teaching strategies must adapt based on reflection and continuous learning.
· Digitally Literate & Experience with E-Learning Platforms
· Experience Link: Have developed and delivered online and blended learning programmes, ensuring accessibility for working professionals and distance learners.
· Lesson Learned: Digital platforms are ‘enhancements’ rather than replacements for effective person to person teaching.
· Learning Theory Link: Siemens’ (2005) Connectivism emphasises that digital tools should facilitate collaboration and knowledge sharing, not replace it.
· Innovative Approaches to Learning & Teaching
· Experience Link: Have designed leadership training programmes that incorporate case studies, simulations, and real-world problem-solving.
· Lesson Learned: Teaching innovation should help students connect theory to real-world leadership challenges. De Bono’s (1985) Six Thinking Hats is a structured method I use with success to develop critical thinking and problem-solving skills.

Key Competencies & Professional Skills
Organisational & Personal Management Skills
· Experience Link: Managing educational programmes and business units has required strong time management and administrative abilities.
· Lesson Learned: Balancing teaching, administration, and student support requires structured planning and reflective leadership. Use of Schön’s (1983) Reflection-in-Action to adjust strategies in real time based on institutional needs.
Ability to Engage in CPD & Develop New Learning Opportunities
· Experience Link: Have undertaken ongoing professional development, including certifications in teaching, leadership, and digital learning.
· Lesson Learned: Continuing Professional Development (CPD) is essential in education, ensuring that teaching remains relevant, innovative, and student-centred. Mezirow’s (1991) Transformative Learning suggests that educators must continuously adapt and improve their approaches to meet learners' changing needs.
Commitment to Equality, Diversity & Inclusion (EDI)
· Experience Link: Having supported non-traditional students, neurodivergent learners, and individuals returning to education, I have developed inclusive teaching strategies.
· Lesson Learned: Diversity in education enriches learning, and teaching must be flexible to accommodate individual needs. Freire’s (1970) Critical Pedagogy emphasises the importance of empowering marginalised learners through student-centred learning.
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	Competency Area
	Current Skill Level
	Identified Gap
	Training/Development Need
	Link to Theory

	Inclusive Teaching for Neurodiverse and Diverse Learners
	Moderate
	Need more specialised knowledge on differentiation strategies
	Attend neurodiversity training workshops and apply Universal Design for Learning (UDL ) principles in course delivery
	Vygotsky (1978): Learning is social and contextual, requiring tailored scaffolding for students with diverse needs

	Student Confidence and Engagement Strategies
	Good
	Need structured tools to build self-efficacy in underconfident learners
	Implement Kolb’s (1984) Reflective Cycle in all student assignments and use active learning strategies
	Mezirow (1991): Transformative learning occurs when students critically reflect on experiences

	Digital Pedagogy and Blended Learning
	Moderate
	Need to integrate interactive e-learning tools effectively
	Complete CPD in Virtual Learning Environments (VLEs) and interactive learning platforms. Investigate LinkedIn Learning. Investigate UWTSD Digital Courses
	Siemens (2005): Connectivism theory highlights that digital networks enhance modern learning (but should not replace face to face).

	Leadership & Institutional Impact
	Good
	Need to mentor underrepresented students effectively
	Develop structured mentorship programmes for non-traditional students
	Freire (1970): Critical pedagogy highlights the need for educators to empower marginalised learners
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SMART Goals
Goal 1: Advance My Pedagogical Skills (underpinned by andragogical principles) (Knowles, 1980), for Neurodiverse and Diverse Learners
· Specific: Enhance my inclusive teaching strategies by completing CPD on neurodiversity in higher education to ensure a more accessible learning environment for neurodiverse students, integrated into non-diverse approaches.
· Measurable: Attend at least two CPD-certified neurodiversity training programmes and integrate three inclusive strategies per module.
· Achievable: Utilise existing teaching expertise while expanding on contemporary research such as Universal Design for Learning (UDL) to increase significant increases in cognitive and emotional engagement (Durgungoz & Durgungoz, 2025).
· Relevant: HE’s growing focus on inclusive learning.
· Time-bound: Within 12 months.
· Theoretical Link: Vygotsky’s (1978) Sociocultural Learning Theory states the need for social interaction in learning and differentiation based on student needs to achieve better learner outcomes.
Goal 2: Strengthen Student Confidence & Engagement in HE
· Specific: Implement reflective learning strategies to help underconfident learners build self-efficacy (Bandura, 1997) and resilience in their academic writing and class discussions to create more meaningful critical engagement.
· Measurable: Integrate Kolb’s (1984) Reflective Cycle into four student assignments per semester, allowing students to self-assess their learning progress.
· Achievable: Use existing experience in student mentoring and learning support 
· Relevant: Supports adult students returning to education (Knowles, 1980).
· Time-bound: Within 12 months.
· Theoretical Link: Mezirow’s (1991) Transformative Learning Theory suggests that if students critically reflect on their learning experiences, it will shift their often limiting perspectives and build personal confidence.
Goal 3: Enhance Digital Pedagogy and Flexible Learning
· Specific: Improve the use of VLEs, e-learning platforms, and video-based content to support students with different learning preferences.
· Measurable: Develop at least five interactive digital learning resources tailored for blended learning environments.
· Achievable: Utilise my current digital literacy and instructional design experience.
· Relevant: Meets HE expectations for digital learning and increase classroom engagement (Siemens, 2005; Lampropoulos et al., 2022).
· Time-bound: Complete implementation by the end of AY (Aug 25).
· Theoretical Link: Connectivism (Siemens, 2005) suggests that technology can be used to create learning networks that enhance knowledge retention. Digital technologies provide engaging learning experiences that create higher levels of engagement (Lampropoulos et al., 2022).
Goal 5: Improve Institutional Impact and Support for Underrepresented Students
· Specific: Develop a structured mentoring programme for non-traditional students returning to HE.
· Measurable: Mentor at least five students annually, tracking confidence and academic performance improvement (possibly part of a research project).
· Achievable: Use my mentoring background in leadership and education.
· Relevant: Aligns with HE’s widening participation agenda (Knowles, 1980).
· Time-bound: Within 18 months.
· Theoretical Link:  Mentorship in HE empowers learners from marginalised backgrounds (Freire, 1970; Sellon, 2022; Koutsoukos, 2022).
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