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Introduction
My role at the University is that of a Specialist One to One Study Skills Support Tutor (A2, V1) (Sp 1:1 SSS). At the heart of what I do is working with students with Specific Learning Difficulties (SpLDs) and most commonly, students with dyslexia. This reflective report on a Teaching Intervention Cycle (TIC) will be reflecting on the work I have conducted with several students with dyslexia, and with the aim of supporting improvement with their reading comprehension skills, through supporting the enhancement of their neurological system, more specifically their visual system, through the concept of neuroplasticity (A1). The report will explain the rationale for why I felt the relevance of the TIC and will be followed by a descriptive account of the TIC. An evaluation of the TIC will conclude this report, which will include reference to future considerations, because of the learning from this TIC. Prior to these sections, this paper will begin by offering an outline of the current situation and context with which this TIC sits. As dyslexia, and its relationship with neuroplasticity, are the focus of this report, this section starts with an insight into the dyslexic condition, its relationship with neuroplasticity and the challenges with which this TIC sought to overcome, whilst then outlining the type of teaching methods I employed in undertaking this TIC.
Current Situation/Context  
There is a connection between education and neuroscience in relation to learning. Education is about developing learning and neuroscience is about the understanding of the mental processes in learning (K1, K3, K4) (The Royal Society, 2011, p. v). This commonality therefore suggests a potential link between the future of educational practices and science (V3). New insights into neuroscience are providing a wealth of opportunities to equip the teaching profession with new ways in which to understand teaching and learning (V4) (The Royal Society, 2011, p.1). Neuroscientific research has increased the understanding of Specific Learning Difficulties (SpLDs), such as dyslexia (V3) (The Royal Society, 2011, p.v).
The term dyslexia would refer to the, “difficulty in reading, a type of specific learning difficulty, sometimes called a reading disability or disorder” (Kearns et al, 2019). In either case, most definitions include one common characteristic, which is the difficulty with recognising words (Kearns et al, 2019). However, these days, Neuroimaging provides researchers the tool to understand how dyslexic readers use sight recognitions and decoding to read words and how it differs from neuro-typical readers (V3) (Kearns et al, 2019). 
It could be argued that there are genetic predispositions which may partially explain differences in reading ability however, there is no specific gene responsible for an individual becoming a poor reader (V1) (The Royal Society, 2011, p.3). Most variability in learning ability can be attributed, by some part, to both genetic and environmental factors (V1, K3) (The Royal Society, 2011, p.5). Studies have shown that readers with dyslexia have even less grey matter (brain tissue) in the occipitotemporal region involved in sight reading than those neuro-typical readers (Kearns et al, 2019). Readers connect letters to sounds in a word through sight recognition, such that, developing readers rely on their visual processing for sight memory and for decoding words they have seen (K3) (Kearns et al, 2019). 
Neuroimaging studies on both children and adults with dyslexia, have shown that the “brain can be plastic or can change due to experience” (D’Mello & Gabrieli, 2018, p. 803). Changes in the functional activation of the brain, have been measured, using fMRI and because of before and after remediations or interventions.  These involved intensive teachings in phonological awareness for a few hours per day and typically over an 8-week period (V1, K3) (D’Mello & Gabrieli, 2018, p. 804). It is with this knowledge and information in mind that the work in which I have undertaken, as part of my TIC, was based upon and this will be further outlined in the Rationale section of this report (A1, A2). 
As previously mentioned, the aim of this section is to provide a context to the current situation in relation to the TIC and this will include an investigation into the types or methods of teaching which formed part of my TIC. Upon considering the approach to the Teaching Intervention Cycle I chose, it felt pertinent to research the key aspects of the teaching process (K2, K4). Awareness of the role of the teacher and the relationship with the learner has felt a key ingredient to the process. This encompasses the creation of positive emotions for the learner as part of the process, which relies upon people skills. This is an area which had felt a strength in my work with students with SpLDs (A4, V1). Awareness was gained, through the research, that the creation of environments, whereby a student felt cared for, and the understanding that my role was to reflect empathetic and friendly criticism, would more likely result in a better learning outcome for the student (A4) (Jarvis, 2010, p.136). What felt reassuring, in equipping myself with this knowledge prior to the TIC, was the realisation that my role as a Sp 1:1 SSS allowed for the time spent in building up the type of relationship outlined here and provided me a greater sense of confidence in the outcome (Jarvis, 2010, p.137).
Hirst and Peters (1970, quoted in Jarvis, 2010, p.30), define teaching as the, “intention to bring about learning”, and whereby strategies of teaching should be focused on the student’s learning (A2, V1, V3). There is a transaction which takes place between the teacher and the learner and the relationship between the two is crucial for there to be a positive outcome for the student (A4) (Jarvis, 2010, p.137). At the outset in choosing a teaching method for the TIC, studies into the varying types, were undertaken and after careful consideration, an appropriate approach was selected. The traditional type or style of teaching, the didactic type, requires the student to learn that which is being transmitted to them by the teacher and to reproduce it (Jarvis, 2010, p.141). The facilitative teaching style, on the other hand, utilises the conditions whereby the teacher presents a problem for the student and requires the student to find a solution (A1, A2, A4, V2, V3) (Jarvis, 2010: 145). The student’s learning is derived from the experience gained whilst seeking the solution and thus the teacher has facilitated the learning (K3) (Jarvis, 2010, p.145). It was the facilitative approach which I felt would be the most suitable teaching method to use. Having outlined the context and current situation in relation to my TIC, the following section will explore the rationale behind my approach.
Rationale 
The following section will explore the rationale behind my approach to the TIC. The brain is constantly changing and is influenced by what we do. The adaptability of the brain is referred to as ‘neuroplasticity’ and relates to the process of connections between neurons becoming strengthened when simultaneously activated, an effect that is present through life (K1, K3) (The Royal Society, 2011, p.5). Neuroscientists recognise those periods of brain development and connectivity which extend beyond childhood and into adolescence (The Royal Society, 2011, p.5). London taxi drivers are a good example of this “activity-dependent plasticity” which can extend throughout life into adulthood. Their ability to internally ‘map out’ London’s complex layout, has resulted in a greater grey matter volume in the region of the brain associated with memory and navigation (The Royal Society, 2011, p.5). Therefore, this proves that environmental factors can determine what we experience, and education is one of the key factors in what we can experience (A1, K1) (The Royal Society, 2011, p.7). Behavioural studies demonstrate visual processing deficits in those with dyslexia and these studies are supported by neuroimaging studies in which reduced brain activation in those areas associated with visual perception, occur less in those with dyslexia (A5, V3, V4) (D’Mello & Gabrieli, 2018, p. 803). However, even though the evidence shows there are differences in the visual processing regions of the brain of those readers with dyslexia, compared to neuro-typical readers, these have been shown to change as a result of reading intervention, which can present evidence of the influence of neuro-plasticity (K1, K3, V3)(Olulade, Napoliello, & Eden, 2013, quoted in D’Mello & Gabrieli, 2018, p. 803). From the neuroimaging studies conducted by McCandliss, Cohen & Dehaene, 2003, (quoted in D’Mello & Gabrieli, 2018, p. 799), it is recognised that the region of the brain which is thought to be crucial for the automatic visual processing of word strings or print, relates to the left-occipito-temporal cortex (K1, K3). 
Despite the increased understanding of reading, dyslexia and the effects of reading interventions, there are limitations on how neuroscientific research can affect the outcomes for readers with dyslexia and as of yet, there have been no direct changes in the instructional approach for students with dyslexia (V3) (Kearns et al, 2019). Research has shown that students with dyslexia can internally and neurologically change their patterns of brain activation as a result of reading interventions programmes which have been designed to improve their word-reading skills, as in developing their decoding skills (K1, V3) (Kearns et al, 2019). 
From this investigation into the rationale of the TIC there is scope that an individual with dyslexia can potentially improve their performance visually with intervention through the concept of neuroplasticity (A1, A2, V2). It was the intention of the TIC to demonstrate that a student with dyslexia could enhance their visual system with intervention, which in turn, may improve their ability and skill in the region of reading comprehension.
Teaching Intervention 
This section will be outlining the TIC used, upon which this report is based. The outline will be incorporating the learning cycle used and will discuss the work of Knowle, Kolb, and Race among other notable theorists and academics in the field of teaching (K1, K2, K4). This section starts with an exploration of the teaching theories which formed part of my decision to adapt the style of teaching intervention which I used.
In the Current Situation/Context section of this report I mentioned that I had given thought to the teaching method I would apply to the TIC, and having examined the methods of teaching available, there was the matter of which theoretical approach would be relevant to my work. To this aim an investigation was conducted using Jarvis’s (2010, p.182) account of a selection of theorists of teaching (K1, K2, V3). This started with the humanist and philosophical approach by Stephen Brookfield, a teacher of adults and who is also experienced in the practice and theory of teaching adults (Jarvis, 2010, p.182). For Brookfield, teaching has always been “a moral exercise in which autonomous teachers and learners interact in a mutual learning process, with the teachers providing more input than the learners” (A2, K2)(Jarvis, 2010, p.183). Brookfield believes that educational programmes should be built around a learner’s needs and where a teacher can respond and, “adapt to a situation in which learners find themselves”(A5, K1, K3) (Jarvis, 2010, p.183). In relation to the climate of learning, this in Knowle’s view, includes the way in which teachers interact with their students and that the establishment of good relationships between student and teacher is key in the creation of the climate for learning (A2, V1, V3) (Jarvis, 2010, p.192). For Knowles, it is the teacher’s role to, “manage the learning experience”, advocating the most effective ways for the learning to take place, whilst being part of the decisions for how evaluation will take place in conjunction with the student (K3) (Jarvis, 2010, p.193). It is Jarvis’s view that Knowle’s approach chimes with Dewey’s progressive, humanistic approach to andragogy which I felt most drawn to (A5, V3) (Jarvis, 2010, p.193). Mention here, should be given to the thoughts and work of the leading educationalist, John Dewey who espoused that experience is at the heart of education and that the teacher’s role is to create the right kind of experience so that the learner may gain knowledge and understanding. The role of the teacher is subtle in comparison with the more traditional didactic approach, reflecting the more facilitative style of teaching (K3) (Jarvis, 2010, p.187).
Having investigated the varying approaches to teaching, I sought to determine the specific method I would choose. The approach I wanted to use would be a combination of tutor-centered and student -centered teaching (A1, A2, K1, V3) (Jarvis, 2010, p.148). The approach to student-based learning, to incorporate into the TIC, was not going to be one of a conventional group-based method. By the nature of the work I conduct with students, the student-based learning would be using an individual student-centered method (K3) (Jarvis, 2010, p.170). 
During a previous TIC I conducted, the evaluation utilised Kolb’s Learning Cycle (1984 quoted in Reece and Walker, 2007, p.422)  and this was replaced by Gibb’s alternative version as a means of explaining the process of the Learning Cycle or TIC used (K4). In this TIC, reference will be made to Race’s alternative to Kolb’s learning cycle, effectively replacing Kolb’s terms with Race’s alternative terms. Therefore, we now have the terms, “wanting/needing, doing, feedback, digesting” (Race, 2001, p.9). Race states his criticism of Kolb’s learning cycle in that it is an “oversimplification of the learning process”, and that these processes overlap (A3, K3)(Race, 2001, p.11), that our brains do not operate in a linear way and that our brains are functioning at different levels such as making sense of ideas, whilst solving problems (Race, 2001, p.11). Race’s model, “Ripples on a Pond”, has the “working/needing” at the centre of a pond and feedback bounces back. This represents that learning is not a “unidirectional sequence”, and that there is a “simultaneous simplicity and complexity in the ways in which people learn” (A3, K1, K4, V3) (Race, 2001, p.11). Having explored the various teaching methods and theoretical approaches available and having selected the style I would use in my TIC, the following part of this section will outline the TIC used and how it incorporated Race’s learning cycle approach. 


Teaching Intervention Cycle
This TIC used Race’s (2001), “wanting, doing, feedback and digesting” learning cycle as a way of conducting and evaluating the TIC, and which he claims are the key elements underpinning successful learning outcomes. His model can be used for designing training programmes or teaching intervention cycles (A1, K1) (Race, 2001).
The “wanting” was catered for, in the TIC, by a carefully worded statement, which outlined the learning outcomes. The style chosen for my TIC, utilised Contract Learning, which incorporated the experience already acquired by the student, along with their motivation to learn (A1, K2) (Jarvis 2010, p.173). Myself, as the teacher, agreed the aims and objectives of the learning, and the date by which the learning was to be achieved, the resources required and the way in which the learners would demonstrate what they had achieved by the end of the process (A1, A3, K4, K5) (Jarvis 2010, p.173). It was an informed contract and was open to some renegotiation if either party were not able to fulfil the original aims (A1, K2).
Therefore, in September/October of the academic year, I met with my Learning Support Coordinator to discuss and plan for the TIC and to receive support in selecting 5 suitable students with dyslexia and with high motivation levels. At the outset, the aim was to improve the neuroplasticity of the student’s visual system, to support and enhance the student’s reading comprehension, organisation, and attention (A1, A4, V2). Based on a previous TIC and from the reading on Race’s views on successful learning outcomes, I decided to simplify the learning outcome to one measure. Following the discussion and involvement of both the student and staff, the focused outcome became to enhance the student’s reading comprehension (K2, V1).
During the initial phase, I brought in the students to a meeting with me and discussed the aims and objectives and the future learning outcomes of the TIC (A1, A2, V2). To this end, and with mutual agreement of the students, a learning outcome contract, combined with a before and after questionnaire and evaluation form, was created. At these meetings, I had a discussion with the students, during which I provided them with a descriptive insight into the process. This involved a discussion on the relevance of neuroplasticity and its potential benefits in enhancing their visual system, which in turn may further support their skills in reading comprehension (A2, K1, K2). Providing the students with the relevant information beforehand, would, I felt, help them to reflect on their learning and make it “part of their own learning structure” (A1, A2, K5) (Minton, 2005, p.96).
The next part of Race’s learning cycle requires the “doing” which is where the learning takes place. The teacher-centered method I focused on was the Demonstration method, whereby I would show the student how a specific procedure was undertaken, and they were to copy it (A2, K1, V2) (Jarvis, 2010, p.149). A range of activities were chosen and selected for their support in developing the neurological pathways which would indirectly support the visual system (A2, K1). They included an activity which required the student to suck water through a straw with their eyes closed and an activity whereby they tapped their face, in an organised rhythmical fashion, using their hands, and along the route of one of the major cranial nerves, the trigeminal nerve. These activities and the others (a total of 5) are based on the practice of The HANDLE Institute (As, K1, V3, V4) (www.handle.org). Each activity was demonstrated, and each student had to demonstrate they had learnt the activity as demonstrated. This part of the teaching process felt important as the means to increasing the likelihood of the students achieving the outcomes (A1, A5, K3, V3) (Biggs and Tang, 2007, p.7).
An agreed timeframe for the activities was outlined, which included the start and end dates. The activities were to be performed daily, over an 8-week block (A1, A2). Prior to the start of the activity programme, each student was screened to rate their perception of their reading comprehension skills. This information would form part of the evaluation of the learning outcome (K5).
The TIC comprised a “feedback” element, which is also one of the key elements in Race’s learning cycle. Feedback is provided by the tutor and prevents the whole “ripple” from dying away, as feedback interacts with the digesting and doing stage, and keeps the learning moving (Race, 2001, p.12). I had informed the students that their progress would be monitored each week (A2, K2, K5, V1).
The final element of Race’s learning cycle, and which I had included in my TIC, is the “digesting” element. “Digesting” occurred, as I gave the students time and space to make sense of the learning and they were given time to practice what they had already learnt, before moving on to further learning (K5, V3) (Race, 2001, p.12). Brookfield recognises the importance attached to gaining the trust of the student and the ability to be critically aware of our “teaching and critically reflective about our practice” (Jarvis, 2010, p.184). This element of Race’s learning cycle also relates to Minton’s view of the importance to ongoingly “review experiences and repeat tasks and practice the same skills”  (A1, A2, K5) (Minton, 2005, p.10).The “digesting” element took place over the duration of the 8-week block and at the end of this period, the students were asked to complete the pre-agreed questionnaire and evaluation form (K5). The assessment and evaluation of the TIC will be discussed in the next section, the Evaluation section.
Evaluation
This section of the report will be discussing the overall outcome from the TIC and whether the aims and objectives and learning outcomes, were achieved. There will be a reflective account of the aspects of the TIC which could be considered to have gone well, and the section will conclude on those aspects which could have been carried out differently. 
From the outcome of the TIC, it could be argued that there was a reasonable success rate from the 5 students who took part. Improvement in reading comprehension, at varying degrees, was reported back by 60 % of the students. One of the students was able to report a noticeable improvement in their reading comprehension skills (A1, A2, A4, K3, K4). They noticed they could read for longer periods and that their eyes were able to focus on the words, from a section of text, for longer. Two of the students noticed some improvement in their reading comprehension, with one stating that they were not having to re-read lines as often (K5). This is a possible indication that the visual system had improved for this student and the strengthening of the neural pathways, because of the programme, had led to the improvement in processing the text more efficiently.
However, on the other hand, one of the students had not noticed any tangible improvement with their reading comprehension and reported that they had struggled to maintain the programme as part of a consistent daily routine. Similarly, one of the students had not been able to complete the programme. This student had encountered personal issues about halfway through the programme and found it difficult to motivate and maintain the programme therein, and this became a major factor in them not completing the programme.
In evaluating the aspects of the TIC which had gone well, I would say that one of the strengths of the process was that it had been developed on a student-centered level (A1, A2). I had involved the students at the outset. This included providing them with a clear reason for the learning cycle, as with the discussion around neuroplasticity. I provided them the opportunity to modify the questionnaire and evaluation form so that they were part of the design of the TIC, so that they could own the process and that this would increase their motivation (A3, A4). This was all part of my facilitative approach to the teaching process. At the end of the TIC, the students completed the questionnaire and evaluation form, and this meant I had information to help me assess the value, or otherwise, of the TIC (K4, K5). This enabled me to know directly whether the learning outcomes had been achieved. This would serve as a basis for the construction of any similar future TIC. I also involved other staff members in the planning stages, with special attention attached to the suitable selection of students to be part of the TIC. This felt important and it was noticeable the difference it made, knowing that there was another member of the team, supporting the process, in some way. The motivation levels were significant in those students who were able to maintain the TIC, and this was key factor in the reasonable success of the TIC, noting that “…without a student’s self-motivation it makes the teachers role an almost impossible one” (Reece and Walker, 2007, p.139). The support from staff, in selecting the students, was an important factor in this (A1, A2). The aims and learning outcomes were kept simple and this worked. At the design stage of the TIC, I had removed the neurological pre and post screenings of the students, which had been an element of my previous TIC. I had felt the need to simplify the whole process and incorporate a basic student-centered evaluation of their own perception of their reading comprehension skills, as discussed earlier in this report (A1, A2). The number of students taking part had been a reasonable amount. There was always the possibility that not all candidates would complete, for various reasons, but the majority had and so a meaningful result was obtained, with the number of participants selected. The duration of the learning cycle had improved. The choice of an 8-week block was enough to allow for the potential creation and strengthening of neural pathways and to allow for the students to maintain the programme without it becoming repetitive. It felt that I had managed to teach the activities in a way which meant the students had successfully been able to learn and repeat them to an effective level for themselves (A1, A2, K2, K3).
To conclude this section, and indeed, the report, I will outline those aspects of the TIC which upon evaluation, I would have chosen to carry out differently, if a future and similar TIC were to be undertaken. To develop this learning cycle further, it would require the programme to be carried out for longer (A1). At the 8-week block stage, new activities would be taught to replace the original ones, which would potentially further enhance the strengthening of neural pathways already achieved. The students on this TIC came from different programmes of study, which meant the content of their academic reading and therefore their evaluation of their own reading comprehension, was not of a similar level. In any future TIC, I would select students who were on the same course, so that they would be reading material of the same academic level (A1). The design of the TIC was to keep the aims and learning outcomes simple however, it would be useful to know if other benefits, or otherwise, were observed by each individual student, such as improved organisation or increased attention. Therefore, if there were the opportunity to broaden the scope of a future TIC, it would be based on the evaluation of other outcomes (A1).

Bibliography
Biggs, J and Tang, C. (2007) Teaching for Quality Learning at University 3rd Ed. Maidenhead: Open University Press
D’Mello, A.M. and Gabrieli, J.D.E., (2018) ‘Cognitive Neuroscience of Dyslexia’, Language, Speech & Hearing Services in Schools, 49(4), pp.798-809. DOI: 10.1044/2018_LSHSS-DYSLC-18-0020
Jarvis, P. (2010) Adult Education and Lifelong Learning: Theory and Practice. 4th edn. London: Routledge.
Kearns, D.M. et al., (2019) ‘The Neurobiology of Dyslexia’, Teaching Exceptional Children, 51(3), pp175-188. DOI: 10.1177/0040059918820051
Minton, D. (2005) Teaching Skills in Further and Adult Education 3rd Ed. Tunbridge Wells: Thompson Learning
Race, P. (2001) The Lecturer’s Toolkit: A Practical Guide to Learning, Teaching & Assessment. 2nd edn. London: Kogan Page Limited.
Reece, I. and Walker, S. (2007) Teaching, Training & Learning: A Practical Guide. Tyne and Wear: Business Education Publishers Limited.
The HANDLE Institute (2015) The HANDLE Institute [online] Available at: https://www.handle.org/ (Accessed: 15th February 2020).
The Royal Society., 2011. Neuroscience: implications for education and lifelong learning, Brain Waves Module 2. [online] Available at: https://royalsociety.org/-/media/Royal_Society_Content/policy/publications/2011/4294975733.pdf (Accessed: 14th February 2020).










[bookmark: _Toc39998579]
Teaching Intervention Cycle in the Form of a Poster

Please see separate MS Publisher File (attached) named: K. Regan 27000585 Poster Revision and Exams Dealing with Stress and Managing Stress

















[bookmark: _Toc7705949][bookmark: _Toc39998580]Reports of three teaching observations, two of myself by colleagues, one by myself:





















[bookmark: _Toc39998581]Observation 1 (of Colleague)



[bookmark: _Toc7705951][bookmark: _Toc39998582][image: ]
PGCert tHE STAFF OBSERVATION FORM
	Name of Staff member: Adrian Davis
	Date:
10.03.20

	Name of Observer: Keith Regan
	Number in class: 
1

	
Student level: 6
	
Location: SA1 Room 104

	Topic/s: Planning and research requirements for dissertation assignment
	
Start Time: 15:00

Finish Time: 15:45

	Teaching Characteristics: Preparation, selection and organisation of content.  Choice of teaching/learning methods.

The tutor demonstrated his ability and competency in dealing with a multiple array of planning and research tasks and responses. His command in determining the needs and level of the student during the process, was entirely appropriate. 

	Presentation:  Beginning class, introduction, continuity with other sessions, students’ prior knowledge.  Clarity of presentation.  Pace.  Attitude to subject matter.  Use of appropriate reinforcement.  Ending the session – summary, future work etc.

The tutor provided excellent and comprehensive advice and support for his student throughout the session, and guidance on those areas which the student could complete for themselves, following on from the session. The tutor is highly skilled in all areas of student support and very efficient at providing summary and clarification of the steps undertaken and those which need to be taken.

	Technique and Aids:  General apparatus – board, data projector, use of handouts.  Question and answer technique.  Other evaluation procedures, class management, instructions to students.

Typically for a 1:1 session it is common to use either the student’s own laptop or the office desktop, or a combination of both. The tutor adapted to using both modes seamlessly, during this session, with whichever mode was required, based on his determination of his student’s needs, in order to work on their material and predominantly using one of the Microsoft Office suites of programmes.

	Student Responses: General class atmosphere, level of participation, attention and interest.  Student attitude and ability to carry out classwork.  Were learning problems identified and overcome?  Awareness of individual needs.  Attitude to students.

The tutor’s student was keen to attend and was highly motivated to receive his support and guidance. His student was fully engaged in the learning process throughout the session and had received the level of reassurance they had sought at the beginning of the session. 

	General: Was effective communication achieved?  Was there good student – teacher rapport?  Were the aims/outcomes achieved?  Appropriateness of teaching/learning methods

The tutor assisted his student effectively and professionally and the session was conducted in a supportive and pleasant environment.

	
Examples of good practice:

The tutor used appropriate language to the level of the student and demonstrated extensive knowledge of the learning context with which the student’s needs were based upon.
Action points:
N/A

	



Observer ................Keith Regan..............                                                 Date 03.03.20

Oberservee ....................Adrian Davis..................................                     Date 3.3.20 

On completion of the peer observation reports for each module, compose a short reflective paragraph on your observation experiences
This teaching session required a degree of focus and attention on my part, as the student had arrived, clearly indicating a level of stress and concern in relation to meeting the demands of their coursework. However, due to my experience and broad knowledge of the topic area and my study skills abilities, the student was able to feel relaxed and reassured that, with support, they were more than capable of meeting the requirements of the task in hand. At the end of the session, it felt that the student’s needs for reassurance and guidance, had been met.

UKPSF alignment:

Teaching Characteristics: A1, A2, K1, K6
Presentations: K1, K6, V1, V2, A4
Techniques and Aids: A3, K2
Student responses: A2, A3, V1
General: V1, V2, K3
Examples of Good Practice: A2, A4, V1, K6
Action Points: A1
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PGCert tHE STAFF OBSERVATION FORM
	Name of Staff member: Keith Regan
	Date:
03.03.2020

	Name of Observer: Adrian Davis FHEA
	Number in class: 
1

	
Student level: 5
	
Location: SA1 room 104

	Topic/s: Assignment planning, structure & presentation.
	
Start Time: 10.00 am

Finish Time:10.30 am

	Teaching Characteristics: Preparation, selection and organisation of content.  Choice of teaching/learning methods.

The teaching session was well prepared with a well thought through selection of teaching and learning methods which were commensurate with the student's level of study. 

	Presentation:  Beginning class, introduction, continuity with other sessions, students’ prior knowledge.  Clarity of presentation.  Pace.  Attitude to subject matter.  Use of appropriate reinforcement.  Ending the session – summary, future work etc.

The introduction and pace of the 1:1 session was appropriate and clearly in line with the student's prior knowledge. A professional but nonetheless friendly attitude was struck toward the matter in hand. When the session was finishing the discussion turned toward a summary, future work and what still needed to be addressed at the next teaching session.

	Technique and Aids:  General apparatus – board, data projector, use of handouts.  Question and answer technique.  Other evaluation procedures, class management, instructions to students.

There was ample evidence of question and answers, use of technology (PC work) and testing of the student's understanding. 

	Student Responses: General class atmosphere, level of participation, attention and interest.  Student attitude and ability to carry out classwork.  Were learning problems identified and overcome?  Awareness of individual needs.  Attitude to students.

The attitude in class was calm but focussed. The level of student participation seemed good and although the student has suffered a recent bereavement and the work produced was not as much as had been expected the session went well - the lecturer was supportive and the impression given was of someone who had control of their teaching session. 

	General: Was effective communication achieved?  Was there good student – teacher rapport?  Were the aims/outcomes achieved?  Appropriateness of teaching/learning methods

Affirmative on all counts. 

	
Examples of good practice:

The teacher seemed in control and attentive to the student's needs and the task in hand.

Action points:

N/A
	



Observer ....................Adrian Davis..................................                             Date 3.3.20

Oberservee  ...............Keith Regan....................................                            Date 03.03.20



On completion of the peer observation reports for each module, compose a short reflective paragraph on your observation experiences

My approach to this teaching session required a level of care and compassion under the circumstances. The student had recently suffered the loss of a close relative and this had to be taken into consideration. However, I wanted to offer the opportunity for the student to gain the most learning possible, from our work together, and I felt that this was achieved satisfactorily.
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Teaching Characteristics: A1, A2, A3, A4, V1
Presentations: A1, A2, A4, K2, V1
Techniques and Aids: A2, K4
Student responses: A2, A3, V1
General: A2
Examples of Good Practice: A2, V1, K6
Action Points: A1
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Please note that due to the Covid-19 situation and the disadvantage it has created for the students and myself, I have asked for a retrospective observation report, as addressed with the Programme Director on the 22nd April 2020.
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PGCert tHE STAFF OBSERVATION FORM 
	Name of Staff member: Keith Regan 
	Date: 25.02.20 
 

	Name of Observer: Adrian Davis FHEA 
	Number in class:  
1 

	 
Student level: 5 
	 
Location: 

	Topic/s: Assignment planning, writing skills, & evaluation of feedback 
 
	 
Start Time: 16:00 
 
Finish Time: 16.45 

	Teaching Characteristics: Preparation, selection and organisation of content.  Choice of teaching/learning methods. 
There was ample demonstration of a methodical approach to a range of teaching skills in relation to feedback evaluation, including an emphasis on writing skills and planning. 
 

	Presentation:  Beginning class, introduction, continuity with other sessions, students’ prior knowledge.  Clarity of presentation.  Pace.  Attitude to subject matter.  Use of appropriate reinforcement.  Ending the session – summary, future work etc. 
 
The introduction of the session seemed congruent with the student’s requirements and the topic of feedback evaluation supported the link between sessions. The pace was suited to the student’s level of concentration, with sound consideration given to the learning objectives. Further and appropriate attention was directed to the summary of work covered including future goals and tasks. 
 

	Technique and Aids:  General apparatus – board, data projector, use of handouts.  Question and answer technique.  Other evaluation procedures, class management, instructions to students. 
 
There were ample references to hand outs and question and answer techniques provided. Understanding was checked and the student’s needs addressed throughout using (primarily) Microsoft Office software throughout the session. There was also a clear demonstration of competent use of relevant technology during the session. 
 
 
 

	Student Responses: General class atmosphere, level of participation, attention and interest.  Student attitude and ability to carry out classwork.  Were learning problems identified and overcome?  Awareness of individual needs.  Attitude to students. 
 
Evidence throughout of a of relaxed teacher-student working relationship, with student. There was evidence of student engagement and the setting of clear aims and goals between teacher & student.  

	General: Was effective communication achieved?  Was there good student – teacher rapport?  Were the aims/outcomes achieved?  Appropriateness of teaching/learning methods 
 
Yes, the general outcome was effective overall. 

	 
Examples of good practice: 
 
There was ample evidence of a range of learning activities which supported the student who remained attentive throughout. 
 
 
 
 
 
Action points: 
 
N/A 
 
 
	 


 
Observer ...Adrian F Davis................................                                             Date 1.3.20 
 
Oberservee  ........Keith Regan.........................                                                Date 2.3.20
 
















On completion of the peer observation reports for each module, compose a short reflective paragraph on your observation experiences 

Working with this student has always required a great deal of organisation and planning prior to the meetings. The student is studying a technical programme, with a limited range of technical skills at hand. However, with the right level of preparation it is possible to offer them a level of support and understanding, to assist them with their work. At the close of the meeting, the student was satisfied with the learning they had received.

[bookmark: _Toc39998586]UKPSF alignment:

Teaching Characteristics: A1, A2, K3, K4, V1
Presentations: A2, A4, K1, K6, V1, V2
Techniques and Aids: A3, K2, K4
Student responses: A2, V1
General: A2, K3, V2
Examples of Good Practice: A2, A4, K3, K4, V1
Action Points: A1
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CPD Seminar: MindView for Academic and Assistive Purposes: Beginners to Intermediates, presented by Liam Petit of Matchware
This was a seminar aimed at users of the assistive technology software tool called Mind View (A5). The aim of the course was to learn the basics of the tool, consisting of how to organise ideas by customising mind maps and exporting to Microsoft Word documents and including how to add citations (A1, K2). The appeal of the seminar for me personally was the opportunity to learn the basics of the product so that I could share my learning with those students whom I work with and who use Mind View (K4). A core part of the work I do is to teach study skills, which can include support in planning and writing essays and this tool has the potential means to teaching the students to learn effectively and provide them with new life skills (Reece and Walker, 2007, pp 33-34). It is quite common for students with dyslexia and in receipt of Disability Student Allowance (DSA), to undertake a Needs Assessment and be awarded various items of Assistive Technology, and Mind View is often one the items included. In order that I could confidently advise my students to make use of the tool, it felt important that I had personal knowledge of the advantages, the tool offered (A2). This is within the context of the legal requirements of Higher Education Institutions to provide both positive learning experiences for students and that academics must learn how to teach effectively (Campbell and Norton, 2007, p11). 
The product is accredited by the Disability Student Allowance (DSA) and approved for use with students in Higher Education with SpLDs, and specifically those with dyslexia (V2). Petit provided information on the make-up of neuro-diversity and how those with dyslexia have difficulty with reading, organisation and that they have preference for non-linear thought and therefore the advantages of the tool is that it can support the easy capture of ideas and is suitable for individuals with poor writing skills (A1, V2).
Petit emphasised how the tool helped to unlock the learning potential of students (V1, V2). The use of mind mapping is the strategy and the innovative part of the tool is how the work can be exported to a Word document and form the basis of an essay. The claim is that in doing this, it helps to reduce stress and anxiety for SpLD students, supporting task management and time management (K3, V1, V2). Petit made clear the advantage of the tool in supporting those students who struggle to get started on assignments and how it is possible to ‘mind-dump’ ideas which can then easily be structured into cohesive ideas and thoughts (V1, V2) . 
This became an extremely enlightening course for me to undertake and one with an increasing number of benefits to both myself and for the students whom I teach (A1, K3). I gained the understanding that those students with dyslexia develop their thinking in an organic and creative fashion, rather than in the more conventional linear approach, which I am more familiar with (K3). Therefore, having a tool which, as demonstrated, can easily facilitate the rapid construction of the outline of a well-planned and structured academic essay, felt incredibly appropriate for the suitability of my needs and those of my students (V1, V2). 
After years of working with students with dyslexia, I am aware that one of the major stumbling blocks for them is getting started on a written assignment. This tool provides a means to overcome the impasse and I have been able to share my learning from this course, with my students, which has resulted in a range of benefits for them (A2, V2).
Bibliography
Campbell, A. and Norton, L. (2007) Learning, Teaching and Assessing in Higher Education: Developing Reflective Practice. Exeter: Learning Matters Ltd.
Reece, I. and Walker, S. (2007) Teaching, Training & Learning: A Practical Guide. Tyne and Wear: Business Education Publishers Limited.
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Dyslexia in Higher Education: Useful iOS Apps by Dr Thomas Sim Med (Special Education) PhD (Psychology) from Embrace Dyslexia

This seminar was aimed at educators from Higher Education Institutions (HEIs) (K4, V3). Dr Sims’s key message from this seminar was that educators can help students to learn better by doing simple things. Sim shared that the paradigm of teaching is changing (K6). Sim reflected Jarvis’s (2010, p.141) view of how the historical didactic style of teaching has been replaced, whereby the teacher facilitates, and the student learns from everywhere (K6). The synopsis of the course was to focus on the lectures or tutorials and provide general strategies to help students at universities survive and thrive in the HE environment (A2, V1, V2). There was to be a discussion on useful iOS Apps and all the tips were especially aimed at helping students with dyslexia (V2). 
I teach many students with dyslexia and I am fully aware of the challenges they face on many levels. It felt highly relevant to have simple and practical tips explained on how to mitigate some of the unnecessary difficulties a student may face (A2, V2). There were tips for lecturers to support a student’s reading, so they were not forced to read slowly, recognising that making lecture notes/readings easier meant a student is more likely to pay attention (A2, K3, V2). A key aspect raised in relation to teaching students with dyslexia, is their preference to be taught in a visual medium and instead of being required to memorise facts it is necessary to explain why (K2, K3, V2). This becomes the difference between understanding a subject and memorising a subject (K3). Sim discussed tips for students in relation to attending lectures such as being semi-prepared for the lecture and reading up around the topic. Tips for students after lectures, included spending time revising notes and trying to summarise a lecture on one or two sides of A4 sheets. The seminar then moved onto advice on useful educational Apps and emphasised the use of educational websites such as the Khan Academy/TED (V2). Sim also showed a link on how to find useful educational Apps. Sim’s point was that as an educator you need to use whatever tools (including Apps) which are out there to help with our teaching (V3, V4).
What I liked about this seminar was the way in which Sim emphasised that it is the role of the teacher to motivate their student as this makes them feel happy about themselves and they will want to work more and therefore their thinking processing will be better (A2, K3, V3). This, and other points raised by Sim has enabled me to reflect on my approach to teaching. It had been a powerful reminder to me of the importance of maintaining the interest of the student and to equip them with visually interesting teaching tools when covering study skills topics, so that they remained attentive and motivated to learn (A2, K3, V3). The tips on how teachers present reading material has become part of my initial checklist when I work with a new student and working with educational Apps has now become part of a range of tools I feel able to use to support my students’ learning (A1, A2).
Bibliography
Jarvis, P. (2010) Adult Education and Lifelong Learning: Theory and Practice. 4th edn. London: Routledge.
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Online CPD Modules produced by the National Autistic Society: Autism: Supporting Families; Autism and Sensory Experience; Autism: Stress and Anxiety; Understanding Autism; Autism and Communication
This set of modules were designed to explain the issues faced by those with Autistic Spectrum Condition (ASC) and to convey best practice, whilst not directly aimed at one group (V1, V2). There were five online modules, which have been produced for those either working for or caring for individuals with ASC, including Asperger (V1, V2). The completion of each module took approximately two hours. The completion of each module consisted of a test, awarded by a CPD certificate, recognised by the Disability Support Allowance (DSA) (V4). Elements of the difficulties faced by those with ASC were explained and underpinned with the use of videos with transcripts, along with comprehensive written information and interactive activities (V3). Some of the ideas covered included the sensory processing problems faced by those with ASC and practices related to minimising stress and anxiety levels faced by those with the condition in connection with difficulties with communication and social behaviour (A2, V2, V3).
My main role at UWTSD is as a Specialist one to one Study Skills Support Tutor however, I am also employed as a Specialist Mentor. This role would typically be relevant when working with students with ASC and those at the higher functioning end of the spectrum, those with Asperger (A2, V2). I have worked with four students with Asperger, whilst employed at the university. I was introduced to these modules through a network of critical friendships and a critical community of learners and teachers at the university (Campbell and Norton, 2007, p.45). They were able to recommend the modules as they were extremely relevant for reinforcing approaches to good practice whilst working with ASC students (K1, K3, V2). I have combined the knowledge gained from my other practice as a neurodevelopmental therapist with that of the work I do as a Specialist Mentor in guiding me through the support I offer to my ASC students. I have a great deal of respect for their ability to overcome the challenges they face, whilst undertaking the educational and social demands of university life (V1). For example, whilst academic achievement is well within their grasp, difficulty with specific language comprehension, requires careful and non-ambiguous dialogue and instruction as part of my pedagogical approach (K3, V2). Creating an environment conducive to their sensory needs is another consideration I take on board, such as ensuring comfortable lighting and sound levels, so as not to overload any sensitivity they may experience and therefore avoid unnecessary stress which could detract from their ability to focus and attend to their studies (K3, V2).
One of the key messages from the NAS modules was the understanding that all students with ASC have their own unique abilities and how important it is to get to know what approaches and compensatory measures work for certain individuals and what approaches do not (A2, K3, V3). I felt that overall, these NAS modules were able to offer a range of useful and applicable information with which I could use whilst teaching ASC students at university level. It felt that the format of the follow up exams for each module, reinforced the learning aims and there are teaching tools which I would recommend to others, working and caring for those with ASC (V4).
Bibliography
Campbell, A. and Norton, L. (2007) Learning, Teaching and Assessing in Higher Education: Developing Reflective Practice. Exeter: Learning Matters Ltd.
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From the outset of this programme, I can reflect on how initially overwhelmed I felt about accomplishing the task, which is in fact, a reflection on how I often approach demanding tasks, a sense that I will often underestimate my ability to meet the demands placed upon me. There has been a considerable amount of procrastination and reluctance to even starting to embark upon the quest. However, and as part of this reflective task, I can now appreciate how the programme has enabled my professional development and what my future developmental needs could be (K1, K4, K6, V4).
Perhaps my greatest awareness is the acceptance that I do have an academic side to me, which I dismiss at times. This awareness is followed closely by my appreciation of the support and cooperation I have experienced, whilst undertaking the programme, from fellow staff, whose insights and encouragement have been invaluable in enabling me to gain confidence in the work covered in these last two years (A5, K4, V4). I have appreciation for what this programme has afforded me, with the opportunity to study in detail, an area of academic research which has interested me for a long time (A2, K6). It is unlikely that I would have had this opportunity if it were not for the programme. This can also be said in relation to undertaking reflective accounts of the CPDs, in recognising their relevance to my work (K4, K5). The programme has been relevant to my work and therefore relevant to my professional development. 
In the forefront of my awareness I can reflect on my deeper understanding of the challenges faced by my SpLD students (K3). I have been presented with the opportunity to learn the theory behind teaching and learning; moving away from the former didactic approach I had grown up with and being introduced to the facilitative teaching style I have adopted during my teaching interventions (A1, A2, A4, K3, V1). Through the research process for the programme, I have learned how my teaching style correlates with one whereby I create a working relationship with my students, which in turn, supports their learning (K3, V1, V2). In regards to the teaching interventions, I appreciated the opportunity to think creatively on what intervention to use but then, from the research and the learning, recognising the importance of providing learning outcomes at the outset and subsequently providing opportunities for feedback, to gauge whether the outcomes had been reached or not and therefore benefitting both the students’ and my own learning (A1, A2, K3, K5, V3). 
In analysing my future developmental needs, I am aware I need to interact more with other members of staff to enable me to expand on ideas for best working practices; to not be afraid to ask for advice from my fellow staff (A3, V3). I also need to further expand my knowledge on the different teaching styles, as the programme has equipped me with the awareness that teaching styles and methods are constantly evolving and there are always going to be new approaches to consider (K6, V4).
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Dear Mark, 

Further to Bryn’s email, (below), requesting testament confirming completion of 80 hours of teaching during his PG Cert tHE programme, I can confirm as Bryn's Line Manager, that he has undertaken a total of 158 specialist teaching hours since he started.
Please do not hesitate to contact me if you require anything further. 
With very best wishes 

Val 

Valerie R Harding
BA (Hons), MA, PGCE, PG Dip SpLD, BDA APC/ATS, AMBDA, ADG, FHEA
-----------------------------------------------------------------------------  


Learning Support Manager: Wales Institute of Science and Art  |  Rheolwr Cymorth Dysgu: Cymru Sefydliad Gwyddoniaeth a Chelf
Student Services |  Gwaseanaethau Myfyrwyr,
Room 104k, SA1 IQ Building | Ystafell 104k, SA1 Adeilad IQ
University of Wales Trinity St David  |  Prifysgol Cymru Y Drindod Dewi Sant, 
Swansea Waterfront , SA18EW |  Glannau Abertawe, SA18EW.


 (: 01792 481110 / 01792 481000 ext/est 4110     *: valerie.harding@uwtsd.ac.uk
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