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[bookmark: _Toc512773417]1) A general statement on how I view teaching and learning

On my part, much of my own experience of learning is related to HE, with some additional courses related to professional career development. Consequently, I have had the opportunity to see different styles of learning in various contexts, from traditional lectures in HE institutions, to vocational courses and on-the-job training. This had led to my current status as a PhD student, part-time lecturer, and PASS supervisor at UWTSD. Below, I outline some of my personal experiences of learning and discuss how these could influence my teaching and learning strategies in future. 
As a HE student studying classics, I have sat through traditional lectures with visual aids, workshops, small group seminars, and one-to-one meetings. I feel that there is a place for all of these teaching techniques in HE, as, to me, there are advantages in each pedagogical style. Lectures in larger groups are good for conveying lower-level thinking material which can form the basis for further discussion. Workshops are good for learning study skills, with some element practical demonstration with an experiential approach. Seminars and small group discussion works well as a model to promote in-depth discussion and to develop analytical skills while being guided by the academic lead. I feel that one-to-one meetings work best for me, in which I, as the learner, prepare in advance a topic for discussion, and can draw attention to questions or problems I might be experiencing. In my experience, it has been interesting to review different learning techniques within classics, particularly where languages are concerned. Learning Latin and Greek forced me to widen my learning techniques, as these involved less interpretation and more of a binary answer, with questions such as ‘identify the number, gender, and case of amici’, rather than ‘critically analyse the impact of mercenaries in the Greek world in the 4th century BCE’.     
Outside of HE, I have completed several training courses. Most of these have been based around practical demonstrations of a required skill-set, then the learners were asked to repeat the exercise themselves. For such one-day courses, this has worked well for me, and I have found that my capacity for visual learning has improved greatly. For example, the Practical Horticulture Level 2 course (completed May 2015) often began with a demonstration of propagation and maintenance of a particular plant family, then we were asked to do this ourselves and were often assessed on the results. The verbal feedback proved very useful to me, as the tutor talked me through the strengths and weaknesses of my work on a one-to-one/small basis. This is an approach I have attempted to integrate into my own teaching by using specific case studies, talking students through different approaches, and then asking them to analyse similar case studies.  
[bookmark: _GoBack]More recently, I have come to realise the importance of peer support in most, if not all of my past learning experiences. For example, the process of postgraduate research is widely recognised as an isolating experience (e.g. Percy 2014; Pollak 2017); I experienced this feeling first upon my arrival at UWTSD as a PhD student (Oct 2015), at which point I discovered that I was the only on-campus PhD student in Classics/Ancient History. The first three months of my research were incredibly isolating, during which time I had only sporadic contact with my supervisors. Therefore, I decided to reach out to other postgraduate research (PGR) students on Lampeter campus. I found I was not the one going through this experience, and we decided to establish a series of bi-weekly meetings of PGR students in order to develop a learning community through which we can mutually benefit. In a professional capacity, involvement in this group provided me with transferrable skills, and I am now a PASS supervisor for Lampeter campus.[footnoteRef:1] PASS aims to foster learning communities at undergraduate and postgraduate level which bridge possible divides between year groups and disciplines. Having experienced the isolation and negative impact that such divides can create, I am passionate in my support for such a scheme, which is why I have focused on peer learning activity in much of the portfolio below.   [1:  PASS = Peer Assisted Study Sessions. ] 


Reading List: 
Percy, A. 2014, ‘Studying a PhD: don’t suffer in silence’. The Guardian. 25th Mar 2014, available from: https://www.theguardian.com/higher-education-network/blog/2014/mar/25/studying-phd-dont-suffer-in-silence-seek-support?CMP=share_btn_tw [accessed 29th Apr 2018]. 
Pollak, S. 2017, ‘I don’t think there’s anything darker than doing a PhD’. The Irish Times. 5th Dec 2017, available from: https://www.irishtimes.com/news/education/i-don-t-think-there-s-anything-darker-than-doing-a-phd-1.3309625 [accessed 29th Apr 2018]. 
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In partial fulfilment of UNHE 7005, this is a reflection of a micro-teach session I gave on the Induction day for the course on 31st Mar 2017 (A5, V4). The session focused on identity in ancient military forces, demonstrating two case studies from an archaeological site – Dura Europos (K1). This session revolved around a traditional lecture with slides format, with some opportunity for engagement from those present (A2, K2, K4, V2). I chose this topic for several reasons: I saw it as an opportunity to facilitate the learning of an interdisciplinary study, and therefore make it accessible to the wider audience I knew would be present at the Induction (A4, K2, K3, V1, V2). This topic was one of the most interesting for me in the module I taught, as it seemed to generate a great amount of engagement amongst the students. 
This seemed to hold true in the PG Cert tHE training, where the audience seemed engaged and interested in the topic. In my preparation for the micro-teach session, I had concerns that the topic would not be accessible to the students, as much of the content was originally part of a lecture delivered at the end of a three-hour session, and so taken out of context (A1). I feel that this was true to some extent, as I did not discuss the analytical approach of archaeological remains beforehand, which resulted in limited engagement from those present. On the other hand, I am glad that the PG Cert students felt able to ask questions during the session – I attempt to leave gaps in my lectures for this reason. I believe this was very useful, and demonstrated the different approaches everybody had in the way they viewed the evidence presented (A2, A4, K2, K5, V2).       



[bookmark: _Toc512773419]3) A reflective report of a teaching intervention cycle: Peer Learning in HE and at UWTSD, Lampeter Campus
[bookmark: _Toc512773420]Introduction
In partial fulfilment of UNHE7005, this is an evaluation of a teaching intervention based on the theme of peer learning in HE aligned the UK Professional Standards Framework (A5, K5, K6, V3, V4). Much of the content of this evaluation is based upon my experience as a PASS (Peer Assisted Study Sessions) leader, Jan 2016 – Sept 2016, and a PASS supervisor (alongside Kate Butler), Jul 2017 – present, on Lampeter campus (K1). 
In this evaluation, I shall explore some of the pedagogical research behind peer learning and discuss some practical applications of it in the learning environment of a small humanities campus. This includes developing a definition for peer learning activity, a review of the PASS leader training (Sept 2017), with a focus Socratic Dialogue and Bloom’s Taxonomy, and a review of evaluation methods and the development of sustainable practice for measuring the impact of PASS (A1, A2, A5, K1, K5, K6).
[bookmark: _Toc512773421]Definitions
Peer learning in HE has its roots in the USA, at the University of Missouri-Kansas in 1973, where it was known as Supplementary Instruction (SI) and continues to be known by this term in North America (Dawson et al. 2014: 609-610; Keenan 2014: 9; Macaulay 2016: 1-2) (A5, V3, V4). PASS is a practical application of peer learning in British HE (V4). In the UK, the field was first developed at the University of Manchester in 1995, and this HEI has been one of the most proactive in developing peer learning in the UK, with the National Centre for PASS (Peer Assisted Study Sessions) based there until recently (website: http://www.pass.manchester.ac.uk/), when Lund University took over some of their remit following the creation of the European Forum for Academic Peer Learning (A4, A5, K6, V3, V4). PASS, alongside PAL (Peer Assisted Learning) and Peer Mentoring initiatives, typically works along the model of higher level students (Levels 5, 6, and occasionally 7) supporting students at the same or lower levels in the course of their studies. This can take the format of a dedicated PASS session, often up to one hour long targeting a particular cohort or module, in which two trained higher level students (PASS leaders) facilitate discussion around a particular theme/topic often suggested by those attending (participants). However, on Lampeter campus, alternative approaches have developed to fit the needs of a smaller learning environment, which are outlined below (A4, K1, K3, V1, V2). 
On a broader, pedagogic level, several aims of PASS have been identified, and I think it worth noting that there are many justifications and definitions of PASS/PALS in HE.[footnoteRef:2] For example, Ody and Carey offer (V3, V4):  [2:  PALS = Peer Assisted Learning Scheme. While there are subtle differences between PASS and PALS, the latter is similar to PASS in that it is also a practical application of peer learning in British HE, and shares much of the same theoretical framework.   ] 

	‘As a co-curricular activity, PASS can be implemented to:
· support the learning experience and involve students as partners in their learning experience
· assist the transition into and within HE
· enable enhanced interaction with peers (within and outside year cohort)
· provide opportunities for students to become more engaged in their course
· improve academic performance and achievement and increase retention
· provide an additional mechanism for communication and feedback between teaching staff and students
· provide further opportunity for the development of intellectual and professional competencies of PASS Leaders and attendees.’
Ody and Carey 2009: 2
For UWTSD, Kate Butler and myself have developed this aim: 
‘[PASS] focuses around the concept of student-to-student interaction, with higher-year students (PASS leaders) running sessions for lower-year students (participants) in order to facilitate learning. The aim is to help participants consolidate their learning in a friendly and informal environment within the language of the discipline. PASS leaders do not teach.’ 
Fleming and Butler 2017  
One of the most prevalent themes in literature on the PASS model is that its definition is somewhat flexible (for further definitions with references, see Keenan 2014: 9-10; McIntosh 2017: 1-2) (A4, A5, V3, V4). There are some advantages in this flexibility, where PASS/PALS can adapt to different learning environments in a variety of different disciplines and HEIs, rather than limiting PASS/PALS to one particular approach (A1, A4, K3, K5, V1, V2). This flexibility is demonstrated by the developments on Lampeter Campus, where we have trialled the following: an ‘embedded approach’, in which leaders accompany the academic lead in lectures to help prompt discussion and engagement (see Fleming and Butler 2018: 19-23 for more detail); drop-in sessions, which are typically longer, less structured meetings which do not target specific modules or year groups; and integrated leaders into the Study Skills Drop-In run by Student Services, in which leaders work on a more one-to-one basis (overseen by the Study Skills tutor). We have developed these approaches in cooperation with leaders and academic staff to suit the needs and preferences of all involved, with the leader teams have a large role in this; in the spirit of PASS, these discussions are driven by them and they have found that different approaches more easily align with their owns strengths (A4, A5, K2, V1, V2). Furthermore, it has been advantageous to develop approaches that allow leaders to develop more fully, partly due to the low attendance figures for the traditional stand-alone sessions in some subject areas. We believe there are a number of factors that contribute to low-attendance, amongst which the small campus environment and easy access to academic/support staff may be a factor (Fleming and Butler 2018: 6-7) (A5, K5, K6, V3), although low participant attendance is widely recognised as a problem in other peer learning programmes in UK HEIs for various reasons (Keenan 2014: 15-17) (A5, V4). Therefore, the flexibility has been a great benefit to the supervisory team on Lampeter campus, as it has allowed us to develop a more effective and sustainable model that suits the campus’ learning environment.              
In view of this, it is may seem counter-productive to develop a deeper definition of PASS/PALS than those offered above. On the other hand, this flexibility has some drawbacks, as it has led to some misunderstanding over the role of a PASS leader on Lampeter campus. This could have a knock-on effect on the perceptions of the scheme from potential participants, with mixed messages discouraging engagement. However, this is based upon my own and the leaders’ observations, rather than any empirical analysis, due to the problem of collecting information from participants (see ‘Evaluation Methods’ below). Byl et al. (2015: 18) suggest that an agreed definition can clarify aspects of peer learning by creating a ‘common language’ (A4, A5, V4). This is an important consideration and, in my opinion, we have strayed far enough away from the traditional PASS model to justify the development of a new definition that suits the model we have constructed (Fleming and Butler 2017).   
[bookmark: _Toc512773422]PASS Leader Training (Sept 2017)
Kate Butler and myself organised and ran a two-day training course which introduces nominated leaders to PASS during Induction Week (week beginning 25th Sept 2017) (A1, A2, A3, A4). The learning outcomes range from outlining the core principles of PASS and the main duties of a leader (see Appendix One for the full range of aims and learning outcomes). We aim to outline a select few of the relevant core principles of learning such as experiential learning (Kolb 1984) and Bloom’s taxonomy (Bloom et al. 1956; with a revision by Anderson et al. 2001).  The training is intensive and immersive (see Appendix One for the Training Programme); following Kolb’s model (1984), the supervisors model techniques of facilitation throughout the session, interspersed with small sections of information providing, based upon brief introductions and handouts (A1, A2, A4, K2, K3). In this way, we run large parts of the training as mock PASS sessions, beginning with the supervisors as leaders and the trainees as participants, and moving towards a model where the supervisors set up activities and the trainees act as leaders by the second day. Indeed, this cumulates in the trainees running a PASS session, based on a mock lecture, in the second day; each group takes an aspect of the mock lecture and facilitates a stand-alone session around it using any of the techniques/approaches they have learnt in the PASS training so far (techniques/approaches based on Butler and Davis 2015: 8 and 39-41). For reasons of space, I will focus on one part of the training which I took the lead in delivering: ‘Bloom’s Taxonomy and Socratic Questioning’ (day two) (A1, A2, A4, K1).        
[bookmark: _Toc512773423]Bloom’s Taxonomy and Socratic Questioning Training Session
This part of the training has served as an introduction of Bloom’s Taxonomy and Socratic Questioning since 2016, when it was delivered by Thomas Butterworth (PASS leader since 2015). Unfortunately, he was unavailable to deliver this session in Sept 2017, so I stepped in to deliver it, with a lot of support from Thomas himself by way of materials and discussions. The learning outcomes for this session included: introduce these learning styles to the trainees; demonstrate how they could be applied in a PASS session; and draw attention to some of their limitations. This session built upon a previous session in the training, ‘Asking Questions: Brainstorm’ (day one) and is spilt into two parts: ‘Bloom’s Taxonomy’ and ‘Socratic Questioning’. 
[bookmark: _Toc512773424]Part One: Bloom’s Taxonomy
In preparation for the delivery of this session, I read through the material provided by Thomas Butterworth (based on Bloom et al. 1956). In the course of my research around this topic, I discovered one revision of the original taxonomy that caught my attention – the revision led by Anderson et al. (2001; concisely outlined by Krathwohl 2002). The major change to the hierarchical ranking most relevant to the PASS training was the change in wording – ‘Synthesis’ to ‘Create’[footnoteRef:3] – and a change to the highest levels of thinking skills – swapping the newly termed ‘Create’ with ‘Evaluate’, so the former was now the highest level. From my personal experience, I find the process of creating a more onerous task than evaluating, so this shift made sense to me (A1, A5, K1, K2, V3).  [3:  Indeed, all of the nouns that Bloom et al. (1956) used in their overarching taxonomy were changed to verb forms. Thus ‘knowledge’ became ‘remember’, ‘comprehension’ became ‘understand’, ‘application’ became ‘apply’, ‘analysis’ became ‘analyse’, ‘evaluation’ became ‘evaluate’, and ‘synthesis’ became ‘create’ (from Krathwohl 2002: 213). I believe the verb forms demonstrate a more nuanced understanding of the ways in which students learn, so use the revised taxonomy and wording in my learning activities.   	 ] 

On the training day, I brief outlined of the overarching learning outcomes of the session and Bloom’s taxonomy, then asked the trainees to split into smaller groups of three to five students each, and gave every group envelopes containing paper with each of the revised headings and some indicative questions (all printed, cut out, and randomly shuffled) from each heading (based on Bloom’s Taxonomy: Teacher Planning Kit, with revisions) (A2, K1). I then asked the trainees in their groups to match up the questions with the headings, and justify their choices in the process. This seemed to work well: I witnessed valuable discussion taking place within the groups during the exercise, where students were justifying and debating their choices, and, during the large group feedback, students were beginning to critically examine the idea of the somewhat rigid hierarchy of thinking skills within the taxonomy (A3, K2, K3, V2).
[bookmark: _Toc512773425]Part Two: Socratic Questioning          
For the second part of this training session, I began by exploring some of the literature around Socratic Questioning as a pedagogical tool.[footnoteRef:4] I planned to open this part of the training with an example of Socratic Questioning, prompting definitions of Socratic Questioning from the group in order to establish a working definition for the rest of the session. However, in order to develop a working definition in my own mind and guide the students towards a more accurate definition, it was necessary for me do some background research (A1, A5, V3, V4). Below are the definitions I used in session: [4:  I realise that there are problems with the term ‘questioning’ in this context, given the fact that a Socratic Question may not have an answer and may not even take the format of a question in the first place. For the purposes of clarify and consistency, I use the phrase ‘Socratic Questioning’ to encompass many forms of Socratic discussions or dialogue.  ] 

‘Elenchus, also known as Socratic method or irony, aims by questioning to help the ‘student’ understand that what they think is true is false… Maieutics [lit. ‘midwifery’] aims to help the ‘student’ give birth, by problem-solving, to a truth latent in them.’    
Sturm 2013: 29
‘The Classic Socratic method uses creative questioning to dismantle and discard pre-existing ideas and thereby allows the respondent to rethink the primary question under discussion… The Modern Socratic method is a process of questioning used to successfully lead a person to knowledge through small steps.’
 Maxwell 2009
‘In a Socratic discourse students, and in some cases even the teacher, must come to the truth by undergoing an elenetic or questioning process. The important point is that students come to the truth, they are neither told the truth nor expected to yield to the instructor’s understanding of what is true.’

Boghossian 2006: 718
On the day of the training, the students developed a working definition along these lines as a group, and I focused on drawing answers/information out of the students in order to complete the task (A2, K1). This is an example of experiential learning, where I, as the teacher, demonstrated the process and content of this pedagogic technique (A2, A4, K2, K3, V1, V2). Having established a working definition of Socratic Questioning, I then set the task for the group: using what we just covered, have a discussion around set generic and relatable questions – group one had ‘What is a free society?’ and group two had ‘What makes a good person?’ (A2, K1, K2). I set this up to mirror a traditional PASS session, by nominating two leaders and asking the remainder of the trainees to act as participants (K2). There was, however, a slight difference; one trainee was asked to act as an observer, in order to record the ebb and flow of the discussion and the types of questions that promote discussion. At the end of the discussion, the groups came back together to reflect upon the task. I think that the observer role, instigated by the original author of this session, Thomas Butterworth, works very well within the taxonomy, as the observer is encouraged to deepen the reflection upon the task due to the fact that they do not take part (A3, A4, K2). However, I believe that on the day I did not clarify the role of the observer effectively, as there was some misunderstanding and one of them took part in the debate as though they were a participant. Furthermore, while I made an effort to ensure that the questions were generic and accessible, in hindsight, I would consider removing the ‘What makes a good person?’ question. It caused a little friction within the group given this question, as it can lead to some students questioning others’ ethical standpoints; while Socratic Questioning can naturally question preconceptions, this can cause unwanted confrontation between strong personalities in a group (V1, V2). Finally, if I were to offer this session again, I would offer a more cohesive link between Bloom’s Taxonomy and Socratic Questioning, as I feel that I did not make this clear in the transition between parts one and two or in the reflection at the end of the session (K5).    
[bookmark: _Toc512773426]Evaluation methods
The development of leaders during their PASS involvement is often viewed as a neglected area of research in peer learning initiatives in the UK (Giles et al. 2016; McIntosh 2017), even though it aligns with the Enhancement Unit’s themes of ‘Retention and Attainment’ and the Higher Education Review (2015), ‘Chapter B4: Enabling Student Development and Achievement’ (A5, K5, K6, V3, V4). Traditionally, there has been a focus on quantitative data in evaluations of peer learning, whether those evaluations target participants or leaders. Byls et al. (2015: 18-19) draw attention to this and emphasise the need for a combination of quantitative and qualitative data. In the report compiled by Chris Keenan, he makes extensive use of qualitative data (2014: 14-20), although Keenan makes no claim that he has chosen such data in order to encourage qualitative analyses. However, the report is well known in peer learning circles (26 institutions took part and it is circulated at regional and national academic peer learning meetings), and so could have led to a greater emphasis of qualitative data more organically (K5, V4). To list but a few examples: Scriver et al. (2015) include detailed accounts from two leaders which document their experiences; Gentle et al. (2015) promote the use of a reflective journal by PAL leaders; Bates et al. (2016: 6-7) and McIntosh (2017: 5-12) serve as typical examples which emphasise both quantative and qualitative approaches in their evaluations of peer learning in their respective institutions (A5, K5, K6, V3, V4).
The PASS supervision team on Lampeter campus feel that a development of a sustainable method for analysing the development of leaders and participants is essential. In the past, staff from Student Services have composed annual reports giving an overview of PASS activity on campus, in which an awareness of this need was recognised (Macaulay 2016; Butler 2017). Under the remit of UWTSD’s Enhancement Unit, Kate Butler and myself proposed to carry out a qualitative and quantitative analysis of the impact of PASS on students’ attainment and employability skills. We would have begun by assessing the impact upon the leaders, who are often described as the ‘real winners’ of PASS (Giles et al. 2016: 3 for the origins of this quotation). This would have allowed us to develop effective methods for measuring the impact, with quantitative data from marked assignments, self-efficacy forms (based upon McNeil et al. 2012), qualitative data from PASS debriefs, and a information from the Destinations of Leavers from Higher Education (DLHE). We would then compare this data to the rest of the leaders’ cohort (A1, A4, A5, K5, K6, V1, V2, V3, V4). Having established an effective methodology for measuring the impact of PASS on the leaders, we then planned to extend this methodology to participants. However, we were unable begin such an analysis in 2017/18 for two reasons. Firstly, we are aware that there are problems with selection bias, in that the leaders selected by academic leads are typically high-achieving, engaged students to begin with, as alluded to by Dawson et al. (2014: 612), although their study focused on participants. Secondly, and most importantly, we quickly realised the scale of the task and the ethical hurdles we faced when dealing with student data; the amount of time required to collate and organise the data would impede upon our other duties as PASS supervisors, and the changing nature of data protection law (General Data Protection Regulation, due to be enacted 2018) meant that we shelved such an analysis for 2017/18, although we are still keen to take part in it in future (A4, A5, K5, K6, V4).    


Reading List: 
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Peer Observation Report


Date:		30 October 2017		Module: CLAH4007 Defenders, Conquerors and Vanquished

Type of session (e.g. lecture, seminar): Lecture/discussion

Tutor: Chris Fleming				Observer: Kyle Erickson
Focus for session: Pentekontaetia
Objectives:
Discussion of Athenian economy and connections to the Peloponnesian war. 
Discussion of Essay writing skills

Strengths (potential sector-leading practice):
Chris does a very good job in linking the lecture to previous lectures and ensuring continuity. 
Chris does a good job through various types of questioning in getting the students involved in a roundtable type discussion, in addition to the more traditional lecture material. 
There is a good balance between summary of information and source material. Everything is also contextualized. 
Good use of maps. 
Very good workshopping of essay writing. 
Although lots of text, the slides give the primary source material for the students to work from. The posting of these on the VLE allows students an easy way to access the primary source material. 


Points for consideration:
Although somewhat linked to the discussion of the source material (which is not limited to Thucydides which is very good) there is some jumping around chronologically that might be confusing for some students. 
As with most in class discussions, the discussions often veer from the narrative of the lecture. There was some good attempts to ensure that the discussion were linked into the overall topic, but does need to be carefully watched. 
Many of the slides have lots of text, but these are also the primary sources (see above). 


If particularly relevant, comment on further contextual factors (e.g. group size, accommodation, student profile, resources):

The ability to easily move tables to switch from lecture, to more discussion style would be helpful as students are locked into a forward looking space with all focus on tutor rather than developing discussion. 





Post observation notes (to be agreed by observer/tutor).

Following reflection, identify key points for the Assistant Deans and Dean of Faculty to consider and to share with a wider professional audience within the Faculty:








Signed: (observer)__K Erickson _________		Signed: (tutor)_C Fleming_____________

Date: __23/04/18____________________________

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

In partial fulfilment of UNHE7005, this is a report of a teaching observation of the author by Dr Kyle Erickson (henceforth KE), aligned to the UK Professional Standards Framework (V4). On 30/10/17, KE observed two hours of a lecture entitled ‘Pentekontaetia’, part of the CLAH4007 module (‘Defenders, Conquerors and Vanquished: Greek and Hellenistic History) (K5, K6). This session focused on the so-called ‘Pentekontaetia’ (lit. ‘50 year gap’, the gap between the end of the Persian Wars (480BCE) and the beginning of the Second Peloponnesian War (431BCE)) (K1). This lecture followed on chronologically from the previous one (‘The Persian Wars’) and explored the rise in tensions between major states in mainland Greece and how this was related to the ancient Athenian economy. It ended with a workshop on rise of Athenian imperialism based on a free writing exercise (A4, K2, V1, V2). 
KE emphasised the effective ways of contextualisation for this session (e.g. ‘there is a good balance between summary of information and source material. Everything is also contextualized’). Since this was a first-year group in week five, this would seem particularly important as some students had no knowledge of the ancient Greek world prior to their arrival at UWTSD (A4, K2, K3). This contextualisation relates not only to historical events, but also geographical locations, which is why I include several edited maps in my Powerpoint slides (K4). The session met two of the learning outcomes: ‘demonstrate elementary understanding and knowledge of the main historical events’ and ‘demonstrate a fundamental understanding of the changes and developments in political history’ (Fleming 2017) (A1, K1).
KE also drew attention to the somewhat text-heavy Powerpoint slides (‘Many of the slides have lots of text, but these are also primary sources’) (A2, K1, K4, K5). While it can be a problem for students to process such large quantities of textual information (particularly ‘neurodiverse’ students, see Griffin and Pollak 2009; Lloyd 2017) (A5, V1, V2, V3, V4), inserting textual evidence (in translation) into the slides avoids some of the problems of paraphrasing the evidence, which adds an additional layer of interpretation (Jackson 2015) (A5, V3, V4). Furthermore, I give the students in this module direct access to parts of the texts as it helps them in the assignment: a timeline of events which must be supported by evidence (A1, A3, K2). The slides are available to view anytime using the VLP page for this module (K4).
Finally, KE observed ‘very good workshopping of essay writing’. This workshop aimed to introduce essay writing in HE for Level 4 Classics/Ancient History students in preparation for their first essay assignment (A1, A2, A3, K2), and was aligned with the fourth module learning outcome: ‘present written work in a manner appropriate for relevant/professional audience’. Building on pre-established ideas around essay writing in HE (McCune 2004), I assigned set reading in preparation for the session. After outlining some of the strengths of a good essay at Level 4, I encouraged the students to complete a free writing exercise, building an argument based upon their reading and reflecting on the lecture content (A1, A2, A4, K1, K2). My aim was to receive a sample of written writing from each student which I could read and provide feedback on before they submitted the formal assessment (A1, A3, A4, K2, K3, V2). However, the lecture on the Pentekontaetia overran, so there was not enough time to fully develop this activity.               
          
Reading List:
Griffin, E. and Pollak, D. 2009, ‘Student Experiences of Neurodiversity in Higher Education: Insights from the BRAINHE Project’. Dyslexia, Vol. 15, Issue 1, Feb 2009, pp. 23-41. 
Jackson, M. 2015, ‘”Banning the bullet” in Student Presentations’. HEA Blog available from: https://www.heacademy.ac.uk/blog/banning-bullet%E2%80%99-student-presentations [accessed 26th Apr 2018].
Lloyd, F. 2017, ‘Empowering the Individual: Supporting ‘Neurodiverse’ Learners to Engage with Academic Texts’. Wales NEXUS Conference 2017. Swansea: UWTSD (3rd – 5th May 2017). Video of paper available from: http://www.uwtsd.ac.uk/wales-nexus-conference-2017/abstracts-/empowering-the-individual-supporting-neurodiverse-learners-to-engage-with-academic-texts/ [accessed 23rd Apr 2018].   
McCune 2004, ‘Development of First-Year Students’ Conceptions of Essay Writing’. Higher Education, Vol. 47, Issue 3, Apr. 2004, pp. 257-282.   
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Name of Staff member: Mr Christopher Fleming
	

Date: 24/03/2017 

	
Name of Observer: Dr Kerem Oge 
	
Number in class: 20

	
Student level: Level 5 
	
Location: Arts 1, Lampeter

	
Topic/s: Allied and Auxiliary soldiers in the Roman world from Soldiers and Society CLAH5018
	
Start Time: 11.00

Finish Time: 13.00

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


	· Very clear explanation of the key issues in the beginning of the class, giving a chance for the learners to get acquainted with the topic in question. 
· CF was well prepared for the class. He did not hesitate throughout the lecture and he seemed very confident. 
· He made a good use of PowerPoint slides (not too much information but enough to help students keep track of the flow of the class)


	

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 presentation was very clear and the lecture followed a clear, logical pattern. 
· Starts the lecture with a question to the students to get them thinking about the subject early on. 
· CF genuinely seemed interested in the subject matter, which translates to the students as well. 
· He provided maps and showed various primary sources, which supported the historical/ theoretical debate. 
· He ended the session with a brief Q&A about the future assessments. 

	

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

· He made very good use of PowerPoint slides including maps, quotes, primary sources, and the key concepts. 
· Open to questions from the students and asks engaging questions himself.  
· He provided clear instructions to the students about the future assessments and the change of class start time for the coming week. 

	
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 students seemed very comfortable with CF and they were very responsive to the his questions 
· They looked like they have done the readings and they were able to follow the lecture with interest.
· The students were not too happy with the proposed early start to the lecture for the coming week. CF had a friendly yet decisive approach about the time change and he handled it very well. 


	

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

· The classroom atmosphere was very friendly and extremely conducive to high-level learning.
· CF was very confident and capable as a teacher. 
· The main aims of the lecture, stated in the beginning, were clearly achieved. 
· The methods applied were appropriate for this subject.   

	

	
Examples of good practice:

· Very good use of PowerPoint, including a big variety of sources. 
· The lecture was organized very well and followed a logical pattern. 
· Very knowledgeable about the topic.
· Very confident and eager to engage the students. 

Action points:

· N/A
 

	Observer ......K Oge .......................................                                     Date 28/02/18 



Oberservee  ...C Fleming…......................                                           Date 25/04/18 




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

In partial fulfilment of UNHE7005, this is a report of a teaching observation of myself by Dr Kerem Öge (henceforth KO), aligned to the UK Professional Standards Framework (V4). On 24/03/2017, KO observed two hours of a lecture entitled ‘Allies Soldiers and Auxiliaries in the Roman World’, part of the CLAH5018 module (‘Soldiers in Ancient Society’) (K5, K6, V4). This session focussed on the role of non-Roman soldiers in the army, their gradual integration into Roman society, and the ways in which they were presented in ancient evidence. This fulfilled two of the learning outcomes in the module syllabus: it covered the socio-political impact of the military and introduced some debates around the perceptions of identity in an ancient military context (Fleming 2017) (A4, K1).

I am a firm believer in the important of planning and setting up learning objectives for any learning environment, the importance of which has been emphasised in pedagogic research (e.g. Allan 1996; Kennedy 2006: 8; Biggs and So-kum 2007: 54-55) (A1, A4, A5, V3, V4), and is reflected in feedback from KO (Very clear explanation of the key issues in the beginning of the class, giving a chance for the learners to get acquainted with the topic in question) (A5, K2, K3, V1, V2). When creating ‘non-traditional’ environments for learning in HE (i.e. formats other than the traditional lecture which promote passive learning, cf. King 1993; for reaction against, see Schwerdt and Wuppermann 2011), it is particularly important to emphasise the learning objectives, otherwise it can result into an unorganised scramble, where the tutor is torn in several different directions (A1, A2, A4, K2, K3, V2). 

While the traditional, passive learning still has a place in higher education, I believe it is necessary to approach teaching and learning more holistically (A2, A4, K2). In this lecture and, in a broader view, in this module, I tried to apply new approaches and create an environment conducive to higher level learning, under Kolb’s learning cycle (Kolb 1984, with revision by Krathwohl 2002) (A5, V3, V4). This includes the development of a learning community which includes the lecturer, in which students feel more embedded in the discipline, which tends to lead to higher academic performance (Bunce et al 2017: 1961-1962) (A2, A4, A5, K3, V2, V3, V4). This is demonstrated by KO’s comment: The classroom atmosphere was very friendly and extremely conducive to high-level learning. This atmosphere took several weeks to build, but it can lead to a more inclusive community, in which students feel comfortable participating (A2, V1, V2). This process can be facilitated by techniques such as Socratic Dialogue, encouraging the group top reflect upon their own knowledge and experience (Boghossian 2006). In this lecture, I did this by opening the session with a question: ‘what is an allied soldier/auxiliary?’ (A2, A4, K1, K2, K3). As well as encouraging participation from the beginning, this also allowed me to assess the pre-existing knowledge of the group, allowing me to adapt the lesson accordingly (A2, K2, V1, V2).    
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Bunce, L. Baird, A., and Jones, S.E. 2017, ‘The Students-as-Consumer Approach in Higher Education and its Effects on Academic Performance’. Studies in Higher Education, Vol. 42, Issue 11, pp. 1958-1978. Available from: https://www.tandfonline.com/doi/full/10.1080/03075079.2015.1127908 [accessed 6th Apr 2018]. 

Fleming, C. 2017, CLAH5018 Module Syllabus. Internal document, available from author. 

Kennedy, D. 2006, Writing and Using Learning Outcomes: a Practical Guide. Cork: University of Cork. Available from: https://cora.ucc.ie/handle/10468/1613 [accessed 17th Feb 2018].   
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Kolb, D.A. 1984, Experiential Learning: Experience as the Source of Learning and Development. Englewood Cliffs, N.J.: Prentice-Hall. 

Krathwohl, D.R. 2002, ‘A Revision of Bloom’s Taxonomy: An Overview’. Theory into Practice, Vol. 41, Issue 4, Autumn 2002, pp. 212-218. 
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Name of Staff member: Dr Kyle Erickson
	

Date: 14/11/17 

	
Name of Observer: Mr Christopher Fleming
	
Number in class: 8

	
Student level: Level 7 
	
Location: Arts 6, Lampeter Campus 

	
Topic/s: Power and Culture in the Hellenistic East (CLAH7010) – reign of Antiochos III and the shifting balances in late 3rd/early 2nd cent BCE
	
Start Time: 16.00

Finish Time: 18.00

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


	· Part of MA module, with mostly chronological progression, explaining selection. 
· Repeated module with minor changes, content similar. 
· Teaching/learning method: seminar style, Q and A, demonstration of resources. 
· Preparation for students: KE posted reading material and question prompts on VLP. Flipped Learning approach.    

	

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.

	
· KE began with informal discussion, in the context of which some students had queries on subject specific study skill. With agreement of cohort, KE demonstrated this skill using internet and Library catalogue and VLP. 
· KE very receptive to individual student needs throughout, with particular focus on Q and A. 
· Chronologically followed previous lectures. 
· MA/Marts students, so relatively well-informed of subject matter. 
· Pace was fast, but style mostly clear. 
· KE enthused and passionate about subject area, although did not dominate discussion. 
· Little time to reinforce and repeat material, although references to set reading made.
· Session ended with KE summarising key points and informing students of topic and reading for next session. 

	

	Technique and Aids:  General apparatus – board, data projector, use of handouts.  Question and answer technique.  Other evaluation procedures, class management, instructions to students.
· Extensive use of whiteboard and projector. 
· KE used projector to explore VLP, search for subject specific resources.  
· KE led brainstorming exercise using whiteboard focusing on keywords and concepts.  
· Extensive Q and A throughout, KE responsive to students’ needs. 

	
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.

· Relaxed and informal atmosphere overall. 
· Seminar revolved around student engagement, flipped learning approach. 
· Students capable of discussing some of the key issues with prompts from KE. 
· KE enthusiastic approach engaged students in discussion and debate. 
· KE reactive to student needs, ad hoc demonstration of subject specific study skills upon request. 


	

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

· Effective communication achieved, with students able to question and clarify due to good student-teacher rapport. 
· L.O. set before session discussed: How do we explain the Seleukid relationship with the Romans? Potential answers and approaches discussed. 
· Other L.O.s set and achieved during session.
· Flipped learning seminar style appropriate for Level 7 class.  

	

	
Examples of good practice:

Good integration of subject specific study skills in seminar (reading literature in foreign languages).  

Student – teacher interaction: relaxed, informal, approachable, engaging. 

Good demonstration of VLP and Library services. 





Action points:

Clearer agenda setting and reference to L.O.s required. 

Some tangential discussion took place.

 

	
Observer ....Chris Fleming.............................................                                                 Date 14/11/17



Oberservee  .....Kyle Erickson.........................................                                                Date 14/11/17 



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

In partial fulfilment of UNHE7005, this is a report of a teaching observation of Dr Kyle Erickson (henceforth KE) by the author, aligned to the UK Professional Standards Framework (V4). On 14/11/17, I observed two hours of KE’s session on the module CLAH7010 (‘Power and Culture in the Hellenistic East’) (A5, K5, K6, V4). The module is aimed at Level 7 students, introducing them to some of the key themes and debates in Hellenistic history (traditionally 323-31BCE, from Erickson 2018). This session focused on the reign of a Seleucid monarch, Antiochus III, and explored the impact of changing power dynamics in late third/early second century BCE due to the increasing influence of the Romans in the Hellenistic East (K1). 
KE’s session mostly revolved around a seminar-style Question and Answer technique, based on a flipped learning style where the students were set a question and were asked to answer it in the session using reading set in the previous session (see, for example, Bergman and Sams 2012; Mok 2014) (A1, A2, A5). I believe that this was an appropriate method for the session, as the students had some prior knowledge of the subject since they were at a postgraduate level (K2, K3). The students had a large amount of previous contact with KE, which was evident in the relaxed and informal atmosphere from the beginning (A4). In the context of the general discussion at the beginning of the session, one student had an issue engaging with reading material in modern foreign languages. Upon the agreement of the rest of students, KE led a discussion which addressed this subject-specific study skill, using reviews and key word searches (A2). This demonstrated a good understanding of individual learners’ needs, and that his flexible approach to learning which reacted to these needs (V1). In the course of this, KE also demonstrated good use of technological aids, using the projector to signpost the students to relevant resources on the Virtual Learning Platform and Library Catalogue (K4).  
Following this, KE introduced the content for the session with the question ‘How do we explain the Seleucid relationship with the Romans?’ and the potential solutions and approaches to this question formed the basis for much of the remainder of the session (A2, K1). In my opinion, this would have been a good opportunity to set a clear agenda for the rest of the session, in order to mark the transition from study skills to content-based discussion (importance emphasised in Kennedy 2006: 8; Biggs and So-kum Tang 2007: 54-55; ) (A1, V4). Furthermore, KE encountered some problems concerning engagement with the students, as some had not prepared by completing the set reading (A1, K3). This seems a relatively common problem with Flipped Learning approaches in HE, but KE countered this using further prompt questions to engage the students (a solution proposed by Honeycutt 2016) (A2, V4). In this task, KE used the whiteboard to construct a mind-map of some of the key points, demonstrating an awareness of individuals’ learning needs and a multisensory approach by photographing the mind-map at the end of the session and uploading it onto the VLP (K4). Finally, KE outlined the plan for next session, drawing particular attention to the reading on the VLP in order to facilitate a stronger student-led discussion next time (A1).               
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In partial fulfilment of UNHE7005, this is a reflection upon a CPD event aligned to the UK Professional Standards Framework (A5, K6, V4). This is a reflection on the workshop ‘Flipped Classrooms: What the Flip are Flipped Classrooms?’ given by Mr Mark Flagg (henceforth MF) on 13th July 2017 (K1). 
Flipped Learning approaches aim to derive from a wide range of pedagogical thinking, such as Bloom’s Taxonomy (Bloom et al 1956; cf. Anderson 2001; Krathwohl 2002; Iowa State University 2018), social constructivism, particularly Vygotsy’s ideas around scaffolding and the Zone of Proximal Development (see Chaiklin 2003: 40-43 for an overview), and Roger’s thinking relating to experiential learning (Rogers 1969) (A5, V3, V4). This workshop focused on how to integrate Flipped Learning into our teaching practice, and so was more relatable on a practical level, in line with many of the resources available on this approach (Bergman and Sams 2012 and 2015; HEA Starter Toolkit 2017) (K1, K2, V1, V3). MF also illustrated the potential advantages and challenges of flipping, demonstrating that this approach can lead a sense of ownership of learning amongst the students (V1, V2). The basic model of Flipped Learning has students using their independent study time for lower level learning (‘remembering’ and ‘understanding’ in Bloom’s Taxonomy), with the instructor providing materials in preparation for the class, typically vidcasts of lectures or set reading with questions (A1, A3, K1, K4). As a consequence, contact time can then be used to deepen the students’ understanding of a topic and encourage higher level thinking in Bloom’s Taxonomy. Additionally, Flipped Learning can also result in an environment tailored to the student: ‘Flipping the classroom establishes a framework that ensures students receive personalized education tailored to their individual needs’ (Bergman and Sams 2012: 6) (A4, K2, V1, V2, V3, V4).  
In light of MF’s workshop, I realise that I had had several encounters with Flipped Learning previously, although I was unfamiliar with term at the time. I attempted to use this approach in my own teaching, in a seminar on identity in a military context (part of a module entitled ‘Soldiers in Ancient Society’, CLAH5018, with c.42 students) (A1, A2, K1). As part of this, I assigned some reading to prepare the students for the seminar: in some attempt to cater for different individuals, I set one piece of essential reading and then asked students to read one piece of additional reading from a choice of six – some focused on military history, others towards social history and sociological approaches (A1, A4, K3, V1). In practice, I think the choice of topic fitted with a Flipped Learning approach, as it seemed relatively accessible to most students, but there were several students who had not prepared for the seminar (K2, V1, V2). In anticipation of this, I had encouraged all students to bring their laptops/tablets to the seminar, and I instructed them complete the preparation in the class, a solution proposed by Honeycutt (2016) (V3, V4). While this did allow for some engagement with the material, there was little time for students to process and reflect upon the material, which would have allowed for higher level thinking (A4). In future, if I were to set up a similar task, I would choose the preparation material more carefully and allow a wider choice (with no essential reading), as this could promote more engagement with the material (K3, K5, K6, V1, V2).               
Reading List: 
Anderson, L.W., Krathwohl, D.R., Airasian, P.W., Cruikshank, K.A., Mayer, R.E., Pintrich, P.R., Raths, J., and Wittrock, M.C. 2001, A Taxonomy for Learning, Teaching, and Assessing: A Revision of Bloom’s Taxonomy of Educational Objectives. New York: Pearson, Allyn & Bacon. 

Bergman, J. and Sams, A. 2012, Flip Your Classroom: Reach Every Student in Every Class Every Day. International Society for Technology in Education. 
Bergman, J. and Sams, A. 2015, ‘Infographic: 4 Learning Strategies for Flipped Learning’, available from: https://www.iste.org/explore/articleDetail?articleid=14&category=In-the-classroom&article=Infographic%3a+4+learning+strategies+for+flipped+learning [accessed 19th Apr 2018].  
Bloom, B.S., Engelhart, M.D., Furst, E.J., Hill, W.H., and Krathwohl, D.R. 1956, Taxonomy of Educational Objectives, Handbook I: The Cognitive Domain. New York: David McKay. 

Chaiklin, S. 2003, ‘The Zone of Proximal Development in Vygotsky’s Analysis of Learning and Instruction’. In Kozulin, A., Gindis, B., Ageyev, V.S., and Miller, S.M. 2003, Vygotsky’s Educational Theory in Cultural Context. Cambridge: Cambridge University Press.   

HEA Starter Tool 2017, ‘Flipped Learning’. Available from: https://www.heacademy.ac.uk/knowledge-hub/flipped-learning-0 [accessed 19th Apr 2018]. 

Honeycutt, B. 2016, ‘Five Ways to Motivate Unprepared Students in the Flipped Classroom’. Available from: https://www.facultyfocus.com/articles/blended-flipped-learning/five-ways-to-motivate-unprepared-students-in-the-flipped-classroom/ [accessed 26th Jan 2018].  
Iowa State University (Centre for Excellence in Teaching and Learning) 2018, Revised Bloom’s Taxonomy. Available from: http://www.celt.iastate.edu/teaching/effective-teaching-practices/revised-blooms-taxonomy [accessed 21st Sept 2017].  
Krathwohl, D.R. 2002, ‘A Revision of Bloom’s Taxonomy: An Overview’. Theory into Practice, Vol. 41, Issue 4, Autumn 2002, pp. 212-218.  
Mok, H. N. 2014, ‘Teaching Tip: The Flipped Classroom’. Journal of Information Systems Education, Vol. 25, Issue 1 (2014), pp. 7-11.
Rogers, C.R. 1969, Freedom to Learn: A View of What Education Might Become. Columbus: Charles Merill.  
Straw, S., Quinlan, O., Harland, J., and Walker, M., 2015, Flipped Learning: Practitioner Guide. Available from: https://www.nfer.ac.uk/publications/NESM02/NESM02.pdf [accessed 19th Apr 2017]. 
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In partial fulfilment of UNHE7005, this is a reflection upon a CPD event aligned to the UK Professional Standards Framework (A5, K6, V4). This is a reflection on a meeting of the south-west branch of the Academic Peer Learning Group, hosted by staff from the PALS (Peer Assisted Learning Scheme) at Plymouth University on 27th March 2018 (K1). 
This meeting acted as a forum for building a community of practitioners and sharing best practice amongst all staff (mostly supervisors and coordinators) associated with peer learning in HE (A2, A4, A5, V4). This was the first time UWTSD had been represented at a meeting of the network’s regional branch, and comprised of several workshops and activities that were beneficial to my own practice on Lampeter campus. For the purposes of this exercise, I shall focus on one part of the day: the accreditation of PALS leaders at the University of the West of England (henceforth UWE) (see Appendix Two for full agenda) (K1).     
The presentation on the accreditation of PALS leaders at UWE was particularly interesting, as it is one of our strategic aims for PASS leaders at UWTSD. Since the leader role at UWTSD is voluntary, and we do not have the funds to pursue a means of employing leaders as casual staff, we sometimes struggle to find ways of offering leaders some form of adequate reward. At the moment, leaders at UWTSD receive certificates recognising that they have completed the training and acted as a leader, are offered the training itself and some CPD workshops (using a VLP, guiding students to Library Resources), are given refreshments at several points though the year and gift vouchers at Christmas (A2, A3, A4, V1, V2). However, as a PASS supervisor, I am unconvinced that leaders’ efforts are fully recognised amongst some areas of the university with regard to the development of leader’s employability and soft-skills, although this aligns with several key areas of pedagogical research (e.g. Giles et al 2016; cf. QAA 2013) (A5, K6, V4). On the other hand, I suspect that some leaders are not aware of how useful and transferrable the skills they pick up in PASS can be, particularly when it comes to writing personal statements and C.V.s. 
At UWE, they contracted an external training provider to validate Level 3 qualification in leadership and mentoring for their PALS leaders. While generally seen as a positive move, they brilliantly illustrated some of the difficulties they had encountered and some potential solutions. These mostly derived from the additional burden created by the training provider, in that the PALS staff were not experienced in administrating a learning programme and assessing students’ work, but were required to as part of the programme (A2, A3, K2). Furthermore, the programme was run in addition to academic modules, creating an additional burden for students and leading to low retention rates on the programme. In response, I would argue that such a programme should come from within UWTSD itself, as it could be validated as a module, therefore fitting into students’ workloads, and PASS staff could consult with the relevant faculty to use standard practice for the administration and assessment of a module (A1, A2, A4, K2, V3, V4).         
Reading List:
Giles, M., Zacharopoulou, A., and Condell, J. 2016, ‘An Overview of the Benefits of Peer Mentoring for PASS Leaders’. Journal of Learning Development in Higher Education, Special Edition: Peer Learning (Part Two). Available from: http://journal.aldinhe.ac.uk/index.php/jldhe/article/view/367/pdf [accessed 23rd Feb 2018].    
QAA, 2013 ‘Chapter B4: Enabling Student Development and Achievement’. In UK Quality Code for Higher Education. Available from: http://www.qaa.ac.uk/publications/information-and-guidance/uk-quality-code-for-higher-education-chapter-b4-enabling-student-development-and-achievement#.WtokO8uovxM [accessed 22nd Feb 2018].  
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In partial fulfilment of UNHE7005, this is a reflection upon a CPD event aligned to the UK Professional Standards Framework (A5, K6, V4). This is a reflection upon the Wales NEXUS Conference 2017, which was hosted by UWTSD on 3rd – 5th May 2017. I attended on Friday 5th May (K1). 
This conference comprised of several panels, workshops, and keynote lectures, and was attended by academics, practitioners, pedagogy researchers, and teachers from Welsh Higher and Further Education providers (A5, K6, V4). For my own professional development, this event was very beneficial, as it was a chance to hear best practice from various disciplines and institutions (see UWTSD 2017 for full programme). For the purposes of this exercise, I shall focus on one paper by Fenella Lloyd’s paper, ‘Empowering the Individual: Supporting ‘Neurodiverse’ Learners to Engage with Academic Texts’, which was part of the ‘Creative Pedagogies’ panel, chaired by Sarah-Jane Crowson. 
The speakers from this panel comprised of staff from Hereford College of Arts, all of whom spoke on the development of teaching and learning strategies in the context of creative disciplines. I was pleased to see that the speakers included papers not only from teachers, but also support staff (e.g. Lloyd 2017) (A2, A4, V1, V2). In her paper, Lloyd demonstrated innovative ways in which she had encouraged neurodiverse students to engage with secondary material, rather than simply complete creative projects without context or reflection. I highlight this aspect of Lloyd’s paper as it is a problem I have encountered in my own teaching. In preparation for a module I taught Jan-Jun 2017 (CLAH5018, Soldiers in Ancient Society), I had been informed by members of the department that they had had problems encouraging this cohort to engage with secondary sources, specifically trends in scholarship and critiques thereof (A1, A4). This was demonstrated in my attempts to ask them to read secondary literature. While they seemed to have a critical approach to ancient sources (texts, inscriptions, material evidence, etc.), the students seemed to struggle to apply a similar approach to scholarship. In an attempt to rectify this, I flipped the topic by starting with a theoretical approach (Cultural Marxism), and asking them to apply this approach to evidence relating to the expansion of Roman influence in the ancient world (A2). However, I still struggled to engage the students in a debate, even using a Socratic Dialogue approach to draw pieces of evidence together from the whole group (A5, V3, V4). 
Lloyd’s paper illustrated some of ways in which ‘neurodiverse’ students might view blocks of written text on a page; for example, the text may be out of sequence, readers may only see certain letters or symbols, and/or may be more comfortable with a less linear medium (A2, A4, A5, K3, V1, V2). In light of this, I now provide links to audiobooks and vidcasts of research papers and scholarship (where available), which some students might be more comfortable engaging with (A1, K2, K4, V1). I shall, admit, however, that Lloyd’s paper did have one major shortcoming: her limited sample of case studies (one student). This could have an impact on self-perceptions of students, as she only had one student’s take on this, as opposed to other studies, such as Griffin and Pollak’s (2009), which encompasses a greater number of ‘neurodiverse’ students (K6, V3, V4).     

Reading List:
Crowson, S.-J. 2017, ‘From Reflection to Rule-Breaking at Wales NEXUS 17’. Available from: http://hcascholarship.com/scholarship/from-reflection-to-rule-breaking-at-wales-nexus-17/ [accessed 23rd Apr 2018]. 
Griffin, E. and Pollak, D. 2009, ‘Student Experiences of Neurodiversity in Higher Education: Insights from the BRAINHE Project’. Dyslexia, Vol. 15, Issue 1, Feb 2009, pp. 23-41. 
Lloyd, F. 2017, ‘Empowering the Individual: Supporting ‘Neurodiverse’ Learners to Engage with Academic Texts’. Wales NEXUS Conference 2017. Swansea: UWTSD (3rd – 5th May 2017). Video of paper available from: http://www.uwtsd.ac.uk/wales-nexus-conference-2017/abstracts-/empowering-the-individual-supporting-neurodiverse-learners-to-engage-with-academic-texts/ [accessed 23rd Apr 2018].   
UWTSD 2017, ‘Wales NEXUS Conference 2017: Friday 5th May 2017 Programme’. Available from: http://www.uwtsd.ac.uk/wales-nexus-conference-2017/ [accessed: 2nd May 2017].   
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	Activity
	Hours

	
PASS Supervisor – Lampeter campus

	
85 

	
Module tutor – CLAH5018 (‘Soldiers in Ancient Society’)

	
30

	
Module tutor – CLAH4007 (‘Defenders, Conquerors and Vanquished: Greek and Hellenistic History’)

	
20
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Lampeter PASS Training Programme 
Wednesday 27th September and 30th September 2017
Tucker 2 and 3

 
 
PASS Training Aims and Learning Outcomes 
The overall aim of this training programme is to prepare you to be a confident and effective PASS leader. 
 
By the end of the training we aim for you to able to…. 
1. Describe the key factors that help create safe learning environments. 
1. Explain the core principles of PASS and their importance to learning. 
1. List the main duties of a PASS leader. 
1. Demonstrate your understanding of, and ability to use, a number of group work techniques. 
1. Describe the key features of closed and open questions and the importance of wait time. 
1. Have a basic understanding of Bloom’s Cognitive Hierarchy and the use of Socratic Questioning to develop learning and problem solving.
1. Discuss the four aspects of Kolb’s learning cycle and their implications for learning styles. 
1. Sign-post students with welfare concerns appropriately.
1. Plan and deliver a PASS session in collaboration with your subject team.
1. Manage and complete PASS related paperwork such as attendance registers.
 
Please note, the page numbers in brackets refer to the PASS Leader Handbook (unless otherwise specified). 
 
 
 
 

 
 
  

PASS Training Programme 27th September 2016 
	Time & Lead 
	Activity 
	Resources 

	10-10.30 
 Kate


Kate
	Welcome: 
· Outline of activities for the day, content & process (5mins). 
· Toilets, fire, breaks, lunch, etc. 
Icebreaker: KWL (p. 44) – What I know, what I want to know, (what I have learned).
· In pairs introduce self to partner and each of you identify one thing you know about PASS and one thing you would like to find out more about (15 mins). 
· Record this on the relevant sheet of flipchart. Feedback partner’s points to large group.
This exercise introduces the KWL technique which helps participants identify existing areas of knowledge and gaps in knowledge about a subject. We will complete the third column ‘What I have learned’ at the end of the day.
	Programme 


Flipchart, pens

	10.30-11.15 
Chris
 
 
	Things that help/hinder learning: Think, Pair Share (p. 40) & Post-its (p.8)
· On your own think about times when you have been a learner. Identify one occasion when a learning situation was not helpful and another that was very positive (2 mins). 
· Break into pairs and take it in turns to discuss your two examples with your partner. Identify precisely what it was that helped or hindered you. Avoid personalizing and naming individuals – concentrate on what people did or didn’t do that was un/helpful. (8 mins – 4 mins each). 
· Write down your key points on sticky post-its – one point per post-it (2 mins) 
· Back to large group to thematise the points as a group. 
· Are there any ground rules we might develop as a result? 
Think, Pair, Share is a way of ensuring everyone can contribute to a discussion, even if they do not want to speak in the large group. 
	Flipchart 
Pens 
Paper 
Sticky post-its 

	11.15-11.30
	Tea/Coffee Break
	

	11.30-12.15 
Kate
 
 
	Principles of PASS:  Developing a rationale using ranking 
· On own, work through list of key attributes of PASS and choose your top 3 (5 mins). 
· In pairs, renegotiate your top 3 (10 mins). 
· In fours, renegotiate your top 3 – argue it out (10 mins). 
· Each four present their top 3 back to the rest of the group (about 5 groups to feedback – 2 mins each = 10 mins). 
· In big group discuss how the top 3s differ or are similar. 
This exercise not only uses the principles of think, pair, share, but also introduces the use of ranking to encourage participants to articulate their arguments and rationales for various choices.  You might like to consider the impact of ranking your choices individually, in pairs, and in fours. 
	Principles of PASS 
handout 
Pencils/Pens 

	12.15-1.00 
Kate
 
 
	Asking Questions:  Brainstorm (p. 8) 
· Quickly review rules of a brainstorm as a large group and what it aims to achieve (5 mins). 
· In 3-4 groups: brainstorm open and closed questions (5 mins.) 
· In groups discuss pros & cons of each questions type (10 mins). 
· Read handouts on different types of question (p. 14-15 leader handbook plus additional handout). Is there anything you can add or change in your group brainstorm? (15 mins) 
· Brief feedback to large group (2 min each group – 10 mins).
	Flipchart 
Marker pens 
 SGT handout

	1.00 – 2.00 
	LUNCH – Lloyd Thomas one course lunch vouchers provided 
	 

	2.00 – 2.20
	Academic leads will drop in to say hello and discuss which particular modules and programmes are being targeted in specific PASS subject areas.
	

	2.20 – 3.00 
Chris
 
 
	Kolb Learning Styles (p. 21-22): Using a questionnaire 
· Fill in questionnaire (20 mins). 
· Physically place yourselves in your learning styles groups and discuss what you have in common about how you learn. Make notes on flipchart (15 mins). 
· Each group briefly feedback on their learning style category and how accurate they think it is. 
· Quick review of VARK.
Although the notion of learning styles is controversial, some models do have a level of validity and can encourage inclusive approaches to learning. Quizzes and questionnaires can also be a useful, fun tool in PASS sessions to review learning or to provoke discussion.
	Questionnaires 
Pens 
 

	3.00 – 3.20
Kate
 
 
	 Leading a micro-session using group work method of choice
· Break down into about 4 small groups 
· Using one group work approach per group, plan a discussion on one of the topics below. Think about how you can make the discussion participatory (15 mins).

Topics: 
Group 1 – Key Duties of PASS leaders (pp. 5-6) 
Group 2 – Directing discussion back to the group (p. 17) 
Group 3 – Wait Time (p. 18) 
Group 4 – Checking for understanding (p. 19 
Group 5 – Importance of room layout (p. 29) 
 
Possible approaches (mostly p. 8 and 40): 
Mind map 
Brainstorm 
Think, pair, share 
Post-it or snowball 
Role play 
Using questions 
Or any other methods that you would like to try….
	Flipchart 
Marker pens 

	3.20 – 3.30 
	Tea and Coffee Break 
	

	3.30 – 4.45
	Leading a micro-session cont’d
· Each group has 15 mins each to lead their session. 
Large group feedback with focus on pros and cons of each group work approach used (15 mins) 
	 

	4.45 – 5.30 
Chris
	 Working with groups activity: Snowball technique (p. 8) 
· Scenarios are outlined on flipcharts placed around the room. 
· Everyone moves around the room and adds ideas about how to respond (15 mins) 
· Time for everyone to read all the flipcharts at end. 
· General comments and group discussion.
Snowball technique gets everyone moving around, contributing and interacting with each other, and participants can build on and develop each others’ comments. It can re-energise a group. 
	Paper 
Flipchart 
Post-its 
Pens 
Markers 

	5.30 – 6.00 
Chris
	Evaluation exercise: 
Revisit KWL – what I know, what I want to know, what I have learned 
END! 
	Flipchart 
Marker pens 


 

  PASS Training 30th September 2017
	Time and Lead
	Activity
	Equipment

	10.00 - 10.15
Chris
	Review ground rules and note any changes to programme based on KWL
Consent forms.
Additional sessions? Library, careers, study skills essay focus, learning styles?
	Ground rules
KWL sheets

	10.15 - 11.15
Chris
	Bloom’s Taxonomy and Socratic Questioning:
Part 1
· Brief outline of Bloom and the hierarchy (5 mins). 
· In 4 groups, match the questions in the envelopes with Bloom’s categories (also in envelopes) (10 mins). 
· Back in large group for brief feedback (5 mins)
Part 2
· In the large group develop some definitions of Socratic Questioning/Dialogue (5 mins). 
· Break into 2 groups, each group nominates two leaders and one observer (rest of the group participate). 
· Drawing on Bloom’s taxonomy and a Socratic questioning approach, the leaders will facilitate discussion around chosen topics (see below), while observers make notes on how questions influence the ebb and flow of the discussion (15 mins). 
Topics:
· What is a free society?
· What makes a good person?

Back to large group. Participants, observers, and leaders reflect upon the exercise. We will revisit our definitions of Socratic Questioning (15 mins).   

Both Bloom’s Taxonomy and Socratic Questioning/Dialogue are well-established learning approaches. A combination of both can be a useful addition to the PASS leader toolkit, but it is important to be aware of their limitations. 
	Typical questions
SGT Handout (p.43-47) and other handouts

	11.15 - 11.30
	Tea Break
	

	11.30 - 12.30
Kate
	Planning and Delivering a PASS Session: 
· Brief overview of structure of a PASS session (10 mins). 
· Each of you will be involved in planning and delivering part of a PASS session of 10- 15 mins length based on a lecture given by Chris. During the lecture you will take notes or do whatever you would normally do in a lecture (15 mins).
· An agenda setting exercise will then be facilitated with you to uncover the areas of difficulty suitable for discussion in a PASS session (p. 28) (10 mins).
· Break into about 4 groups, each group choose a different area to cover and plan out how you will facilitate your session (20 mins). One group should focus on a review exercise.
	Pens and paper
Flip chart

	12.30 - 1.15
	LUNCH
	

	1.15 - 2.30
Kate
	Planning and Delivering a PASS Session cont’d:
Delivery of PASS session and debrief
	

	2.30 - 2.50
Chris
	Student Welfare - how and where to refer (p. 38)
In the large group you will take it in turns to read out typical scenarios experienced by first year students in particular and the whole group will come up with suitable points of referral.
	Welfare questions
Signposting info

	2.50 - 3.30
Kate and Chris
	Planning your first PASS sessions:
· In the large group we will discuss the following:
Paperwork including keeping attendance sheets
Writing a session plan
Evaluating PASS sessions
Debriefs
Observations
PASS research – consent forms, self-efficacy forms
Using Moodle/Facebook to advertise
	Relevant handouts

	3.30 - 3. 45
	Tea and Coffee break
	

	3.45 - 4.30
Kate
	Kick-starting your PASS sessions: Jigsaw Technique (p.41)
· In your PASS groups, work through the questions given to your group (15 mins)
· Each group will briefly feedback to the others, Think about how you give your feedback clearly and succinctly so the other groups will have a good understanding of your answers.
Group 1:
The first PASS sessions
1. How will you introduce yourself to the group?
1. How will you introduce PASS to the group?
1. How will you introduce the group members to each other?
1. How will you respond if students are upset that you will not ‘teach’ them?
Group 2:
The first PASS session 
1. How will you explain why participants need to sign in each time they attend?
1. What will you do if a student arrives half way through a PASS session?
1. What will you do if you only have one student turn up?
1. What will you do if no-one turns up?

Group 3
How will you manage your workload & wellbeing?(p. 48-49)
How might PASS contribute to leader & participant wellbeing?
What will you do if you no longer wish to be a leader?

Group 4
How will you publicize your PASS sessions? P. 47

Each group of leaders should make a note of their availability and pass back to Kate/Chris to help with timetabling. 

Jigsaw is a method of breaking up a task and sharing between different groups. For example, an academic paper can be divided into meaningful sections and the content discussed in small groups. However, for this to work, it is important that time is given for each group to feedback properly so everyone sees the overall picture.
	Flipchart
Pens
Leader availability


	4.30 - 5.00
Chris
	Wind Down
What happens next?
Evaluation
Goodbyes
END
	Evaluation forms
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South West Peer Support Network Meeting

Tuesday 27 Mar 2018 10:00 - 15:00

University of Plymouth – Rolle 605


	Time
	Item
	Facilitator/Presenter

	10:00 – 10:30
	Arrival and coffee

	

	10:30 – 10:40
	Welcome, minutes and matters arising from meeting 8 Dec 2017

Lucy Jupe (PALS Leader) to take minutes

	Carolyn Gentle
University of Plymouth 
Oli Schofield
UWE

	10:40 – 10:50
	New to the Regional Network? Your questions answered  

	Zoe Pither
University of Bristol
tbc

	10:50 – 11:35
	Standing item: 
Institutional updates
Changes or additions to the models of peer support in participating institutions
Small group discussions of specific challenges 

	
Oli Schofield


Beau Leyshon
University of Plymouth
Annika Theilgaard
University of Bath
Simon Allington
University of Exeter
Aaron Grice
University of Bristol
Helen Fisher
University of Bath Spa
tbc 


	11:35 – 11:45
	Standing item:
International Academic Peer Learning (IAPL) Group update

	Carolyn Gentle


	11:45 – 12.00
	South West Peer Learning Leader Conference: Review and next steps
	Neil Ford 
University of Southampton

	12.00 – 12:15
	Reporting on Peer Learning and Mentoring: rationales; models and shared ambitions - update
 
	Carolyn Gentle

	12:15 – 13:00
	Lunch

	

	13:00 – 13:40
	10 X 10 Presentations

An Innovative Approach to Peer Assisted Learning: Piloting Placement PAL Events
Reflections on a newly piloted format for delivering Bournemouth University’s Placement PAL Scheme. Having returned from a work placement year, final year undergraduate students are supporting and encouraging second year students as they embark on their placement journey. Through a series of Placement PAL Events, we have created opportunities for students, academic staff and professional support services to collaborate and share experiences.
Accrediting PAL Leaders through an ILM qualification
To recognise our PAL Leaders and Senior PAL Leaders we piloted giving them the opportunity to gain Institute of Leadership and Management (ILM) Level 3 accreditation. In this presentation we give you an overview of how the ILM qualification was embedded into our peer learning structures, share the outcomes of the pilot and highlight both the advantageous and challenges of embedding such a qualification.
	Carolyn Gentle (chair)

Aimee Fish, Bournemouth University









Oli Schofield/ 
Faye Adrissi
UWE


	13:40 – 14:10
	CPD session
HEA Recognition: criteria, descriptors, mapping exercise
	Neil Ford
University of Southampton

	14:10 – 14:50
	Round table discussions

SW Peer Support Network Buddies.  – review and sharing best practice

The essential link between programme and peer learning leaders - PALS Academic Coordinators – our role and the benefits of PALS to our programmes

	

Oli Schofield


Plymouth PALS
Academic Coordinators


	14:50 – 15:00
	AOB and confirm host for next meeting

	Carolyn Gentle






~ 4 ~

image2.jpeg
+ % ] " rifysgol Cymru
2N\ ¥ Drindod Dewi Sant
" University of Wales
Trinity Saint David




image1.jpeg




