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The CertHE Art and Design Foundation (CertHE ADF) is an introduction to study within art and design at HE Level 4. Unlike STEM subjects there are no exams and no traditional lectures. Teaching is done not in classrooms but within the studios. Course modules are taught via projects, individual and group tutorials and more formal group critiques. After the first term, learners specialise in one of ‘Fine Art’, ‘Visual Communication and Lens-based Media’, ‘3D Design’ or ‘Fashion and Textiles’. Each specialism has its own teacher. Apart from the course director who takes the ‘3D Design’ group, all staff are part time. There is therefore much independent working amongst students with teachers acting as facilitators. This approach is in line with ‘constructive’ learning models where learners are encouraged to be ‘active makers of meaning rather than passive recipients of ‘objective’ knowledge’(Pringle, 2009)(Biggs, 1996). The learning model aimed for by the staff of the course could be considered as ‘co-constructive’; that is, shared knowledge is generated between all participants including the teacher (Pringle, 2009). This year (2018-2019) there are only 40 learners. The majority are in the 18-25 age-group with a handful of more mature students. The learning environment is intimate and supportive of disabilities and differences. 
For the following critical reflection of my placement as a whole I have used feedback points from my six formally assessed lessons together with information from my own lesson evaluations. 
I began the placement feeling both excited and daunted. I had been taught by my mentor in 2003 when I had undertaken the CertHE ADF myself as a mature student. Her teaching had remained an inspiration to me throughout my subsequent BA and MA in Fine Art. 

Observing teachers teaching during the first part of the teaching placement was a very useful learning opportunity. My high regard for my mentor’s ability to speak so freely and knowledgably to student groups with such insight made me very aware of my novice status. It was therefore a relief to observe the teaching styles of other teachers who were just as effective but very different in their approach. Observing one teacher showed me that it was OK to bring more of one’s self into one’s teaching and that it was OK to make mistakes and to change the lesson on the fly. I now see that this was an example of reflection-in-action (Schön, 1992). Observing another teacher showed me a style of teaching that was fun, encouraging and nurturing. I discovered on a number of occasions that humour was very effective in engaging students. However, according to Nasiri & Mafakheri (2015), if not used carefully, humour might ‘be reduced to a means of amusement for students with no learning outcomes’. It can also be misunderstood or misinterpreted by individuals of diverse groups, at times causing offense. The best thing about observing multiple teachers was seeing that there is no ‘one way’ to teach and that each teacher’s personality plays a legitimate part. 
  
When I started teaching parts of my mentor’s lessons she gave me plenty of support and remained present. Her feedback was good with development points focussing on my timing, maintenance of energy levels and more encouraging conclusions. My first assessed lesson was a life drawing lesson which I designed and planned from scratch. I remember feeling anxious during the first part of the lesson. By this point in my placement I had learnt that being too reliant on the lesson plan is not conducive to being able to relax into teaching. However, I was still not confident enough to improvise. After the lesson I was given some great voluntary feedback from the model and from a student. This feedback boosted my confidence. However, I realised that because I had been so attached to the lesson plan, I had not been sufficiently present in the moment to be able to give the learners in-the-moment feedback on their drawing throughout the lesson. This is something I rectified in subsequent life drawing lessons and I found that the more I could be ‘in the moment’ and not ‘in my lesson plan’, the more I could assess ongoing learning and adapt my teaching to suit individuals. Furthermore, the more ‘in the moment’ I was, the more I enjoyed it. I did, thankfully, get the opportunity to repeat some lessons and was therefore able experience the satisfaction of being able to tweak things so that they work better the second time around. 

Tutorials and critiques are the bread and butter of art and design education and I had the opportunity to facilitate two group tutorials, two group critiques and many informal individual tutorials. I enjoyed helping learners to think and talk about their work and it is often very interesting to hear and discuss the ideas that they are exploring. Furthermore it has been fulfilling to see the reactions of individuals when I have been able to widen their perspective, open their mind to new possibilities or help them to contextualise their work in terms of art history or contemporary art. Group tutorials and critiques are facilitated sessions which allow students to get feedback on their work from both their peers and teaching staff. They are also required, at most formats of critique and tutorial, to talk about their work and answer questions about it. For my planning of group tutorials and critiques I used an excellent document Q-Art(2013) which contains advice on how to run group critiques from experienced teachers at reputable Art schools in the UK. I had the opportunity to try out some of the recommended techniques and to see how the students would rise to the challenge. One of the critiques I facilitated was quite experimental compared to the majority of critiques I have attended throughout my art education but it was surprisingly successful with strong student engagement. Once again, the benefit of being able to repeat a lesson, trying it out in different ways, showed itself to be of great help in the development of my teaching practice. I now feel confident about undertaking group tutorials and critiques in the future.

The main feedback point raised by my mentor on several occasions was the importance of keeping energy levels up during lessons, tutorials and critiques. This is something I found challenging throughout the placement. I think that my nervousness and subsequent over-reliance on the lesson plan have contributed to the occasional energy drops noted by my mentor. I noticed that for the lessons where I was less nervous and less attached to my lesson plan, my energy levels and the energy of the class were higher throughout. The confidence that comes with time and experience will help me with this. Towards the end of the second term I was asked at very short notice to take a life drawing lesson. Planning was minimal and done through a brief conversation with a staff member. Without a lesson plan in my hand I was fully in-the-moment throughout the lesson, thinking on my feet and adjusting the lesson in response to student learning. I was still nervous but enjoyed it much more. I was pleasantly surprised at how well the lesson went and at the learning I witnessed. I was asked to repeat the lesson for a different group of students in the afternoon. This experience showed me that with experience I will gain more confidence in my ability to improvise in my lessons. A group tutorial/critique is particularly tiring for the teacher as it requires constant active listening and the provision of considered feedback whilst managing the flow of the lesson, managing the time that each student is allocated, ensuring that all learners engage in discussion and ensuring that discussion is ethically appropriate. Learner welfare is another consideration for the teacher when facilitating tutorials and critiques as learners on this course explore issues that may be very sensitive and personal. It is not surprising, therefore, that energy levels of the facilitating teacher are challenged, especially when the critique can continue for an hour or more. On the advice of my mentor I built breaks into my lesson plans and maintained a look-out for learner energy-level drops which I could address with ad-hoc breaks. I also tried to remain aware of my voice tone, the nature of my language; whether it was sufficiently encouraging or challenging, and my body language. 

In my last assessed lesson, which was not a group tutorial or critique but a lesson on writing an artist statement, my mentor’s feedback relating to faltering energy levels was to simplify the lesson, removing aspects that require in-depth analysis and to focus on energising activities. Her advice reminded me of a book I discovered during the ‘Effective teaching, learning and assessment’ module of the PGCE(PCET) which promoted ‘lean lesson planning’(Mccrea, 2015). Mccrea (2015) was influenced by Doug Lemov’s idea of ‘taking the shortest path’ which is about ‘selecting, streamlining and where necessary, eliminating activities’ so that learners can approach learning objectives and milestones as directly as possible. I intend to revisit this book and other literature regarding the energy and flow of lessons as part of my on-going professional development. My mentor suggested in her feedback that my anxiety about achieving my complex lesson plan may have eroded some enthusiasm in my delivery. She is right about this and again, taking the ‘lean lesson’ approach should help. It will give me space to improvise and to be present in the moment as I was during the life drawing lesson described above. 

The CertHE ADF uses UWTSD’s generic assessment criteria framework (UWTSD, 2018) to assess students throughout the course. This framework is in line with QAA Frameworks for Higher Education Qualifications of UK Degree-Awarding Bodies (2014) and the Credit and Qualifications Framework for Wales (2009) (UWTSD, 2018). The CertHE ADF uses the framework in its original form, with all five skill categories despite being permitted to adapt the framework to fit individual modules (UWTSD,2018).  I used these assessment criteria on two occasions although not officially. I first used the criteria to attempt to assess a group of students according to their performance in a group critique. During the critique I made notes but still struggled to place students’ performance within the framework. More recently I have been using the same assessment criteria to mark essays. Each essay has to be marked by two members of staff on the grounds of fairness. Their marks are then averaged. It was not deemed appropriate for me to be a second marker so I am marking informally and have marked five so far. It is getting easier and quicker with each essay that I mark. I have been able to discuss some of my marks with the course director and have found that I am on the right track. Although ‘marking’ is frequently cursed by teachers as it takes so much time, I am enjoying being able to work at my own pace and space. This is a stark contrast to the anxiety I feel before delivering a lesson.

Of all the lesson formats that I planned and delivered, I found life drawing lessons the easiest to assess. The style of teaching that I used for life drawing was aligned with that recommended by Nagowah & Nagowah (2009). I began with a behaviourist style, breaking down a drawing technique into manageable chunks and teaching those chunks via demonstrations and questionning, giving learners lots of repetitive practice followed by encouragement and helpful pointers where appropriate. I then moved towards a constructivist approach where learners were invited to spend much longer periods of time drawing the model, using the techniques they had learnt only if they wanted to and bringing in other techniques of their choosing. Life drawing classes usually end with a show and tell where learners pick out one or two of their best drawings and place them on the floor for viewing by their peers. This gives learners a chance to experience a variety of perceptions of the instructions and to self-assess as well as gaining feedback from their peers. Self-assessment is a constructivist strategy (Pugsley, 2011). 

Overall my placement has given me confidence in my potential to become a very effective teacher of art and design at FE and HE levels. I have been pleasantly surprised by the feedback I have received from students, staff (including my mentor) and the life model and I am grateful for the guidance I have received from my mentor in terms of my professional development. I feel that my life drawing teaching and my facilitation of group tutorials and critiques has gone very well, as have my technical demonstrations and my tutorial work with individuals. I feel thankful that the students have accepted and respected me throughout my placement as my ability to relate to and gain the respect of groups of adults was something that I lacked confidence in, in the beginning. 

On a less positive note, I have slowly come to realise throughout my placement that my own expectations of the placement do not match the expectations of the placement staff. Two weeks into the placement and after significant confusion, I discovered that they had not received the handbook from the PGCE(PCET) director. No preparations had been put in place for accommodating me. The access that I needed to IT equipment and online resources had not been considered and was never fully rectified. This may have been due to the time and effort required to sort it out or it might have been due to uncertainty concerning how much access I should have. This affected my independence as a teacher. On arrival I was allocated a desk in a far corner, out of sight of the staff room. I felt disappointed about this as I had assumed that I would be working alongside the staff. I missed out on a lot of learning by not being in the staff room as this is where issues concerning students, teaching, learning, lessons and politics are discussed. In reality there was no available space in the staff room for me to sit and no obvious place to put a desk near to the staff room. I dealt with the situation by gaining permission to use their tea-making facilities. This gave me an excuse to spend some time in the staff room without being invited. I also began checking into the staff room each morning to show that I was present and to find out any plans for the day. 
All staff on my placement apart from the course director are part-time, working a maximum of two days a week. My mentor was very busy all day for the two days that she was present. It was therefore very difficult to arrange weekly mentor meetings. It was perhaps unfair on my mentor to have been allocated the responsibility for mentoring me. I dealt with this awkward situation by having regular conversations with the full-time course director. Although she did not perform any formal mentoring duties, she was very supportive of my requirements to fulfil my placement objectives.
Although the teaching and mentoring handbook is very prescriptive in terms of the actual teaching practice, it does not focus sufficiently on the welfare of the placement student.  The handbook does not tell placement staff how to relate to PGCE (PCET) students and I think that this is problematic. I would suggest that PGCE (PCET) students should be treated as trainee staff members. This would involve giving them the access and privileges they need to be able to work independently and to feel as if they are part of the team. This could be considered as a welfare issue. 
Teaching staff, who, in the case of my own placement, are mostly part-time, may not have time to read the handbook. I would suggest therefore, that as part of the agreement involving the accommodation of a PGCE(PCET) student, placement course directors and mentors should be required to attend (virtually) a short online lesson or watch a video that explains/shows what is expected of them. I raised this with my PCGE(PCET) teacher who told me that there is training available for mentors. I am almost certain, however, that my mentor has not attended and does not know about it.
[bookmark: _GoBack]When I began my placement I found the handbook difficult to read. I assumed wrongly that my mentor would have known what was expected in terms of the mentor/mentee relationship. If I had taken more responsibility for the relationship and the meetings then both would have been more successful. As it stands, the mentor/mentee relationship seems to have broken down. My mentor is taking voluntary redundancy in June and this might be an influencing factor. I know that I am not very good at directly addressing personal difficulties with others and in this case, my mentor seems also not to have wanted to discuss the situation. Being more direct with others in circumstances such as this is a skill I need to develop in order to better deal with such situations in future. 
I would recommend that PGCE (PCET) students are made aware of what to expect in terms of their placement and their relationship with placement staff. For example, should one expect to be invited into the staff room? Is it acceptable to be given a desk in amongst the students? To what extent should the mentor be responsible for scheduling mentor meetings, especially if they only work part-time? These may seem like negligible issues but to the PGCE PCET student on placement they can be the source of unnecessary uncertainty and distress. 
There is currently a severe shortage of jobs teaching Fine Art at PCET level and most jobs are part time, as I have discovered on my placement. I have also discovered, since beginning my PGCE (PCET) that I am unable to teach art at BA or MA level because HE Fine Art departments are using a generic job description which requires candidates to have significant professional experience as an artist. My alternative plan is to find work using the skills I developed in my previous 15-year career in IT Security. I am exploring both lecturing roles as well as non-educational roles. I will be able to approach any new role with the knowledge that teaching is something that I could potentially excel at, given sufficient time to grow the confidence necessary to be able to let go of my lesson plans, reflect in the moment, improvise and most importantly, enjoy. 
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