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[bookmark: _Toc7705946]A General Statement on How I View Teaching and Learning 

This task is not something I initially felt at ease to reflect on. My thoughts on what teaching and learning consists of had not been previously deeply considered, and it has been as a result of spending time researching on the topic that has produced a greater level of understanding and appreciation of, in terms of where my personal engagement with the facets of teaching and learning lie.
My professional role at the University and within HE is one of a Specialist one to one Study Skills Support Tutor (Sp 1:1 SSS). From the research undertaken, I now see there are certain qualities which I have inherited or brought with me, which have supported me in prolonging my experience in this role.
Clearly my assessment of teaching relates to the “quantitative” way of thinking about learning and teaching, manifested upon assessment practices, in that my experiences of teaching and learning were based on a “one-way” delivery of teaching; that my “successful” learning outcomes were primarily based on my abilities, motivation and background (Biggs and Tang 2007: 17). It was clearly not student-centred teaching/learning based as there was minimal attention paid to how well I, as a student had learned and developed the knowledge (Biggs and Tang 2007: 19).  
What I have gained from the research is that without doubt, I can now classify myself historically as a “surface learner”. I incorporated a “constructivist” approach to learning, developing my own activities and building on what I already knew (Biggs and Tang 2007: 21). Upon reflection, I would have to admit that I am not a natural “deep approach” learner, not naturally academically gifted and that learning has revolved around memorising, which has at times created negative feelings and anxiety around my learning (Biggs and Tang 2007: 23).
However, what I feel I lack in my personal development in teaching as a science, I have made up for in my natural and inherent teaching style. When teaching my students, I naturally adopt a focus on the human-side, that I develop the student as an individual and a person and that my character “plays a fundamental role in my style of teaching” (Jarvis 2006: 34).
When understanding my role as a Study Tutor, I now realise that I arrived at the work with a “specific prescription on me as a learner – based on my academic experiences to date” (Campbell and Norton, 2007, p.13). When I reflect on my positive teaching and learning experiences they would include various aspects of Biggs and Tang’s student led learning and teaching and that of the Teaching Style I had experienced (Biggs and Tang in Jarvis, 2006). 
From my secondary school days, my most effective learning experience was derived from my maths teacher. This was back in the 1970s and clearly my maths teacher had an appreciation of the importance of structuring a means of ensuring that the students had learned the outcome effectively into his lessons. My other positive teaching and learning experience is derived from my undergraduate degree, whereby I was taught the subject of anthropology by a lecturer whose teaching style enabled me to engage in the subject and create a keenness to learn and succeed. 
Returning to my role as a Study Tutor, I would now be required to reflect on the process and as to what extent I incorporate the student-led approach to the teaching and learning process of which I am definitely involved in. There are by default several built-in elements into the design of the process, which have been introduced stringently since 2016 through the requirement of the Disability Student Allowance and Student Finance England bodies. These include the Individual Learning Plan (ILP) reviews and Workplan (WP) reviews. 
The ILP is a written contract between the student and me. We write up the ILP at the start of working together, typically at the beginning of the academic term. It is the work we do together which focuses on strategies to support the physical and emotional health of the learner, which underpins their learning activities and strategies (Campbell and Norton, 2007, p.17). The other way learning outcomes are regularly monitored is through the Weekly Workplan form, which the student and I both sign and is logged into the system for my line manager to have access to. Each week we discuss what our learning outcome will be at the beginning of a lesson. At the end, we write down what the learning outcomes have actually been and what learning outcomes are required to be addressed for the following weeks going forward.
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[bookmark: _Toc7705947]A Short Reflection on Micro-teaching Session 

The micro-teach session that I presented to my student colleagues on this course was to outline a form of neurodiversity awareness which I had been taught and trained in and became a qualified practitioner of, in 2004 (A5). It is known as the Holistic Approach to Neuro Developmental Learning Efficiency or H.A.N.D.L.E. The relevance of this teaching was in relation to my role as a Specialist one to one Study Skills Support tutor (A2). I work with a range of university students with Specific Learning Difficulties (SpLDs) (A4 K2 K3 V1 V2). Considerable portions of the student intake, taking undergraduate and postgraduate studies at UWTSD, have SpLDs.
Overall the feedback that I received was favourable in that it came across that I knew the topic well (K1). However, as a result of my familiarity with the topic I had not prepared notes and I spoke from memory. This meant that I had a tendency to look over the heads of my audience as I searched for the words in my mind; this apparently was a distraction and impacted on my engagement with the students. My delivery was without visual aids and upon reflection I feel that this was an oversight, as one student put it “there was a lot of interesting information, but it became overwhelming which a few simple diagrams would have resolved”. 
Overall I feel that delivering the presentation had been a better experience than I had expected it to be and that it has brought to my attention that I would need to be conscious of looking at my audience during any future presentations and that the use of visual aids is highly recommended (A2 A4 V1). In addition to this, I am aware that I did not provide a set of learning outcomes at the start of the presentation and neither therefore did I include the means to assess what the students had learned (A3).







[bookmark: _Toc7705948]Reflective Report of a Teaching Intervention Cycle

Introduction
As a Specialist one to one Study Skills Support tutor (Sp 1:1 SSS) I work on a one to one basis with students with disabilities (K2, V1, V2, A2). It is considered that as part of the Disability Discrimination Act 1995 (DDA) a person has a disability if he or she has a long term physical or mental impairment which is detriment to them conducting their normal daily life (Campbell and Norton, 2007, p.131). Higher Education Institutions (HEIs) have become duty-bound to provide the necessary infrastructure within the framework of their delivery of educational programmes, to take into account the needs of those students with Special Educational Needs (V1, V2, V4)  (Campbell and Norton, 2007, p.131). Within this framework of educational provision it is worth noting that historically, teaching comprised of the knowledge of the teacher imparted to the student through their skills; effectively the science of teaching (Jarvis, 2006, p.31). The universal approach, in that the same methods could be deployed for every student of a certain age and level, was common practice. However, during the 1960s this approach to teaching began to change as a student-centred approach became more common (K3, K6) (Jarvis, 2006, p.31). 
Hirst and Peters (1970, p. 80 in Jarvis, 2006, p.18) suggest that “teaching had to indicate or express some context, that pupils are intended to learn”, however as Jarvis (2006) suggests, this definition gives very little evidence of how to facilitate this process (A2, A4, K5). Brown and Atkins (1988 p.2 in Jarvis, 2006, p.18) offers a simple definition in that teaching is “providing opportunities for students to learn”. It is Jarvis himself that uses the definition that best suits the approach to teaching that I adopt which is that “teaching is an intentional activity in which opportunities to learn are provided” (K3) (Jarvis, 2006, p.19). 
The students I work with have mixed abilities with their listening and learning skills and require flexible learning environments, absorb information at varying timescales, require different teaching approaches and have different levels of motivation (V1, V2) (Reece and Walker, 2007, p.138).  If my students are expected to learn for themselves I feel they should be assisted in the process and taught study skills that support this process (V1) (Reece and Walker, 2007, pp.33-34). Teaching study skills means teaching students to learn effectively so as to give them a life skill (A2, V3) (Reece and Walker, 2007, pp.33-34). These skills can include: planning an assignment, reading, taking notes either from a lecture or a book, essay writing and planning their study time (A1, A4, V1) (Reece and Walker, 2007, pp.33-34).
To do well in education, it is essential that concentration, the ability to focus on a topic, is working optimally, and for the individual not to “switch off” prematurely (V3, K3) (Claxton, 1990, p.105). As a teacher we need to recognise the barriers that the student has and help them to explore them objectively (V3) (Minton, 2005, p.95), as it is one of the benefits to teaching when students are able to do something they had originally believed they were incapable of (Minton, 2005. P.96). However, from Minton’s perspective (2005, p.6) the barrier to learning can be based in the past experiences of the individual, whereby they convince themselves that they will not be able to learn. It stems from “poor self-image” and it is the teacher’s role to try and fathom what is happening for the individual student and experience it from their students’ perspective (A4, V4) (Minton, 2005, p.6). 
This report will investigate the teaching intervention which I incorporated. The aim was to provide the opportunity for two students with dyslexia to learn activities which in turn would support their skills with concentration (attention) and organisation (A1, A2, K1, K3). This in turn would support their general learning in relation to their academic studies (A2). The theory was based around neuroplasticity and the ability for the brain to create new neural pathways to strengthen and reorganise existing neurological systems (A5).  
Current situation/context
For an individual student applying for acceptance onto a course at a Higher Education Institute, there is the requirement to declare their disability (V4) (Campbell and Norton, 2007, p.133). This triggers a system whereby the individual is invited to interviews with the prospective academic departments and the institute’s Student Support Service (SSS) (Campbell and Norton, 2007, p.133). The SSS team would instigate the appropriate learning support for the person with a disability (Campbell and Norton, 2007, p.133). This would include setting up a meeting for a Disability Assessment and subsequent Needs Assessment, whereby the specific requirements for the individual are assessed in relation to their Specific Learning Disability (SpLD) and the eligibility to access of the appropriate specialist staff and associated assistive technology are allocated to support them (V2, V4) (Campbell and Norton, 2007, p.133). With recognition towards providing good practice in relation to all aspects of supporting the student learning experience, the Institute for Learning and Teaching (ILT) and the Higher Education Academy (HEA) were established to support all staff in Higher Education Institutes to this aim (V4, K6) (Campbell and Norton, 2007, p.11). These bodies acknowledge the ever widening role of HEIs to provide positive learning experiences for all students and provide the opportunity for academics to learn how to learn to teach effectively whilst understanding the process of learning in the context of developments in neuroscience (V2, V4, K6) (Campbell and Norton, 2007, p.11).
Currently, when I am assigned a student with a disability, I am required to support them with their literacy skills. My other professional role is one of being a Certified Neurodevelmental Practitioner (K1). Over the 5 years working as a Sp 1:1 SS, I have recognised individual students with dyslexia who have challenges with their concentration and organisational skills which are linked to their neurodiversity issues. As part of the research into the PG Cert course, I recognise that to support growth in learning for both teachers and learners, we require adapting and exploring alternative methods and approaches which may depend on the “willingness to take risks and to engage in creative ways of problem solving” (A5) (Minton, 2005, p.6). As a Sp 1:1 SSS, I have various tools which I can incorporate into teaching sessions to support my students which include the use of Assistive Technology. However, my theory is that if I can teach the student activities which could support the efficient functioning of their neurological systems then in turn they may, through their own self-advocacy, learn activities to enhance their concentration and organisational skills (A1, A4). Indeed this would be aligned to the Jarvis’ (2006, p.106) facilitator-participant relationship, in that the facilitator (lecturer/tutor/me) has the role of empowering the participant (student/learner), which is more associated with student-centred learning (V3) (Jarvis, 2006, p.107). This is a far more “holistic approach” to education and supports the student in feeling less anxious in relation to the learning experience (Jarvis, 2006, p.107).
Rationale
The nature of subject inquiry and knowledge creation require a scholarly approach to pedagogy in HE and this is recognised by the UK Professional Standard Framework in teaching and supporting learning in HE (V4) (Campbell and Norton, 2007, pp.44-45). Staff are encouraged to evaluate their practice and continued professional development to encompass reflection and evaluation (A3, K5) (Campbell and Norton, 2007, pp.44-45) and this would be in conjunction with the knowledge and understanding of appropriate methods of teaching and learning within the profession (K6) (Campbell and Norton, 2007, pp.44-45).
The rationale behind my teaching intervention is centred round the function of efficient learning and overcoming the barriers to the learning (K3). For Minton (2005, p.7), it is that “learning requires activity on part of the learner” and that the individual needs to do “something in order to learn; reading is one such activity”. This activity requires a good attention span or we stop taking information in (K3) (Minton, 2005 p.7). Claxton (1990, pp.7-8) on the other hand is aware that learning is not so automatic for certain individuals and those with Special Educational Needs require specific attention to remedy their barriers to learning, “it is in the mind/brain of the individual that dictates whether the learning is taking place” (K1) (Claxton, 1990, p.8). The mind/brain interprets data from our senses and the brain is constantly problem-solving (Minton, 2005, p.319). How this data is interpreted is most likely physiological (Minton, 2005, p.320). 
The teaching intervention upon which this report is based, relates to adult neuroplasticity (A1, V3). There are many academic sources which acknowledge this phenomenon and from Fuchs and Flügge (2014) they state that, “the most appealing phenomenon of neuroplasticity appears to be adult neurogenesis, which is the generation of new neurons in adult brains”, and is the ability for neurogenesis to take place and improve the efficiency of the adult to function on a daily basis (V3) (Fuchs and Flügge, 2014). My teaching intervention would be underpinned by the work of The HANDLE Institute (https://handle.org/), whereby they quote the definition of neuroplasticity as: “the capacity of the nervous system to develop new neuronal connections: the brain's natural ability to form new connections in order to compensate for injury” (The HANDLE Institute, 2015).
The Teaching Intervention
At the outset of my idea for the teaching intervention and aware of the work by Campbell and Sykes (Campbell and Norton, 2007, p.45) and the “commitment to develop learning communities by encouraging critical friendships and critical communities of learners and teachers” (A4), I met with a few of my Sp 1:1 SSS colleagues to discuss my thoughts for the Action Learning I wished to conduct. Action Learning is “a process of learning and reflection that happens with the support of a group or set of colleagues working on real problems with the intention of getting things done” (A4, A5,K5) (Campbell and Norton, p.45). From my research I now realise that Action Learning can produce benefits to the work when incorporated in a professionally collaborative setting within HE institutions (V4) (Campbell and Norton, 2007, p.45). The thoughts and feedback from this discussion in some way helped to give my action inquiry some validity and the outcome of these talks formed part of the process. In addition to this, I separately presented a talk to my professional colleagues on the subject of neurodiversity, which incorporated aspects of the work I conducted as part of the teaching intervention. The feedback I received from my colleagues, on this occasion, was very positive and again produced some validity for the rationale for the action inquiry I was to undertake (A1).
These Action Inquiries frequently occur within HE institutions (Campbell and Norton, 2007, p.47). For my Practitioner Action Inquiry I needed to ask myself whether it was a collaborative or individual inquiry. I was able to discuss this with certain colleagues, as I did have a critical friendship group and these professionals helped me to determine the approach I would take (A5) (Campbell and Norton, 2007, p.47). I needed to be clear on what was the nature of my topic and its context, as discussed in the Rationale section of this report. I was keen to find out the outcome of the inquiry as it could have benefits for future teaching practices within my role. I had to inquire what was already known about the concept and I needed to be clear how the inquiry was to be done. I had to decide what methods I would use to collect the data. With these in mind, I will now describe the teaching intervention which I undertook.
The teaching intervention I created required the selection of two suitable students who I worked with on a weekly basis, both with dyslexia; both had known challenges with their attention and organisational skills (V1, V2). Having selected the students I individually arranged to meet with them and inform them about the action inquiry. This was important as the students needed to be aware beforehand of the process and how success would be viewed, so that as Minton (2005, p.96) states, “the intention functions as the means to which the student can assess their own successes”. In this way each student could reflect on the learning and make it “part of their own learning structure” (A2, A4, V3) (Minton, 2005, p.96). The learning that I wanted the students to receive was that through their own self-advocacy they could create ways which would support their learning generally and specifically in relation to their academic studies. I informed them of the potential to improve both their attentional and organisational skills.
Having informed them of the process, I arranged to separately screen them to ascertain which neurological systems were affected and to confirm the findings with their Needs Assessment Reports to ensure my results were in line with that of their Needs Assessors. The screening process is part of my professional training as a neurological developmental practitioner with an organisation known as the Holistic Approach to Neurodevelopment and Learning Efficiency (A5) (HANDLE www.handle.org).
The next part of the intervention was to separately invite the students for a presentation of the results and a demonstration of the activities I had prepared for them based on the outcome of the screening, noting that teaching should be done in such a way as to increase the likelihood of the students achieving the outcomes (A3, A4, K1, K2) (Biggs and Tang, 2007, p.7). The set of activities included using a curled straw to suck water, with their eyes closed, so as to support the muscles in the eyes for convergence, with the aim of improving their ability to visually focus on the task of reading. Another activity required the student to tap alternatively along the route of the Trigeminal Facial Nerve to support interhemispheric integration, which in turn would support their ability to attend and focus and to be more organised in their daily lives, including their academic lives. There were a further 3 activities with similar aims and objectives.
Once the students had been shown the activity, I requested that they demonstrate the activity on themselves so that I was satisfied that they had learnt and understood the requirements of the activity (A2). Providing opportunities for students to repeat back what they have understood, either by having them explain “what they have to do, what the thing is about or how it works” is important as it enables the students’ brain to process their understanding and make sense of it through the creation of their own symbols or terms that are their own (A3) (Minton, 2005, p.168). Each student was provided with a daily tick-sheet and their task was to perform the activities on a daily basis, monitoring each time they performed the activity. The aim was to ask them to perform their programme for a month. Each weekly session, we spent a short time reviewing the activities and monitoring their progress. As learning is a “cyclical process” it is important to ongoingly “review experiences and repeat tasks and practice the same skills” (A2,K6) (Minton, 2005, p.10). This learning cycle was designed to “reflect this cyclical reality” (Minton, 2005, p.10).
At the end of the four week period I met with them individually and conducted the screening process again and asked them to comment on their own assessment on whether they had noticed any tangible differences with their attention and organisational skills; noting that for the students to have learned from the teaching then they are required to have what the learning would be at the outset and then to review whether “the learning had taken place” (A1, A3) (Minton, 2005, p.10). 
Evaluation
I had based my teaching intervention on a well-known model of learning devised by Kolb (1984 in Reece and Walker, 2007, pp.92-93) which involves four stages: concrete experience, reflective observation, abstract conceptualisation and active experimentation (V3, K3). The four stages are important. The terms “reflection” or “reflective practitioner” are used widely in teacher education and are key concepts in relation to Kolb’s model whereby, “Reflective Practice is a process of reviewing an experience from practice in order to describe, analyse and evaluate and so informs learning from practice” (Reid 1993 in Reece and Walker, 2007, p.421).
Gibbs created a more accessible model based on Kolb’s learning cycle known as “the Reflective Cycle” (Gibbs in Reece and Walker, 2007, p.422) and this is the version I have used to evaluate my teaching intervention. What follows is a breakdown of the evaluation using the terms provided by Gibbs.
· Description: I evaluated students on their neurodiversity and implemented a programme of activities to see if improvements could be achieved (A1).
· Feelings: I felt encouraged that I could be offering the student an insight into what their barriers to learning were and providing them a practical way of supporting themselves.
· Evaluation: The students’ willingness to engage in the process felt positive, once the learning activity had been explained (A2). There was some clear information learned which gave the student the opportunity to change. In one case however, the student did not have the motivation to take part actively in the work, which meant the outcome was not as expected, in that they reported no tangible improvement in their attention or organisational skills. The other student reported only minor changes in the way they were able to attend and focus although they noticed their ability to organise their time had improved and their ability to organise their work had improved. 
· Analysis: This Action Inquiry does have the scope to become an intervention which can be replicated. The intervention cycle lasted over a period of one month and arguably a longer teaching intervention may produce a better outcome.
· Conclusions: I would have chosen more students, say 5, to conduct the intervention, to gain a greater depth of results and more meaningful data and conduct the intervention cycle over a longer period of two or three months to provide a greater opportunity for neurological changes to take place (A1).
· Action Plan: To liaise with my Learning Support Coordinator to work with a wider selection of students which fall into this category of SpLD and arrange to repeat the intervention as outlined in my conclusions.
Upon further reflection and in the context as to whether the students’ learning outcome was achieved, then I would have to conclude that it was not. However, a “healthy scepticism about what has been observed and read should be developed” (Campbell and Norton, 2007, p.51). The aim had been to equip the student with the understanding that through their own self-advocacy they could undertake activities which support skills in attention and organisation. I therefore have these self-critical questions to ask myself: was the teaching action too complex or too multi-layered? Was the scope unrealistic? What could I have improved on to create a better outcome?
The learning outcome was for the student to support themselves in acquiring new skills to improve upon their neurodiversity issues – to undertake remedial action. In one case, the student noted some improvements and so arguably, part of the learning outcome had been achieved (A3). Indeed part of the learning action required me to explain and demonstrate and routinely monitor and review the outcomes, recognising that it is important in any teaching task, to “define the task to the student” (Minton, 2005, p10), along with a final review of the teaching intervention cycle (A2). Again, it could be said that both students had learned the activities taught by me and were successful in the replication of them (A3). On one hand, that part of the learning outcome had been achieved. The ultimate outcome, improvement in ability, was inconclusive and I do need to reflect and determine what improvements I could make.
As one of the students had not fully engaged in the process, it could be said that I had failed to motivate them, or as Reece and Walker state, it is “motivation which provides the most important attribute of all in that without a student’s self-motivation it makes the teachers role an almost impossible one” (K3) (Reece and Walker, 2007, p.139), and a teacher can fail where a student lacks in self-motivation. Therefore is the outcome due to my failings or as a result of the inherent lack of the student’s self-motivation to learn? If both students had not fully engaged perhaps there would be an argument to suggest the problem was entirely with me. Therefore my learning would be the importance of the selection of the type of student for any such future interventions.
I am also aware of my limited collaboration with my professional colleagues in the process once the Action Learning was underway (A5). I feel that I would have benefitted from ongoing liaison with colleagues throughout the process to ensure the desired outcome. I also could have engaged with other professionals who have had experience undertaking similar research or interventions. And in addition to this, it could be argued that I created an intervention which was minimally student-centred, in that my teaching did not involve fully assessing what the student had learned and whether in their view, learning had taken place (A3) (Biggs and Tang, 2007, p.19).
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PGCert tHE  STAFF OBSERVATION  FORM
	Name of Staff member: Julie
	Date: 07/03/16


	Name of Observer: Bryn
	Number in class: 7


	
Student level: 7
	
Location: Lampeter Student Union

	Topic/s: 
	
Start Time: 6.35 pm

Finish Time: 8.35 pm

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

Julie had prepared the room to include equipment and teaching materials. A range of teaching materials were organised and arranged so that the students had easy access to what they required and a wide range of materials to choose from.



	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.

Julie introduced herself clearly at the beginning of her session with the students and maintained a good pace throughout. Her students did have prior knowledge beforehand that she would be teaching them. Julie demonstrated an enthusiasm to the subject and was ongoinly relating the work and its benefits throughout the session. Julie gave the students prior notice for when the session was going to end and provided the opportunity for everyone to reflect on their work


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

Julie provided a handout which outlined an example of the work, along with visual examples of what others had produced as a result of her the work, which gave the students a useful guide on what they could aim for. Julie continually checked that the students were okay with the work and further demonstrated to those who required further instruction. The class responded well to the less prescriptive approach and they quickly set about producing their work. The class felt relaxed and productive.




	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 class atmosphere was both relaxed and productive with all the students fully engaged in the process. All students were attentive and interested in the classwork and there was plenty of time built into the session for all students to work at their own pace and produce some work by the end of Julie’s session. Julie was willing and committed to answering any questions the students had with and with offering additional assistance. Julie was able to identify learning problems and overcome them when required. Julie was thoughtful and supportive towards the students throughout.


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

Julie’s communication with the students was effective when providing the aims and instructions of the session and her student-teacher rapport was good throughout. Julie offered the opportunity for the students to reflect and discuss the outcomes which had been achieved, which included its relevance to the student’s own academic work.


	
Examples of good practice:

Julie’s introduction to the students was good, providing an effective outline of what would be involved in the session. Julie had produced the students with suitable materials and equipment for them to use. The use of visual aids was complimentary to the work during the session. Julie allowed the students to work at their own pace and she demonstrated good interaction with the students, using positive affirmation throughout.

Action points:

Providing the opportunity for those students who required it, a chance to confirm they had understood the instructions.
If using equipment – ensuring beforehand that it works and performs as required – i.e. poor Wi-Fi signal.


	



Observer     Bryn Regan                                             Date 09/04/19

Oberservee        Julie Davis                                        Date 09/04/19



On completion of the peer observation reports for each module, compose a short reflective paragraph on your observation experiences
This teaching intervention went more smoothly than both Dinah and I had feared – the students all seemed receptive to the activities and interested in the theory behind what we were doing. Consultation with Mel and members of the group beforehand was useful as we were then aware that some of the members had their preferred places and might not like the furniture rearranged, so we were mindful of that when setting up the room. It was a little hard to wind up because everyone was still engrossed at the end – we therefore encouraged them to carry on at home if they wanted. 

[bookmark: _Toc7705951]UKPSF alignment:

Teaching Characteristics: A1, A2, K1, K6
Presentations: K1, K6, V1, V2, A4
Techniques and Aids: A3, K2
Student responses: A2, A3, V1
General: V1, V2, K3
Examples of Good Practice: A2, A4, V1, K6
Action Points: A1
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PGCert tHE  STAFF OBSERVATION  FORM
	Name of Staff member: Keith Regan
	Date: 04/04/2019


	Name of Observer: Alastair Walter
	Number in class: 1


	Student level:

	Location: Willows 6

	Topic/s: 
Poster, Catalogue Entry, and Scrap Book for ‘Ancient Egyptian Funerary Beliefs’
	
Start Time: 1pm

Finish Time: 2pm

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

Keith was well prepared for the session, knowing what assignments the student was undertaking and their deadlines and was fully expectant of where the student would require extra help. The teaching/learning methods allowed for and encouraged the student to own and self-actualise the pedagogical process although clear instructions were given where required. Self-monitoring, planning, and reflection was encouraged.



	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 student’s needs regarding their assignments (the submission of a poster, a catalogue entry, and a scrap book) structured the session. Keith was well aware of the student’s needs, the tasks at hand, and the deadlines, and these were outlined and discussed at the beginning of the session. Where uncertainty was noted regarding assignment guidelines these were researched collaboratively on the module’s Moodle page. The session was ordered into coherent units and delivery was paced to the student’s needs, with prompted summaries regarding each task. Discussions were held regarding correct capitalisation, bibliographic format, and referencing; a glitch was spotted in the referencing software and was overcome together. Keith provided a focused ending that included the appropriate paperwork, a summarisation of the session and plans were made for the work that needed to be achieved before their next meeting that allowed the student to have a clear understanding of their immediate objectives


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

The poster assignment required use of PowerPoint and the conversion of the PP document into a PDF. Keith encouraged the student to make copies of their work at appropriate junctures to safeguard against data loss. He demonstrated familiarity with the software but aided in the student’s self-actualisation of the learning process via use of the ‘help’ facility within the program. Similarly, Keith worked with the student to submit their poster through Turnitin on the Moodle page, allowing the student to engage with the process as program themselves whilst being able to direct where necessary.



	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.

Class atmosphere was good. They were both clearly aware of how each other worked and were comfortable so doing. The student was enthusiastic and engaged. Keith demonstrated a clear awareness of the student’s particular needs which allowed for the overcoming of those issues brought on by the student’s learning difficulties, and breaks were taken between tasks. A healthy balance was achieved between the session being student led whilst appropriate direction was given when required.


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

Communication was clear and there was excellent rapport between Keith and the student. Nevertheless professional boundaries were maintained. All aims were achieved and outcomes and processes by which they were achieved were reflected upon and analysed with regards the application to future assignments. The appropriateness of the teaching and learning methods were demonstrated by these successful outcomes.


	
Examples of good practice:

· The session was effectively structured
· Time was allowed for student self-reflection
· Use of ‘Help’ feature with software to aid student learn to overcome obstacles independently


Action points:

· Even though future assignments and learning outcomes were discussed, a written list of those learning outcomes could have been provided for the student, for their records and to act as a reminder




	



Observer  Alastair Walter                                                 Date 04.04.19

Oberservee  Keith Regan                                                Date 04.04.19

On completion of the peer observation reports for each module, compose a short reflective paragraph on your observation experiences
I was pleased that I had been prepared in my level of support for this student and that my teaching/learning methods were adapted to allow the student to gain the most from the session. I have built up a good rapport with this student and this enabled them to feel relaxed and remain motivated and focused on the learning throughout. Being equipped with the knowledge of how to use the learning tools effectively was also very beneficial to the outcome. My student’s enthusiasm for his topic created a very positive working environment.
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Teaching Characteristics: A1, A2, V1, K1, K3
Presentations: V1, V2, K2, K3, A2
Techniques and Aids: K2, K6, V1
Student responses: A2, A4, V1,
General: V1, V2, K1, A1, A2
Examples of Good Practice: A2, K1, K2, K3, V1
Action Points: A3
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PGCert tHE  STAFF OBSERVATION  FORM
	Name of Staff member: Keith Bryn Regan
	Date: 10/4/19


	Name of Observer: Julie Davis
	Number in class:  1


	
Student level: 6 (third year)
	
Location: Willows building

	Topic/s:  1:1 Support session. Reviewing written work; structuring; academic writing
	
Start Time: 12pm

Finish Time: 1pm

	Teaching Characteristics: Preparation, selection and organisation of content.  Choice of teaching/learning methods.
1:1 Teaching / support: reviewing and discussing completed work, task analysis and planning goals for completion – appropriate support teaching methods in line with ADSHE and DSA QAG recommendations. 

	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.

Bryn clearly stated the focus of the session: to discuss the task requirements and check with student what had been achieved/completed so far; set achievable goals for completion of this as well as and time management for completion of dissertation; also teaching appropriate use of academic writing styles and conventions.

At the end of the session, Bryn reiterated what had been achieved in the session, and he and the student provisionally planned the following session.




	Technique and Aids:  General apparatus – board, data projector, use of handouts.  Question and answer technique.  Other evaluation procedures, class management, instructions to students.
Both student’s laptop and desktop PC in room were used to access VLE (Moodle) to check assignment specifications, research and resources etc. and go over written work. Question and answer technique to analyse task and ascertain understanding. 
Student read aloud completed work to pick up on any issues regarding structure, sentence construction, grammar etc.
Bryn and the student discussed how to suitably construct a conclusion section in an essay.



	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.

Atmosphere was calm and relaxed: Bryn clearly had a good working relationship with the student and was aware of his particular needs profile and strengths.

Bryn used issues in written work as a teaching tool and discussion point regarding appropriate use of academic language and conventions etc.


	General: Was effective communication achieved?  Was there good student – teacher rapport?  Were the aims/outcomes achieved?  Appropriateness of teaching/learning methods
Good rapport (see above). Overall the session was well paced and organised and any small technical difficulties were quickly overcome. Bryn confirmed understanding before moving to next activity. 

	
Examples of good practice:
· Checking student’s wellbeing before the session started
· Clearly stating objectives for the session
· Checking student’s understanding of tasks
· Planning for next session and realistic goals for time management





Action points: No obvious action points.




	



Observer Julie Davis                                              		Date 10.04.19

Oberservee  Keith Regan                                             	Date 10.04.19






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

I was pleased with the comments I received from Julie in that I had been noted for my teaching style. I like to think that I can build a good rapport with my students so that they feel comfortable in the teaching/learning environment. In this case, the student was to gain learning from task analysis and planning goals skills and we were able to set achievable goals for any future work. I did feel that I focused on ensuring the student had learnt the teaching that I had provided before moving on to the next task. 
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Teaching Characteristics: A1, A2, V1, V2, K1
Presentations: A2, K1, K3, V1, V2
Techniques and Aids: K6, V1, A2
Student responses: V1, V2, A3
General: K1, K4, A1, V1
Examples of Good Practice: A1, A2, K4, K5, V1
Action Points: A1
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9th January 2019
CPD Seminar: Study Support for Students with ASC: An Inclusive Approach, presented by Kate Butler at Lampeter UWTSD
Overview
This was a seminar given by a member of the Student Services Learning Support Department at UWTSD Lampeter. These are regularly held CPD seminars aimed at Support Staff to provide learning on key and relevant topics for staff providing support for students with Specific Learning Difficulties (SpLDs). It is recognised that it is through a framework of “questioning and challenging practice and thinking and taking responsibility for our own learning” (Campbell and Norton, 2007, p.46), where action learning can take place. Action Learning is “a process of learning and reflection that happens with the support of a group or set of colleagues working on real problems with the intention of getting things done” (A2, A4, K2, V3) (Campbell and Norton, 2007, p.45). I felt this would be a very topical seminar because in my role as a Sp 1:1 SSS, I work with students with ASC. I attended with an open mind; in part I wanted to discover whether the knowledge I had on the topic was in line with current practice and to learn new information which I could put into practice (A5). 
At the start, Kate provided a Power Point slide which outlined the aims and objectives of the talk. I found this to be very helpful so that I could prepare myself for the learning which I was going to be part of. As Minton (2005, p.10) states, “for the student to learn they need to have it set out what the learning will be and then review whether the learning has taken place” (K2, K3). I noticed my motivation levels increased as my expectations of what would be covered chimed with my earlier expectations of what I would gain from the talk, noting that it is motivation which provides the most important attribute of all, in that without a student’s self-motivation it makes the teachers role an almost impossible one (Reece and Walker, 2007, p.139).
The aims were to Review the Research, hear the student’s voice, investigate what level of Academic support is available and discover what the Whole Institution approach was. Prior to looking into the difficulties that those with autism encounter in HEIs, Kate informed us the positive qualities which ASC students have experienced, demonstrated by a video clip from students with ASC at Birmingham University (A5). Kate used her own detailed research, which included explaining that it was not always possible to predict the outcome of a student with ASC in relation to their academic prospects (V3). At times I felt aware of the difficulties as a student, with taking on new and detailed information, because being exposed to new information only once is difficult to grasp and so a student needs to be exposed to the information several times (Minton, 2005, p.168).
The part I found most relevant was how Support Staff could deliver support to students with ASC, which was of particular benefit to me and I felt as though I was provided with new knowledge and learning (A5, V2). This CPD session was not set up in a ‘Reflective Cycle’ style, in that to provide effective learning Minton (2005, p.168) claims that a student should be provided with opportunities to repeat back what they have understood, either by having them explain “what they have to do, what the thing is about or how it works”. Overall, I found this to be a highly professional and informative learning experience.
Bibliography
Campbell, A. and Norton, L. (2007) Learning, Teaching and Assessing in Higher Education: Developing Reflective Practice. Exeter: Learning Matters Ltd.
Minton, D. (2005) Teaching Skills in Further and Adult Education 3rd Ed. Tunbridge Wells: Thompson Learning.
Reece, I. and Walker, S. (2007) Teaching, Training & Learning: A Practical Guide. Tyne and Wear: Business Education Publishers Limited.
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21st November 2018 
CPD Training Course: Supporting Adults with Dyslexia and Co-occurring Difficulties (DACPD91). Online Training Course delivered by Dyslexia Action
Overview
As part of the requirement for my professional role it is required that I am a registered member of a professional body (A5). The organisation I belong to is the Dyslexia Guild. Membership requires undertaking a CPD course of the kind listed above (V4). As a Sp 1:1 SSS, the majority of my students have been diagnosed with dyslexia and therefore this course had the potential to expand on my knowledge of the topic and to hopefully offer me some useful practical advice on how to best support my students with dyslexia (A2, K4). I was also anticipating gains in my knowledge in relation to the neurodiversity aspects of the condition, in terms of the neurodevelopment work I also practice in. I had online access to the course notes and the course tutor, via the student forum page and so any questions could be answered via this forum (K4). The course provided the main learning outcomes, noting that teaching should be done in such a way as to increase the likelihood of the students achieving the outcomes (Biggs and Tang, 2007, p.7).  I was also informed on how I would be assessed, which as Minton (2005, p.96) states, “a student needs to know beforehand how success will be judged”(A1, A2, A3, A4). 
The course covered a range of topics related to dyslexia including: current perspectives, facets of performance, exploring written language, attention and memory and legal considerations (V3). Assignments were set at varying intervals and I found the task of reading the lecture notes and researching the recommended reading material in order to complete the assignments, an informative and well-structured method of building on the learning I had already brought with me (A2, K6, V4).  The pace of the course was fairly demanding, yet the combination of the teaching materials, clarity of the learning outcomes and the use of the forum, all supported me through the process (A4).
[bookmark: _GoBack]In terms of my own pedagogical practice, I valued the structure of the learning and welcomed the challenge of the investigative and knowledge seeking aspects – that it raised my motivation levels to successfully complete the course (A2, V1). The course was primarily theoretical, enabling a level of greater depth and understanding of the varying issues faced by those with dyslexia. There were some practical steps that I learnt which could help me with my role of supporting students, although they mainly involved incorporating the use of assistive technology (K3, K4). Therefore I was somewhat disappointed that there was minimal reference to the neurodiversity aspects of dyslexia and the potential remedial steps which could be taken to improve the daily efficient functioning of a person with dyslexia. Overall, I liked the course and I would be more than happy to take part in further courses of this kind (A5).

Bibliography
Biggs, J and Tang, C. (2007) Teaching for Quality Learning at University 3rd Ed. Maidenhead: Open University Press.
Minton, D. (2005) Teaching Skills in Further and Adult Education 3rd Ed. Tunbridge Wells: Thompson Learning.



[bookmark: _Toc7705959]CPD Event 3

6th March 2019
CPD Webinar: What is Dyspraxia/DCD? Presentation by Professor Amanda Kirby on behalf of the BDA (British Dyslexia Association)
Overview
This training was delivered in a unique yet contemporary format. I had been notified of the training via a professional colleague in the Student Services department at Swansea SA1. As a Specialist one to one Study Skill Support tutor (A4, K4, K5) (Sp. 1:1 SSS) I have and currently work with students who have been diagnosed with dyspraxia. Here was an opportunity to expand on my knowledge about the condition. To take part in the training I had to register to receive my link address to join the Webinar. Once connected, I was able to listen to the audio of the presenter delivering her talk. Professor Amanda Kirby was introduced to the audience and then Kirby introduced herself and at the same time I was provided with access to her Power Point Presentation on my screen (K4).
Kirby started out listing what would be covered and provided an overview of her background (A1, A2, K1). What I found interesting was not only had she academically studied the condition but that she is the mother of a son with DCD (V1, V2). Kirby outlined the early stages symptoms of DCD in childhood and the origins of the label DCD, with reference to the European Guidelines and DCD UK Guidelines (V3) (2019). I found the guidelines useful because it highlighted that for an individual to be medically diagnosed the condition has to significantly impact on their everyday lives. Not only this, I learnt that 60 – 70 % of those with DCD carry on into their adult life. The key impacts on those with DCD into adult life, and therefore with those students I work with are with balance, motor skills, fine motor skills and co-ordination and how these conditions impact on an individual’s social and emotional well-being (A2, V4). They develop low-self-confidence in their abilities from an early age. They avoid risk taking are prone to anxiety and experience difficulty with sleep. DCD does develop with other SpLDs. Getting a diagnosis is random depending on where you are in the UK. There are however, positive benefits as such for those with DCD, which Kirby explained, in that those with DCD have developed positive empathy skills.
With regards to my own pedagogical practice, as a Sp 1:1 SSS, I valued the experience of this seminar because in many ways it confirmed what I already knew on the topic whilst providing me with new insights into accommodating my students with DCD (A2,V2). This is especially so in terms of recognising how the condition affects a student’s self-esteem and confidence levels, which lead to anxiety which in turn affects their academic achievements (A4, V1). I currently work with a student in this situation and I will be in a better position to validate their experience so that they have an appreciation of the reasons behind their general anxiety levels (A3, V1).
The seminar itself was good, although it was a Webinar and it relies on good audio. There were technical problems at the beginning with the audio which detracted from the talk. However, this did get resolved and overall I found the convenience factor very beneficial, in that I did not have to travel to the venue.
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From: Catrin Macaulay
Sent: 13 April 2019 19:06
To: Mark Flagg
Subject: Fw: Request confirmation letter - 40 hours teaching - PG Cert
 
Hello Mark

Further to Bryn’s email below, I can confirm that Bryn has undertaken in excess of 300 specialist teaching hours since September 2018.

With best wishes 
Catrin 

Dr Catrin Macaulay CPsychol, AFBPsS, ADG,BDA
Cydlynydd Cymorth Dysgu / Learning Support Coordinator
Gwasanaethau Myfyrwyr / Student Services
Campws Llambed / Lampeter Campus
Prifysgol Cymru Y Drindod Dewi Sant / University of Wales Trinity Saint David
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