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MODULE CODE: ECPT6007 

ASSESSMENT COMPONENT: A2 Written Reflection & Peer Review

STUDENT NAME: Catherine Salter 

STUDENT NUMBER: 2009547

Use of Generative AI in Assessment 

(Lecturer to indicate Yes or No against each element)

	RESEARCH 
	For this assessment, you can use Generative AI to support you in research, including searching for bibliography, using tools to summarise, compare and interrogate materials. 
	Yes  ☒
 
No   ☐

	STRUCTURE 
	For this assessment, you can use Generative AI to support you in structuring your submission, including creating a draft argument structure, identifying parts and headings, etc. 
	Yes  ☒
 
No   ☐

	PROOFREADING 
	For this assessment, you can use Generative AI to check your own text/creation for grammatical and syntactical mistakes, including rephrasing of your own work within specific standards. 
	Yes  ☒
 
No   ☐

	WRITING 
	For this assessment, you can use Generative AI to create text for submission. 
	Yes  ☐
 
No   ☒

	CREATIVE 
	For this assessment, you can use Generative AI to create creative materials, such as images. 
	Yes  ☐
 
No   ☒

	PROGRAMING 
	For this assessment, you can use Generative AI to create and check code. 
	Yes  ☐
 
No   ☒

	NONE 
	For this assessment, you are not allowed to use any type of Generative AI support. This includes research support, structure support, writing/proofreading support and creative support. 
	Yes  ☐
 
No   ☒




AI Acknowledgement  
I confirm that I have not used any AI tools in the research and creation of this assignment. 
I confirm that I have not presented any AI generated materials as my own work. 
I confirm that I have copies of my drafts, notes, and other resources I used, which I may be asked to provide in evidence.







Reflective Report 
This reflective report draws upon Graham Gibbs’ Reflective Cycle (1988) to critically examine my professional learning gained through designing and implementing an Independent Living Skills and Health and Wellbeing curriculum, alongside reflection on the peer review process and its impact on curriculum refinement. By integrating both experiences within a single reflective narrative, I demonstrate how curriculum design, practical implementation, and professional dialogue together shaped my development as a practitioner within specialist further education.
Gibbs’ model proposes six structured stages of reflection: description, feelings, evaluation, analysis, conclusion, and action plan (Gibbs, 1988). Applying this framework allowed me to examine not only what I created but also how I responded to feedback and transferred theory into action, ultimately illuminating how these interrelated processes supported my professional growth over time rather than as isolated events.
The task involved designing an 18‑week Independent Living Skills curriculum for young adults aged 16–25 with severe learning difficulties and disabilities in a specialist further education setting. The curriculum needed to align with national policy expectations for Independent Living Skills provision in Wales, which emphasise personalised, outcome‑focused preparation for adulthood (Estyn, 2025a; Welsh Government, 2025). It was structured into three sequential six‑week blocks focusing on personal hygiene, home and kitchen hygiene, and healthy lifestyle and community skills. Assessment was embedded through the Recognising and Recording Progress and Achievement (RARPA) framework, which measures learner progress relative to individual starting points and promotes person‑centred, holistic evaluation of achievement (Natspec, 2023; Education and Training Foundation, 2025).
In October 2025, my placement, which is also my place of work, asked me to design a scheme of work to be delivered over the academic year. As I knew this task aligned closely with one of my second‑year training assignments, I decided to integrate the two, allowing my academic research to directly inform professional practice and vice versa. Since that point, I have been actively implementing the curriculum in the setting. The provision had only recently become fully established, and there was initially no structured learning framework in place. This implementation phase offered valuable opportunities to test and refine the curriculum in real time, deepening my understanding of learner engagement, sequencing effectiveness, and the practical challenges of delivering highly differentiated learning experiences. Observing learners’ progress first‑hand reinforced the curriculum’s relevance and guided ongoing adjustments to content, teaching strategies, and assessment methods, ensuring that the curriculum remained responsive rather than static.
At the outset, I felt both enthusiastic and apprehensive. Designing an entire curriculum required a shift from thinking at lesson level to thinking strategically about progression, coherence, and long‑term outcomes. I was particularly conscious of the responsibility involved in designing learning for individuals with profound and multiple learning difficulties, whose achievements may be subtle yet deeply significant. Balancing aspiration with realism was an early challenge, as I wanted to maintain high expectations without underestimating the complexity of learners’ needs. As the design developed and I engaged more closely with research and policy documentation, my confidence increased. Reading around person‑centred planning (Claes et al., 2010; Sanderson, 2000) reassured me that structuring the curriculum around individualised RARPA targets was both pedagogically sound and responsive to learner diversity. By the time the design was complete, I felt a sense of ownership and professional pride, viewing the curriculum as a reflection of inclusive and evidence‑based practice that genuinely attempted to place the learner at the centre.
The subsequent peer review process introduced further emotional and insight. Initially, I felt relieved that peers described the curriculum as compassionate, robust, and professionally structured. Feedback recognised strong alignment with current policy and specialist FE expectations, which validated the time and care invested in mapping the curriculum against national guidance. Nevertheless, some reviewers noted areas for greater clarity and suggested stronger transitional links between sections. My initial defensiveness gave way to deeper reflection when I realised that clarity for external scrutiny, from quality reviewers or inspectors was as vital as internal coherence for practitioners. Recognising the dual audience for curriculum documentation expanded my awareness of how professional communication shapes perceptions of quality and intent. It also highlighted that an effective curriculum document must stand alone as a transparent explanation of rationales and progression, not rely solely on the designer’s tacit knowledge.
Evaluating the process as a whole, the combined design and implementation experience significantly enriched my understanding of curriculum intent, implementation, and impact. Delivering the scheme in practice provided authentic insights into how theoretical sequencing translated into meaningful learning. Mapping progression through hygiene, home management, and community skills encouraged me to conceptualise curriculum as a developmental journey rather than a collection of discrete sessions. Designing and delivering experiential lessons, such as the hand‑hygiene activity using UV light, demonstrated the powerful motivational impact of experiential learning (Kolb, 1984). Learners were visibly engaged when they could see otherwise invisible germs illuminated, and this supported deeper discussion around why hygiene routines matter. However, observing a learner’s emotional discomfort during this activity also reminded me that engagement must be balanced with safeguarding and emotional regulation. This reflection encouraged me to adjust facilitation strategies, integrating preparatory conversations, visual supports, and clearer reassurance to maintain psychological safety.
The curriculum’s underpinning principles also drew on Vygotsky’s (1978) sociocultural theory, particularly scaffolding within the Zone of Proximal Development. Through RARPA, I differentiated levels of support and prompting, conceptualising progression as a movement towards independence rather than attainment of standardised outcomes. This approach reframed my conception of success in specialist education, progress became synonymous with autonomy, confidence, and transferability. Engaging with RARPA guidance (Natspec, 2023) deepened my ability to evidence these nuanced achievements systematically and meaningfully. For example, small shifts from full physical prompting to gestural or verbal prompts were recorded as significant indicators of development, which helped me value incremental gains that might otherwise be overlooked in more traditional assessment models.
Peer feedback further expanded this professional learning. Reviewers encouraged clearer summaries between curriculum blocks and more explicit integration of learner reflection. Reflecting on this, I recognised that while RARPA reviews encourage dialogue, these opportunities were not explicitly signposted as reflective practice for learners. Incorporating dedicated reflection prompts now fosters metacognitive awareness and promotes ownership of learning, aligning with current inclusivity guidance (Education and Training Foundation, 2025). Feedback also prompted me to evaluate cognitive challenge within tasks. By including questioning strategies, such as asking learners to explain the relevance of hygiene steps or to choose between alternatives and justify their choices, I introduced manageable stretch without compromising accessibility. Streamlining lesson aims enhanced focus and supported more consistent assessment of outcomes, and this in turn made it easier for support staff to understand the central purpose of each session.
Delivering and reviewing the curriculum concurrently made me acutely aware of the iterative nature of curriculum development. Implementation highlighted contextual factors, such as staffing ratios, scheduling constraints, sensory needs, and resource availability, which directly influenced the feasibility of planned learning sequences. These factors underscored the importance of flexibility within curriculum design and the necessity of continual adaptation based on practical realities. Linking this to Schön’s (1983) concept of the “reflective practitioner,” I recognised that professional growth relies on the ability to think in action, adjusting plans dynamically while maintaining pedagogical integrity. Instead of viewing amendments as evidence of poor initial planning, I began to see them as indicators of responsive, learner‑centred practice.
Analysing the full experience of curriculum design, implementation, and peer review revealed a deeper understanding of my emerging professional identity. Designing the curriculum demonstrated theoretical and technical competence, while delivering it tested adaptability, emotional intelligence, and collaboration with colleagues and support staff. Engaging with constructive feedback required critical judgement, self‑awareness, and increasing professional confidence. In practice, I began to see reflection as not merely descriptive but as a cycle of informed decision‑making identifying what worked, understanding why it worked, and determining how to sustain or extend improvement. This process aligns with the Professional Standards for Further Education (Welsh Government, 2017), specifically those relating to critical reflection, collaborative practice, and commitment to continuous professional learning. By actively engaging with these stages, I moved from viewing reflection as compliance to recognising it as a vital component of pedagogical evolution and professional autonomy.
In conclusion, integrating curriculum design, implementation, and peer review has profoundly strengthened my professional identity. I now view myself not only as a classroom practitioner but also as a curriculum designer capable of articulating intent, evidencing impact, and justifying design decisions through policy and research. The experience reaffirmed that high‑quality Independent Living Skills provision must remain person‑centred, experiential, and scaffolded, while rigorously evidencing progress (Claes et al., 2010; Kolb, 1984; Natspec, 2023). Most importantly, I have come to value professional dialogue and reflective critique as catalysts for sustainable pedagogical growth, rather than as threats to my competence.
My action plan going forward involves continuing to refine the clarity and structure of curriculum documentation and maintaining a reflective link between theory and daily practice. I plan to embed explicit learner reflection within each module, incorporating verbal and visual tools that support self‑assessment and celebrate small steps of progress. Ongoing consultation with support staff and therapists will ensure consistency of expectations across learning contexts and help integrate functional skills into wider daily routines. In addition, I will engage with sector updates from Estyn (2025a) and Welsh Government (2025) to maintain policy alignment and ensure responsiveness to evolving priorities within FE, particularly in relation to additional learning needs and preparation for adulthood. Finally, I aim to expand opportunities for shared professional review within the department, recognising that co‑reflection strengthens pedagogical confidence, accountability, and innovation. Through this continued cycle of reflection, feedback, and adaptation, I hope to sustain meaningful progress for both my learners and my professional development, embodying the principles of lifelong learning that I seek to foster in others.
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Appendices
Curriculum 1 – ESOL for Work and Life
An ESOL programme for adult migrants and refugees in Wales (roughly Entry 3–Level 1) that combines English language development with employability, digital skills and intercultural awareness. It focuses on everyday communication, job‑related language (CVs, applications, interviews), online tasks (emails, forms, job search) and participation in community life, mapped to ESOL Core Curriculum and CEFR A2–B1.
Curriculum 2 – Ancient Engineering
An optional Level 3 engineering module for second‑year diploma students that uses ancient structures and machines as a context to apply existing maths and engineering principles. Learners analyse historical examples, construct diagrams, set up and solve equations, and complete a small research project with a written report and presentation to build critical thinking and HE‑style study skills.
Curriculum 3 – ESOL for Newly Arrived Refugees/Asylum Seekers
A specialist ESOL curriculum for newly arrived adults (typically Pre‑Entry to Entry 3) who face trauma, disrupted education and urgent settlement needs. It prioritises functional English for daily life, confidence, social integration and early employability, with flexible, learner‑centred schemes of work across a year and strong emphasis on diagnostic assessment, trauma‑sensitive practice and community‑based delivery.
Curriculum 5 – Audition Ready
An extracurricular programme for post-16 performing arts students and adult actors (16–30) to build audition confidence and skills. Delivered over 10 weekly evening sessions, it covers material selection, acting/movement/vocal techniques, professional etiquette, anxiety management and mock auditions (HE and professional focus), with strong emphasis on reflective practice, resilience and alignment to QAA Drama benchmarks and Welsh creative skills priorities.
Peer Review Feedback By Catherine Salter 2009547
Curriculum number: 3 
A clear justification has been provided for the proposed curriculum with an appropriate target audience.
	 The “why” is very clearly explained. You show there’s a real gap for newly arrived learners who are often too anxious, too low‑level, or too unstable in their lives to cope with standard ESOL classes. The target group is well defined – newly arrived adults in Swansea (SASS classes), often with trauma, disrupted education and very low literacy/English, typically from Pre‑Entry up to around Entry 3. It feels grounded in real experience rather than just policy.




The aims and objectives for the curriculum are appropriate for the topic and learning group
	
The aims fit this group well: build functional English for everyday life, support integration and confidence, and gently introduce employability and digital skills. The learning outcomes are very practical – things like communicating basic needs, understanding everyday spoken English, reading signs and letters, using simple grammar, joining in discussions and using digital tools. You might make it clearer which outcomes are realistic at Pre‑Entry and which are more appropriate for learners around Entry 3, just to show how you’re handling the wide mix of levels.




The proposed curriculum has a suitable structure for the needs of the topic and the cohort.
	
The structure (a full year split into three terms, with 6 teaching hours a week) shows you’re realistic about how long this group needs to make real progress. The sample 12‑week term works well: it starts with “getting to know you” and daily routines, then moves into housing, health, shopping, technology, work skills and British culture, and finishes with a review and progression. The acknowledgement that you absolutely must start with a diagnostic and sometimes go right back to alphabet‑level for some learners is a big plus, it shows you’ve really thought about the lower‑literacy end of the cohort.




Where appropriate, there was consideration given to relevant professional standards/benchmarking statements in the design of the curriculum.
	

You’ve clearly linked the curriculum to ESOL policy and professional expectations – ETF standards, ESOL Core Curriculum descriptors, quality assurance ideas, and wider strategies like UK and Welsh integration policies. The way you talk about constructive alignment, learner progression and employability shows you’re not just designing “any ESOL class”, but one that fits properly in the post‑compulsory system. 




Comments on the scheme of work that was designed.
	
scheme of work is clear and easy to follow. Each week has a topic, grammar focus, skills focus, employability angle and type of assessment. There’s a good variety of assessment methods (diagnostic, tutor observation, peer check, quizzes, simulations, mock interviews) which keeps things low‑stakes but still purposeful. The lesson plan example around the verb “to be” shows you know how to support absolute beginners with lots of modelling, repetition and simple speaking tasks. You could go one step further by marking exactly where trauma‑sensitive and low‑literacy strategies are especially important (e.g. more visuals, slower pace, flexible grouping).




Anything else that you would like to comment on?
	
The curriculum emphasis on learner‑centredness, diagnostic assessment, and flexible progression is very appropriate for this group, as is the focus on digital literacy and real‑world tasks. One potential enhancement would be to articulate more clearly how safeguarding, trauma‑informed practice and multi‑agency collaboration will be embedded in day‑to‑day delivery, given the vulnerability of the learners



Peer Review Feedback by Catherine Salter 2009547
Curriculum number: 5
A clear justification has been provided for the proposed curriculum with an appropriate target audience.
	 
The core idea of “Audition Ready” is really strong: it gives performing arts students and adult actors extra space to practise auditions, build confidence and get ready for the next step, without trying to replace their main BTEC/UAL courses. It’s very clear who it’s for (16–30, current learners and ex‑students/adult actors), and you make a convincing case that this kind of focused audition support is missing at the moment.



The aims and objectives for the curriculum are appropriate for the topic and learning group
	
The overall aim and the learning outcomes match what you say the programme is trying to fix – lack of audition confidence, limited practice, and the need for more professional behaviour and reflection. The outcomes are concrete and easy to visualise in practice (choosing suitable material, using techniques under pressure, managing anxiety, behaving professionally, reflecting on feedback). 



The proposed curriculum has a suitable structure for the needs of the topic and the cohort.
	
The 10‑week, 2‑hour evening format feels realistic for FE and community learners who already have daytime commitments. The weekly progression makes sense: start with what auditions are and how to pick material, then move through voice, movement and confidence, and finish with mock auditions and a final showcase. It’s a nice mix of building skills and then testing them in realistic situations. One possible risk is cognitive and emotional overload in the “mock audition” weeks; you might to sign post further support in those sessions.




Where appropriate, there was consideration given to relevant professional standards/benchmarking statements in the design of the curriculum.
	
The proposal demonstrates strong awareness of relevant professional standards and benchmarks, including QAA Subject Benchmark Statements for Drama/Dance/Performance, Estyn expectations and Welsh Government creative‑skills policy. These links are woven through the document, and the focus on progression, employability, confidence and inclusive practice reflects sector priorities.




Comments on the scheme of work that was designed.
	
The scheme/lesson example is clear and practical: warm‑ups, focused skills work, and time for discussion, choice and reflection. Activities are practical, collaborative and clearly linked to the learning outcomes, with embedded peer/tutor feedback and reflection sheets. You could strengthen it by making differentiation strategies more explicit (e.g. specific scaffolds for less confident learners; stretch tasks for those already auditioning regularly).




Anything else that you would like to comment on?
	
The inclusion and wellbeing section is also strong, with clear attention to safe feedback, mixed‑ability groups and widening access by including ex‑students and adult learners. A small next step might be to name how you’ll manage the emotional side of rejection and nerves (e.g. signposting to wellbeing support, specific activities for confidence‑building) so that side of audition prep is as explicit as the technical skills.




Peer Review Feedback by Catherine Salter 2009547
Curriculum number: 2
A clear justification has been provided for the proposed curriculum with an appropriate target audience.
	 
The basic idea is strong: give second‑year Level 3 engineering students a chance to use their maths and engineering principles in a more imaginative way, using ancient structures and machines as the context. It clearly fills a gap where current BTEC‑style units are a bit narrow, assessment‑driven and not great at preparing learners for HE‑style thinking and writing. The target group is clear (students who’ve already done Further Maths and Engineering Principles), which keeps the level appropriate.



The aims and objectives for the curriculum are appropriate for the topic and learning group
	
The aims make sense: use known theory in new situations, learn how to set up and solve problems, and get used to doing a small research project and report. The learning outcomes are mostly practical and do‑able – identify components in a mechanism, draw diagrams, set up equations, write a report, give a short presentation.​
If you wanted to sharpen it, you could make the “critical thinking” bit more visible in at least one outcome (for example, comparing two possible engineering solutions rather than just describing one).




The proposed curriculum has a suitable structure for the needs of the topic and the cohort.
	
The 30 guided learning hours over 10 weeks (two‑hour “lecture” plus a one‑hour seminar) is realistic and fits neatly alongside other units. There’s a clear journey from:​
· early scene‑setting and recapping methods
· through worked examples and short tasks
· into group work and finally individual project work.​
The only mild drawback is that the first few weeks lean quite heavily on lectures; some students might switch off unless there are enough short, hands‑on problems and discussions baked in. Bringing in small problem‑based tasks earlier could help keep it lively.




Where appropriate, there was consideration given to relevant professional standards/benchmarking statements in the design of the curriculum.
	The module is clearly tied into the Welsh FE professional standards and CQFW Level 3 descriptors (knowledge, application, autonomy). The idea that students gradually take more responsibility through the project fits well with the autonomy and accountability expectations at Level 3.



Comments on the scheme of work that was designed.
	
The scheme of work is detailed, with week‑by‑week aims, activities, resources and assessment methods laid out. There is a good spread of formative assessment: short tests with peer‑then‑teacher marking, group presentations, worksheets and regular teacher feedback on project progress. The integration of KWL and research‑skills teaching into the middle of the module is a clear strength, because it scaffolds what can otherwise be a daunting project component for FE learners. (I needed to look up the KWL method, as I hadn’t encountered it before.).





Anything else that you would like to comment on?
	
The assessment strategy is a notable strength: a 70/30 split in favour of the project reflects your stated aim of moving learners towards HE‑style study while still ensuring a robust check of underpinning mathematical competence via the exam. The use of ongoing formative assessment and peer feedback aligns well with constructivist principles and supports development of autonomy and judgement. One thing that could be clearer is the idea that some students might not be put forward for the summative assessment. It would help to spell out the criteria and how learners will be supported or given chances to retry, so it doesn’t feel excluding.



Peer Review Feedback by Catherine Salter 2009547
Curriculum number: 1
A clear justification has been provided for the proposed curriculum with an appropriate target audience.
	 
The reason for creating this course comes across really clearly. It’s rooted in what’s actually happening in Wales – increasing migration, the Nation of Sanctuary agenda, and patchy ESOL/employability provision. The target group (adult migrants and refugees aged 18–50 at roughly Entry 3–Level 1, often with good work backgrounds but limited English and digital skills) is well explained and feels very realistic. You make a strong case that “standard” ESOL often stops at survival English and doesn’t go far enough to support real access to jobs and digital life




The aims and objectives for the curriculum are appropriate for the topic and learning group
	
The aims fit the context well: improving English, employability, digital skills, intercultural awareness and learner independence, all in one integrated programme. The learning outcomes are tied into ESOL Core Curriculum and CEFR A2–B1 and focus on exactly the right kinds of tasks for this group, like job applications, interviews, emails and everyday services.




The proposed curriculum has a suitable structure for the needs of the topic and the cohort.
	
The structure (12 weeks, two 2‑hour lessons per week) feels manageable for people juggling work, childcare and appointments. The spiral design works nicely: early weeks on basic employment language and daily life lead into CVs, interviews, digital tasks and a final set of integrated assessments. The themes (employment, health, housing, services, community) are exactly what many refugees and migrants need to deal with straight away. 



Where appropriate, there was consideration given to relevant professional standards/benchmarking statements in the design of the curriculum.
	
The way you’ve linked this curriculum to standards is a real strength. It’s clearly mapped to the Adult ESOL Core Curriculum, CEFR A2–B1, UK professional standards for teaching, Welsh FE standards, OECD skills and even UNESCO SDG4. This shows you’ve thought carefully about quality, progression and how learners can move on to other courses or work. 




Comments on the scheme of work that was designed.
	
The weekly plan is detailed and feels very practical, with each week showing the topic, outcomes, classroom activities, assessment and how it links to the next step. There’s a good mix of skills practice and real‑world tasks. Assessment is woven in sensibly and is clearly tied to ESOL Core and CEFR levels. 




Anything else that you would like to comment on?
	
Inclusion, differentiation and trauma‑aware practice are handled thoughtfully, with community‑based venues, flexible outcomes, peer support and careful scaffolding all supporting a very mixed group of learners. The sample lesson planning around CVs and interviews is especially strong, as it shows clearly how employability and language are integrated.  You could add one short section on how pastoral support and signposting (e.g. to housing or mental‑health services) sit alongside the course, as that’s often crucial for this learner group
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