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Formative feedback -19 Jan 2026
Thank you for submitting your portfolio for formative feedback. A lot of the components are in place and the basis of a very good portfolio is in evidence. However there are some specific issues that I feel would benefit you if you address them.
The teaching intervention report
· in the first section you should address what the problem is much more clearer. That is, the problem you aimed to address as a teacher lecturer. It is not specifically clear enough. Ask yourself what is the actual intervention and what it is but you personally as a teacher aimed to fix. What was the intervention and what was your impact? Avoid talking generally about the issues and be more specific relating all of discussion to the problem and context of the intervention.
· The literature review was positive and you provided a list of concepts that we should consider. However  the point of that review is that you show what concepts and theories that you drew on to decide on actions in the intervention. It needs to be a critical consideration of the knowledge you read in the literature that informed your action. It needs to be a substantive section and not disjointed in a number of small paragraphs.
· That review in some parts is much too generalised in content. If you had identified a very clear problem then the literature should be dealing with the knowledge in relation to that problem. It is this critical synthesis that we're looking for. Once you have crystallised the knowledge in a critical assessment you can explain how your actions were informed in the teaching intervention cycle by your reading. Thus demonstrating your reflective capacity as a practitioner. We are not getting a sense of reflection /reflexivity in this report. 
· In a discussion of the literature review you need to be more specific about what you did in the process.
· In Section 4 there's some confusion about the use of Gibbs. Distinguish between what guided you in the teaching intervention cycle and on which you based your report. Gibbs helps you reflect on action, however the teaching intervention cycle is far more proactive. 
· In this section on pedagogic justification the ideas should emerge from your literature review.
· when discussing the actions in the teaching intervention cycle these data be better expressed and discussed in full and not disjointed in a set of listed paragraphs.
The poster needs to be much more about your impact.
In the report on your development as a practitioner you need to outline your development and learning curve since the beginning of the qualification. 

The teaching observations are very good. I didn't spot any reports of CPD.

Overall, a good start and a good basis for your report however and it needs to be much more clarity in the writing a much more critical assessment for a level 7 qualification. 

1. Introduction
This Professional Portfolio 2 is submitted in partial fulfilment of the requirements for the module Advanced Teaching and Assessment in Higher Education (UNHE7008), undertaken as part of the Postgraduate Certificate in Teaching in Higher Education. The portfolio brings together a structured body of evidence demonstrating my engagement with advanced pedagogic practice, critical reflection, and professional development within the context of higher education teaching.	Comment by Mark Flagg: I would remove partial 	Comment by Mark Flagg: It does and also dimension 1 of the advance HE 	Comment by Mark Flagg: you may want to cite a key text where this terminology is used to describe the HE role 
The portfolio comprises several integrated components: a 4,000word reflective report on a complete teaching intervention cycle; a visual and written (500word) poster outlining a second intervention; three teaching observation reports; reflective evaluations of three CPD activities; a summative reflection on my ongoing development as a reflective practitioner with an outline of future developmental needs; and documented evidence of 100 hours of teaching practice. Collectively, these elements showcase both the breadth and depth of my learning throughout the module.	Comment by Mark Flagg: I don't think you need this paragraph - assessors will know 
In presenting this portfolio, I demonstrate clear engagement with all UKPSF Areas of Activity and articulate ways in which my professional practice aligns with the Core Knowledge dimensions and embodies the Professional Values required for effective and inclusive facilitation of learning. Through critical reflection and evidence-informed practice, the portfolio highlights my continuing evolution as an educator committed to enhancing student learning and contributing to high-quality teaching in higher education.	Comment by Mark Flagg: Yes and mention FHEA/Dimension 1 and provide an example of a standard to show you are aware of them and perhaps signpost to the AHE website with a citation. Emphasise PSF2023 







2. Reflective report of a teaching intervention cycle
  
Title: Optimizing Digital Tools for Accessible and Inclusive Online Teaching and Learning for Degree Apprenticeship Program in Supply Chain and Logistics   
    
1. Introduction  
This report outlines a Teaching Intervention Cycle conducted within the Level 4 ‘Introduction to Procurement ACMA 4018’ module, a core component of the Degree Apprenticeship in Supply Chain and Logistics programme under the Engineering department, WISA at UWTSD. Delivered online to distance learners who are in full-time employment, the module faced challenges in ensuring that digital tools used in content delivery, assessment, and engagement were accessible and inclusive for all learners.  	Comment by Mark Flagg: You may want to begin by stating that this report is about how you as a teacher, optimise digital tools. 	Comment by Mark Flagg: When you say the module, but you should see you as a teacher face challenges. Remember, you're providing evidence of what you did
The intervention aimed to enhance the learning experience by aligning the design and delivery of digital tools with the UK Quality Code, QAA guidance on digital learning, the Apprenticeship Delivery Framework, the Equality Act 2010, and the Accessibility Act 2018 and our UWTSD WISA Quality Handbook. It responds to the increasing responsibility of higher education institutions to ensure that all learners—including those with disabilities, neurodivergence, and variable digital access—are fully supported in their online learning environment.  	Comment by Mark Flagg: Say something like, that you intended the intervention to enhance learning experience	Comment by Mark Flagg: Is it possible to provide an extract from those documents and policies?
Once again, I have decided to use Gibbs' Reflective Cycle (developed by Graham Gibbs in 1988 to give structure to learning from experiences) for writing my teaching intervention cycle report required in year 2. It is one of the most famous cyclical models of reflection, which leads us through six stages exploring an experience: description, feelings, evaluation, analysis, conclusion, and action plan. Given its cyclic nature lends itself particularly well to repeated experiences, allowing us to learn and plan from things that either went well or didn’t go well.   	Comment by Mark Flagg: Remove this	Comment by Mark Flagg: A better wording would be. I have structured this report on the reflective process outlined by Gibbs - or as a teaching practitioner, I rely on Gibbs
  
2. Context and Rationale  	Comment by Mark Flagg: Do you mean the problem?
  
Degree Apprenticeship provision under Engineering framework is Welsh Government funded degree program as a part of upskilling program for employed individuals. As a provider of DA degrees, UWTSD has started to offer BSc in Supply Chain and Logistics course since 2023-2024 academic year. This degree consists of 320 credits and apprentices are required to complete a range of different multidisciplinary modules across level 4, level 5 and level 6. ‘Introduction to Procurement’ is one of them. And this is a level 4 module.   
The ‘‘Introduction to Procurement’ module engages a diverse cohort of DA learners, who are  
· Employed full-time in logistics, transport, or supply chain management roles.  
· Some are in entry-level positions, and some are in mid-level positions.  
· Study asynchronously due to shift patterns or irregular work schedules.  
· Come from varied educational, cultural, and socio-economic backgrounds.  
· Have additional needs such as dyslexia, ADHD, etc (though only 1 out of 6 students).  
· Have limited time and potentially limited access to digital resources at work or home  
 Initial feedback from learners via Apprentice Liaison Officer (ALO), coupled with the Digital Learning Team’s reflections and data from previous module evaluations of the same cohort, highlighted some critical issues:  
· Overreliance on long PDF documents and text-heavy slides due to large use of case studies.  
· Absence of captioning in video resources.  
· Non-intuitive navigation in the Virtual Learning Environment (VLE).  
· Low participation in online forums and activities (in Moodle and MS Teams).  
· Lack of anonymity in in-class exercises (as only breakout rooms have been used)  
These issues risked disadvantaging already busy degree apprentices and required a systematic teaching intervention to enhance accessibility and inclusivity.   
Another strong rationale is the legal requirement of ensuring accessibility. In the UK, higher education institutions must adhere to legal requirements for accessibility, primarily under the Equality Act 2010 and the Public Sector Bodies (Websites and Mobile Applications) (No. 2) Accessibility Regulations 2018. The Equality Act mandates "reasonable adjustments" for disabled students, while the 2018 regulations focus on making websites and apps accessible to all.   
  
The University of Wales Trinity Saint David (UWTSD) has undertaken a comprehensive curriculum review to ensure compliance with legal requirements and address broader institutional priorities. This process has involved extensive staff development activities, including training sessions on digital and creative learning, as well as structured development sprints.
A key focus of this initiative is improving accessibility through the implementation of reasonable adjustments. These adjustments encompass modifications to teaching methods, learning materials, and assessment procedures, aimed at removing barriers for students with disabilities. To support this effort, a dedicated Digital Learning Team is actively assisting academic staff in meeting these obligations.
In the context of online delivery for Logistics modules, previous reliance on limited functionalities within MS Teams and Moodle was identified as a constraint. In response, I have enhanced my proficiency in utilizing the full capabilities of these platforms. Furthermore, I am exploring additional tools such as Vevox, H5P, and immersive technologies to promote accessibility and inclusivity within my teaching practice.

3. Literature Review  
I have conducted a literature review to inform my TIC report and have organised it into three distinct sections to enhance readability.  
  
Section 3.1: Accessibility and Inclusivity in Teaching and Learning  
  
3.1.1. The concepts of accessibility and inclusivity in teaching and learning have become increasingly significant in higher education, particularly with the expansion of digital and blended learning environments. Accessibility focuses on removing barriers for students with disabilities and diverse learning needs, while inclusivity aims to create equitable learning experiences for all students, regardless of their background, abilities, or circumstances (Hockings, 2010; Seale, 2014).  
3.1.2. Theoretical Foundations  
The principles of Universal Design for Learning (UDL) are central to accessible and inclusive education. Rose and Meyer (2002) introduced UDL as a framework that encourages the design of flexible learning environments that accommodate individual learning differences. The UDL framework is underpinned by three core principles: providing multiple means of representation, multiple means of engagement, and multiple means of action and expression (CAST, 2018).  
Critical pedagogical perspectives (Freire, 1970) and social justice frameworks (Bell, 1997) also emphasise the importance of recognising systemic inequalities in education and the need to address them through inclusive teaching practices.  
  
3.1.3. Digital Accessibility  
The shift to online and blended learning has amplified the need for accessible digital content and platforms. Al-Azawei et al. (2017) argue that while digital technologies offer new opportunities for inclusion, they can also exacerbate inequalities if not designed with accessibility in mind.  
According to Burgstahler (2015), accessible e-learning should comply with standards such as the Web Content Accessibility Guidelines (WCAG), which provide criteria for designing content that can be perceived, operated, and understood by all users. Tools like screen readers, captioning, and alternative text are common accommodations, but the proactive design of accessible materials remains vital (Kelly et al., 2011).  
  
3.1.4. Inclusive Teaching Practices  
Inclusive teaching extends beyond technical accessibility to encompass pedagogical strategies that foster belonging and participation. Hockings (2010) highlights the importance of recognising student diversity in terms of culture, language, disability, and prior educational experience.  
Inclusive approaches often include:  
· Active learning techniques to engage all learners (Prince, 2004)  
· Culturally responsive pedagogy to affirm diverse identities (Gay, 2010)  
· Flexible assessment methods to allow students to demonstrate learning in varied ways (Waterfield & West, 2006)  
Developing staff awareness and competence is critical. Seale (2014) notes that faculty often lack confidence or training to implement inclusive practices effectively.  
  
3.1.5. Technology to Support Inclusivity  
Emerging technologies can facilitate inclusive learning environments when used thoughtfully. Vevox and other audience response systems, for example, have been shown to increase student engagement, particularly for learners who may be reluctant to participate verbally (Kay & LeSage, 2009). Similarly, immersive technologies, such as virtual and augmented reality, can create more engaging and adaptable learning experiences (Radianti et al., 2020), though there are also concerns about accessibility for students with sensory impairments.  
  
3.1.6. Institutional and Policy Contexts:  
Institutional commitment is vital for sustaining accessible and inclusive practices. Policies, such as the UK’s Equality Act 2010, mandate reasonable adjustments for students with disabilities. However, Seale (2013) argues that compliance-based approaches are insufficient; instead, a cultural shift towards embedding accessibility in curriculum design is needed.  
Academic development programmes play an important role in supporting staff to adopt inclusive practices (Gravestock & Healey, 2008). Recent literature also stresses the importance of co-designing modules with students to ensure that diverse needs are met (Hitch et al., 2016).  
  
3.1.7. Challenges and Future Directions:  
Despite increased awareness, significant barriers remain. Time constraints, heavy workloads, and limited institutional resources often hinder progress (Seale, 2014; Moriña, 2017). Additionally, research points to the digital divide: students from disadvantaged backgrounds may face difficulties accessing the necessary technology or stable internet connections for online learning (Brown & Park, 2016).  
Future research calls for:  
· More empirical studies on the impact of inclusive technologies  
· Greater student involvement in the design of accessible curricula  
· Development of robust staff training initiatives (Thomas & May, 2010; Moriña, 2017)  
  
3.1.8. Conclusion:   
Accessible and inclusive teaching and learning are essential for creating equitable educational environments in the 21st century. While frameworks such as UDL provide valuable guidance, meaningful change depends on a combination of pedagogical, technological, and institutional strategies. Continued research and practice must address the evolving needs of increasingly diverse student populations.  	Comment by Mark Flagg: In it's current format the lit review does not meet the standards required, since a. it does not synthesise the knowledge into critical discussion, b. it does not relate to the 'problem' which as I stated earlier needs to be very clearly set out - specifically stated as a problem that you identified and intervened to bring about an outcome 
  
Section: 3.2 Optimizing Digital Tools for Accessible and Inclusive Online Classes  
3.2.1. Introduction:  
The rapid expansion of online and blended learning has brought UWTSD’s renewed attention to the role of digital tools in creating accessible and inclusive educational experiences. While digital technologies can offer flexibility and personalization, their effective use requires intentional design and implementation to ensure that all students, including those with diverse needs and backgrounds, are able to participate fully (Al-Azawei et al., 2017; Seale, 2014).  
  
3.2.2. Theoretical Frameworks  
Universal Design for Learning (UDL) is widely recognised as a foundational framework for designing accessible and inclusive digital learning environments. UDL encourages educators to provide multiple means of engagement, representation, and expression (CAST, 2018; Rose & Meyer, 2002). Applying UDL principles to digital tools requires educators to consider how technologies can reduce barriers rather than create new ones (Roberts et al., 2011).  
Inclusive pedagogy further emphasises the social and cultural dimensions of accessibility, highlighting the need to design learning that values student diversity and fosters a sense of belonging (Hockings, 2010; Moriña, 2017).  
  
3.2.3. Optimising Digital Platforms for Accessibility  
The accessibility of digital learning platforms such as learning management systems (LMS) and virtual learning environments (VLEs) is a recurring theme in the literature. Burgstahler (2015) stresses that platforms must comply with accessibility standards, such as the Web Content Accessibility Guidelines (WCAG). Tools within platforms — including discussion boards, assignment submissions, and quizzes — must be designed to be navigable by screen readers and accessible to students with sensory, cognitive, or physical impairments (Kelly et al., 2011).  
However, research shows that many instructors only partially utilise the capabilities of these tools. Al-Azawei et al. (2017) found that limited staff digital literacy can hinder the effective implementation of accessible features. Optimising digital tools therefore depends not only on platform design but also on staff training and institutional support (Seale, 2014).  
  
3.2.4. Tools and Strategies for Inclusivity  
Beyond basic accessibility, inclusive use of digital tools can promote active engagement and equitable participation. For example, our use of synchronous tools such as Microsoft Teams or Zoom can be optimised through features like live captioning, whiteboards, chat functions, and breakout rooms, which can accommodate diverse communication preferences (Kent et al., 2018). Audience response systems, such as Vevox, can encourage anonymous participation, helping students who may be hesitant to speak aloud (Kay & LeSage, 2009).  
Moodle and other LMS platforms can support inclusivity through flexible content delivery, allowing materials to be offered in multiple formats (e.g., text, audio, video) to cater to different learning preferences (Seale, 2013). Video lectures can be made more inclusive through accurate captioning, transcripts, and downloadable resources (Kirkwood & Price, 2014).  
Emerging technologies, such as immersive virtual reality (VR) and augmented reality (AR), show promise in creating engaging, inclusive environments (Radianti et al., 2020). However, scholars caution that these tools must be critically evaluated for their accessibility and usability, as they may present challenges for students with visual or physical disabilities (Smith et al., 2022).  
  
3.2.5. Barriers and Enablers  
Despite the availability of accessible technologies, several barriers persist. Seale (2014) identifies factors such as lack of awareness, insufficient training, and time constraints as common obstacles to optimising digital tools for inclusivity. Moriña (2017) adds that the burden often falls disproportionately on individual educators, highlighting the need for institutional policies and support structures.  
Conversely, effective professional development and communities of practice have been shown to enhance staff confidence and competence in using digital tools inclusively (Gravestock & Healey, 2008). Co-designing learning activities with students can also help identify and address potential barriers in advance (Hitch et al., 2016).  
  
3.2.6. The Role of Institutional Policy  
Institutional and national policies play an important role in supporting inclusive digital learning environments. In the UK, the Equality Act 2010 obliges institutions to make reasonable adjustments for students with disabilities. However, Seale (2013) argues that compliance alone is insufficient; institutions must embed accessibility into the culture of curriculum design and quality assurance processes.  
  
3.2.7. Future Directions  
The literature suggests several areas for further development:  
· Enhanced staff training focused on both technical and pedagogical aspects of digital accessibility (Thomas & May, 2010)  
· Greater student involvement in the design and evaluation of digital tools (Hitch et al., 2016)  
· Empirical research on the impact of emerging technologies on diverse student groups (Radianti et al., 2020)  
· Sustainable institutional strategies that balance innovation with inclusivity and accessibility (Moriña, 2017).  
  
3.2.8. Conclusion  
Optimising digital tools for accessible and inclusive online classes requires an integrated approach that combines sound pedagogical design, thoughtful use of technology, and robust institutional support. While frameworks such as UDL provide valuable guidance, the realisation of genuinely inclusive online learning depends on the commitment of educators, support teams, and institutional leaders alike.  
  
  
Section: 3: Curriculum Review undertaken by UWTSD  
The University of Wales Trinity Saint David (UWTSD) implemented a comprehensive curriculum review to enhance accessibility, inclusivity, and employability across programmes. This initiative involved four structured training sessions under Curriculum Review Stage 2 (CRST2)—Engineering Mechanical Training 1–4—followed by two discipline-specific sprint workshops: Mechanical Sprints and Logistics Sprints. Dedicated Moodle spaces facilitated post-training engagement, with discipline-specific resources secured through group-based access.
3.3.1 Training Sessions Overview	Comment by Mark Flagg: what is your role in this?
Each training session addressed distinct thematic areas. Session 1 focused on Quality and Employability, requiring completion of baseline and final surveys, review of QAA benchmarks, graduate outcomes, enterprise resources, and interactive exercises on Welsh language and employability. Session 2 emphasised Inclusivity and Sustainability, incorporating materials on decolonisation, belonging, Universal Design for Learning (UDL), Education for Sustainable Development (ESD), and inclusivity frameworks. Session 3 addressed Digital Accessibility and Internationalisation, including accessibility exercises, international mobility resources, and support for global learners. Session 4 concentrated on Assessment and Resource Provision, covering scaffolding strategies, library and JISC tools, and smart resource allocation.
  
3.3.2 Sprint Workshops
Sprint sessions operationalised these principles through collaborative activities on student journey mapping, module mapping, and task sequencing. Student journey mapping provided a structured approach to visualising learner experiences, identifying critical touchpoints, and diagnosing pain points to inform evidence-based improvements. Supporting resources included demographic-based mock profiles, reflective prompts, and exemplar videos to guide programme-level analysis. Module mapping and task planning exercises facilitated systematic organisation of curriculum components, ensuring alignment with inclusivity and employability objectives.

Outcome: Collectively, these activities represent a strategic, research-informed approach to curriculum enhancement, embedding inclusivity, accessibility, sustainability, and global perspectives within programme design. This iterative process shaped my commitment to fostering an inclusive, future-oriented educational environment.

  
4. My Teaching Intervention Cycle: Action Plan  
My teaching intervention cycle report revolved around Gibbs' Reflective Cycle, and it has been discussed by highlighting all the interlinked stages separately below.  	Comment by Mark Flagg: Gibbs is a reflective cycle not a TIC ? and it isn't the report but the TIC we want to read about 
   
1. Diagnosis (Identify)  
At the beginning of the semester (January 2025), I diagnosed barriers to learning by triangulating a pre-module accessibility/digital confidence survey, VLE interaction analytics via the apprenticeship liaison process, prior module evaluation data, and student/ALO focus groups. The evidence indicated: the need for structured, chunked content (reported by 70% of neurodivergent students); navigation difficulties (57%); missing captions/transcripts (38%); limited screen- reader compatibility (29%); preference for audio resources (26%); low psychological safety linked to non-anonymous participation; and asynchronous forum activity below 25%  (A5, K5, V3). 
Interpreting these findings through UDL, barriers were primarily environmental (design of platforms/materials) rather than learner deficits; UDL 3.0 recommends multiple means of engagement, representation and action/expression, including options for perception (captions, transcripts), language and symbols, and graduated supports for fluency (CAST, 2024). (V1, V2). Proactively addressing these barriers responds to the Public Sector Equality Duty and the Equality Act 2010 requirement for reasonable adjustments, which applies to HE providers (EHRC, 2015; Equality Act 2010).  

[image: ]  
2. Design (Plan)  
Objectives: 
Objectives that I kept in my mind while designing the intervention were: 1) Ensure all digital learning materials are accessible; 2) Improve VLE navigation and content organisation; 3) Offer multimodal resources; 4) Increase participation through anonymous channels; 5) Enhance asynchronous engagement; 6) Undertake targeted CPD on inclusive digital pedagogy.  
Pedagogical justification:  
The intervention was designed using constructive alignment, ensuring intended learning outcomes (ILOs) drive the choice of learning activities and assessment tasks, creating coherence and validity (Biggs, 1996; Biggs & Tang, 2007). Accessibility choices were guided by UDL Guidelines 3.0 (e.g., support for perception, language, communication; fostering belonging and collaboration) and by legal obligations to prevent discrimination and make reasonable adjustments (CAST, 2024; EHRC, 2015). To raise engagement and attainment, I embedded active learning (interactive polls, collaborative whiteboards) and assessment for learning (AfL) principles (frequent formative practice and feedback), given strong meta-analytic and review evidence of improved achievement and reduced failure rates (Freeman et al., 2014; Black & Wiliam, 1998). The intended alignment with FHEQ level descriptors further ensured appropriate cognitive challenge and outcomes assessment fit (QAA, 2024).  
(especially V5 collaboration with students/ALOs).  (A1, A3, A4, A5; K1–K5; V1–V5).	Comment by Mark Flagg: If this is a TIC the actions need to be much more significant -explaining your impact 	Comment by Mark Flagg: this is a concept that should be discussed in the lit review 
Planned actions:  
· Accessibility audit using institutional/Microsoft tools; caption/transcribe all videos; convert PDFs to semantic HTML where feasible—anticipatory adjustments consistent with UDL and legal duties (CAST, 2024; EHRC, 2015).  
· Weekly structure with predictable sections (Overview → Resources → Activities → Reflection → Assessment), visual signposting and colour contrast compliance—reducing extraneous cognitive load and supporting alignment (Biggs, 1996; CAST, 2024).  
· Anonymous polling (e.g., Vevox) and interactive tools (Teams Whiteboard, H5P) to increase psychological safety and participation (Freeman et al., 2014).  
· Assessment modality equivalence (e.g., audio presentation/infographic was matched to ILOs) to support inclusion while maintaining standards (QAA, 2024; Black & Wiliam, 1998). 
· Language/induction supports (Procurement Glossary; Digital Study Support Guide) targeting apprentices and English as an additional language learners (CAST, 2024).  
· CPD on inclusive online teaching and accessible assessment (EHRC, 2015).  
[image: ]  
3. Action (Implement)  
The intervention ran for ten weeks (January–April 2025), phased to scaffold orientation, practice, and feedback.  
Weeks 1–2: VLE redesign and orientation:  
All content was restructured into consistent weekly learning units with accessible iconography and colour contrast; a welcome video launched with captions and BSL interpretation; the Digital Study Support Guide and Procurement Glossary were released to support disciplinary discourse and independent study. These decisions enact UDL’s representation and engagement guidelines and provide a foundation for constructive alignment (CAST, 2024; Biggs, 1996). (A1, A4, K2–K4, V1–V2).  
Weeks 3–5: Content enhancement:  
Eighty per cent of PDFs were converted to screen reader-friendly formats; short (≤10 minute) video explainers with captions/transcripts were produced; H5P activities (drag and drop, MCQs, fill in the blank) were embedded to enable formative practice and immediate feedback (Black & Wiliam, 1998; CAST, 2024).  (A2, A3, K2, K4, K5).  
Weeks 6–8: Engagement tools and assessment support:  
Anonymous polling supported case study reflection; practice submission links and an accessible submission checklist were offered; live support was scheduled outside working hours and recorded with captions, mindful of apprenticeship work patterns (Freeman et al., 2014).  (A2, A3, A4, V1–V5).  
Weeks 9–10: Feedback and final support: 
Anonymous exit surveys and optional one to one interviews captured learners’ experiences; drop-in formative feedback sessions preceded final assessments—anchoring AfL cycles and strengthening feedback literacy (Black & Wiliam, 1998; Advance HE, 2023).  (A3, A5, K5, V3–V5).  
  
4. Observation (Monitor Impact)  
Quantitative indicators: 
Compared to the previous module of the same cohort, VLE engagement increased by 80%; Moodle Forum participation rose from 25% to 68% midsemester; 50% of video views used captions; and average assessment grades improved by 30%. These gains align with the literature: active learning classes yield higher exam performance and lower failure odds than traditional lecturing, and AfL strategies improve achievement when feedback is used to adjust teaching and learner approaches (Freeman et al., 2014; Black & Wiliam, 1998).  (A3, A5, K5, V3–V5). 
Qualitative indicators:  
Student comments praised captions for review, anonymous exercises for confidence, and weekly chunking for workload management—outcomes predicted by UDL (barrier reduction and choice) and constructive alignment (clarity of outcomes activity assessment fit) (CAST, 2024; Biggs, 1996).  (A5, K5, V3) (systematic evaluation, to inform enhancement).  
  
5. Reflection (Analyse and Reflect)  
What worked and why:
A structured weekly architecture appears to have reduced extraneous cognitive load and supported self-regulation, while aligning activities closely to ILOs (constructive alignment) (Biggs, 1996; Biggs & Tang, 2007). Multimodal content—recorded sessions, captions, transcripts, audio summaries, interactive practices—enacted UDL principles and served apprentices’ varied schedules and devices. Frequent formative opportunities strengthened feedback loops, improving confidence and attainment (CAST, 2024; Black & Wiliam, 1998).  (A1–A3, K2–K4, V1–V3).  
What needs strengthening:  
End to end captioning and accessibility checks were time-consuming, indicating a need for automation and shared repositories, as well as clearer workflows—issues best addressed through collaborative enhancement (V5) (Advance HE, 2023; EHRC, 2015). A minority of learners required onboarding to polling/H5P, suggesting microlearning resources to build digital fluency—consistent with UDL’s Action & Expression graduated support (CAST, 2024). (A4–A5, K4–K5, V5).  
Professional learning: 
Key insights include: small design changes (predictable layouts, chunked reading, captions) yield substantial accessibility and engagement gains; accessibility must be designed in from the outset, not retrofitted—both a legal requirement and a pedagogical imperative; and mobile friendly, low bandwidth options are essential in apprenticeship contexts (EHRC, 2015; QAA, 2024). (A5, V3–V5).  
  
6. Revision (Next Steps)  
To sustain and scale impact, the next cycle will:  
1. Automate accessibility checks via an institutional dashboard and routine audits, embedding anticipatory adjustments across modules—aligning with Equality Act duties and (V1-V2) (EHRC, 2015; Equality Act 2010).  
2. Mandate inclusive design criteria in curriculum validation for apprenticeship modules, ensuring FHEQ alignment and assessment equivalence where appropriate (QAA, 2024).  
3. Provide microlearning videos onboarding students to Vevox/H5P/Teams, building fluency and agency (CAST, 2024; Freeman et al., 2014).  
4. Offer post assessment debriefs to deepen feedback literacy and support Kolb’s cycle (reflection → abstract conceptualisation → active experimentation) for future tasks (Kolb, 2015; Black & Wiliam, 1998).  
5. Cocreate resources with students/ALOs (e.g., glossary updates, student led podcasts) to enhance belonging and authenticity, evidencing V5 collaboration (CAST, 2024).  
6. Schedule formal mid-module check-ins using learning analytics and pulse surveys to surface needs early and iterate practice (K5, A5) (QAA, 2024).  	Comment by Mark Flagg: the report needs to be written up - it is far too disjointed 
  
9. Conclusion  
The process of optimising digital tools for online teaching is akin to running a marathon, and I have embarked on this journey at a gradual yet steady pace. This undertaking is particularly challenging given the substantial teaching workload assigned. Developing new modules and revising existing ones now demands considerable time and effort. The academic development team at UWTSD recognises these challenges and is supportive of a measured approach, which makes the process more manageable. Our goal is to fully optimise the use of digital tools across all level 4 modules for the forthcoming academic year.  
This teaching intervention cycle demonstrated that optimising digital tools to enhance accessibility and inclusivity can significantly improve engagement, satisfaction, and academic performance for Level 4 distance learners in Logistics-apprenticeship programmes. By embedding inclusive pedagogy and UDL principles into digital delivery, we can better meet the needs of diverse learners and ensure equity in higher education, particularly in vocationally grounded subjects like logistics management.  
The cycle reinforced the importance of proactive design, co-creation with learners, and reflective teaching practice in the ongoing enhancement of the student learning experience.  
  
 











3. Reflective teaching intervention cycle in the form of a poster
[image: ]

4. Reports of three teaching observations


In accordance with the requirements of the PGCERTHE Module 2 (UNHE7008), I have collected three teaching observation reports. These include observations conducted by Dr Kerry Tudor, Dr Irina Neaga, and Dr Mohamed Gabr. Each observation was undertaken by an expert peer observer holding a Fellowship of the Higher Education Academy (FHEA).
The reports are presented below, followed by the Course Member’s Notes and Observations.


4.1 Observation of teaching by Dr Kerry Tudor (Expert peer observer)


Appendix B
PGCert tHE OBSERVATION FORM 
 
[image: ]
	Details of the Observation 
	 

	Observee
 
	Dr Moutushi Tanha

	Practice Advisor / Expert peer observer
 
	Dr Kerry Tudor

	Date of the Observation 
 
	14/10/2025

	Campus / Location 
 
	IQ 001, Swansea Campus

	Date, Time, Duration
 
	1 pm – 3.30 pm

	Subject Speciality 
 
	Finance Management (BSC in Engineering Management)

	Type of activity 
 
	Lecture (Face to Face)

	This observation will contribute to the participant’s portfolio of evidence to satisfy the assessment of the PGCert tHE and should be undertaken by an experienced academic colleague or professional colleague. Observation by a fellow participant on the programme is not permissible as a means of authenticating practice.


 
	 Teaching/Support preparation [A1: Design and plan learning activities]
i.e. Preparation, selection and organisation of content.  Choice of teaching/learning methods. 

	 Comments 
The session demonstrated clear preparation through the inclusion of learning outcomes at the start of the presentation, ensuring students understood what the session would cover. The lecturer also provided a detailed lesson plan in advance, showing thoughtful consideration of how learning activities would progress. Sharing the plan with the students during the session helped them see how each element linked to the relevant KSBs and their final assignment, supporting a coherent learning experience. 
The session primarily used a traditional ‘chalk and talk’ approach supplemented with Q&A . While this method provided structure, the small group size offered an opportunity to trial additional teaching and learning strategies that could have enhanced engagement and supported different learning preferences. 
Real-life examples were incorporated throughout, demonstrating purposeful content selection; however, many were dated and presented through text-heavy slides. This limited potential impact of the examples. Presenting these in a more interactive or visually engaging way would have strengthened the effectiveness of the chosen teaching methods and improved student engagement, potentially video clips from news reports could have been used to vary the delivery types.

	 Teaching   [A2: Teach and/or support learning.]
i.e. Beginning class, introduction, continuity with other sessions, students’ prior knowledge.  Clarity of presentation.  Pace.  Attitude to the subject matter.  Use of appropriate reinforcement.  Ending the session – summary, future work etc. Technique and Aids:  General apparatus – board, data projector, use of handouts. Was effective communication achieved?  Was there good student–teacher rapport?  Were the aims/outcomes achieved?  Appropriateness of teaching/learning methods. 

	  Comments 
The session began in a positive and welcoming manner, with the lecturer engaging the small group of five Level 4 Supply Chain and Logistics Degree Apprenticeship students in light conversation before introducing the purpose of the observation. This helped establish rapport and create a comfortable learning environment. The lecturer also made effective links to previous sessions, reinforcing earlier terminology to check and consolidate prior knowledge. New terminology was introduced with clear explanations, acknowledging that even commonly used terms may require contextual clarification for learners at this level of the programme.
The presentation of content was generally clear and well organised. The slides were visually well designed, making good use of text and layout to support comprehension. Real-life examples were incorporated to enhance relevance, though some were dated and occasionally delivered through reading directly from text-heavy slides, which reduced their impact. Nonetheless, the lecturer’s enthusiasm for the subject matter was evident throughout.
Teaching methods were appropriate for the level of the module, and the use of examples, graphs, and textbook-based material supported understanding. Referring students explicitly to the relevant reading would have strengthened the connection to independent study. Communication with students was effective, and the atmosphere reflected mutual respect and a supportive approach to learning. Overall, the session met its intended outcomes, with clear explanations, reinforcement of key concepts, and a structured flow that aligned well with the module’s ongoing development.

	 Effective Learning Environments [A4:Develop effective learning environments and approaches to student support and guidance.] 
i.e 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.

	Comments 
From the outset, the learning environment felt positive and inclusive, with students readily engaging in the lecturer’s questions. Although one student naturally took on a spokesperson role, contributions were still shared across the group, indicating that learners felt comfortable participating. Students demonstrated a willingness to complete class activities, and the lecturer maintained a supportive attitude throughout. Providing worked examples as handouts in future could further assist learners by reducing the need to copy information from slides, helping to minimise errors and offering a valuable resource for later revision.
The inclusion of real-life JIT examples helped sustain interest and strengthened the relevance of the material. Around the 75-minute point, some students appeared to lose focus and low-level chatter emerged. Despite this, the lecturer managed the situation calmly and professionally, maintaining a positive atmosphere without disrupting the flow of the session. This approach allowed the temporary distraction to pass, and students subsequently re-engaged with the content.
Overall, the lecturer demonstrated an awareness of the group dynamic and responded in a way that preserved a supportive and effective learning environment, encouraging participation and maintaining mutual respect.
 

	Assessment [A3: Assess and give learners feedback] 
i.e Formative/summative assessment examples , Question and answer technique.  Other evaluation procedures, class management, instructions to students.

	Comments 
Students were given adequate time to work through the in-class examples, providing a valuable opportunity for formative assessment. As the lecturer moved around the room, she checked on individual progress and offered support when needed. Rather than providing direct answers, she used guided questioning to help students arrive at solutions independently, promoting deeper understanding and self-assessment.
Instructions were generally clear, and the lecturer made effective use of questioning throughout the session to gauge students’ grasp of key concepts. This ongoing dialogue allowed her to identify areas where learners required further clarification, demonstrating an approach to assessment that was both supportive and responsive to student needs.
While it was evident that using in-class examples is a regular feature of these sessions and that collecting them was expected, it was not clear whether students later received feedback on their work or whether these tasks were returned to them to support revision or assignment preparation.

	Core Knowledge  
· Subject knowledge 
· Teaching methods 
· Student learning
· Learning technologies  
· Evaluation 
· Teaching effectiveness
· Quality assurance 

	Comments 
The lecturer demonstrated solid subject knowledge, using relevant examples and clear explanations to support students’ understanding of key concepts. Teaching methods were generally appropriate for the level of study, combining direct instruction with questioning and guided problem-solving to check learning. Students appeared comfortable engaging in discussions and class activities, and the lecturer showed awareness of their prior knowledge by reinforcing earlier terminology and providing clarification when introducing new terms.
Opportunities remain to enhance engagement by reducing text-heavy materials and incorporating more interactive or contemporary examples. Evaluation of learning took place through questioning and observation during in-class exercises, students received follow-up feedback on collected work to support their ongoing development.
Overall teaching effectiveness was supported by the lecturer’s calm management of the classroom environment, her ability to maintain rapport, and the structured organisation of the session. Continued development of feedback practices and the use of varied teaching approaches would further strengthen the learning experience and align well with quality assurance expectations.

	Professional values
· Respect for learners 
· Promote participation
· Evidence informed approaches 
· Wider context of HE

	 Comments 
While the lecturer demonstrated clear respect for the learner, acknowledging their professional roles and valuing the experience they brought from their workplace, student participation was somewhat limited, with the same individuals answering most questions. Greater encouragement for wider engagement would have helped promote more inclusive participation and supported a broader range of learner voices. 
Although examples were used effectively, the learning experience could have been further strengthened by working through some of these examples interactively on the board or laptop, rather than simply displaying the final answers. This more active, evidence-informed approach would better reflect contemporary expectations within the wider context of higher education and support deeper student involvement in the learning process.

	Examples of good practice: 
· Encouraging students to complete cash-flow model examples and collecting their work provided a valuable opportunity for practice and formative assessment.
· The use of bold text on slides enhanced clarity and helped draw attention to key information.
· Prompting Degree Apprentices to reflect on how the concepts applied within their own organisations effectively supported workplace relevance and deeper understanding.
Action points: 
· Consider incorporating more interactive delivery methods.
· Provide printed or digital handouts for in-class examples to support accuracy, reduce copying errors, and aid later revision.
· Given the 2.5-hour session length, increase break time from 5 minutes to 10 minutes to make it effective.
 

	 
 
Observer ……K. Tudor…...................                                                                         Date  14/11/25
 
 
Observee  ...Moutushi Tanha..........                                                                         Date  14/11/25
 
PGCert PARTICIPANTS
On completion of the peer observation reports for each module, compose a short reflective paragraph on your observation experiences for inclusion in your portfolio along with the observation sheets.
 


 
 
 
Course Member’s Notes and Observation:
After my post-session discussion with my observer, I have noted the following points: I found the observer’s feedback valuable for reflecting on my teaching. The comments provided were insightful and helpful. 
Reflecting on student engagement and learning effectiveness, and in alignment with Area of Activity A2 (Teach and/or support learning) and Core Knowledge K2 (Appropriate methods for teaching and learning), I will purposefully integrate a broader range of interactive delivery methods to promote active learning and sustain engagement throughout teaching sessions.
To enhance learning support in accordance with Area of Activity A4 (Develop effective learning environments and approaches to student support) and Professional Value V1 (Respect individual learners and diverse learning communities), I will systematically provide printed or digital handouts for in-class examples. This strategy will support accuracy during learning activities, reduce transcription errors, and facilitate more effective post-session revision.
Recognising the cognitive demands of extended teaching sessions, and aligned with Professional Value V4 (Acknowledge the wider context in which higher education operates), I will strategically adjust session structure by increasing scheduled break time from five to ten minutes in 2.5-hour sessions. This change aims to support student wellbeing, maintain concentration, and optimise overall learning effectiveness.
 






















4.2 Observation of teaching by Dr Irina Neaga (Expert peer observer)

Appendix B
PGCert tHE OBSERVATION FORM 
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	Details of the Observation 
	 

	Observee
 
	Dr Moutushi Tanha

	Practice Advisor / Expert peer observer
 
	Dr Irina Neaga

	Date of the Observation 
 
	12/11/2025

	Campus / Location 
 
	Online

	Date, Time, Duration
 
	9am – 12.00 am

	Subject Speciality 
 
	Business Planning (BSC in Supply Chain & Logistics)

	Type of activity 
 
	Lecture

	This observation will contribute to the participant’s portfolio of evidence to satisfy the assessment of the PGCert tHE and should be undertaken by an experienced academic colleague or professional colleague. Observation by a fellow participant on the programme is not permissible as a means of authenticating practice.


 
	 Teaching/Support preparation [A1: Design and plan learning activities]
i.e. Preparation, selection and organisation of content.  Choice of teaching/learning methods. 

	 Comments 
The session was well-prepared with clear learning outcomes aligned to the module objectives. The content was logically structured, and relevant case studies were selected to illustrate key concepts in supply chain and logistics. The choice of teaching methods (lecture combined with interactive Q&A) was appropriate for the topic and audience.

	 Teaching   [A2: Teach and/or support learning.]
i.e. Beginning class, introduction, continuity with other sessions, students’ prior knowledge.  Clarity of presentation.  Pace.  Attitude to the subject matter.  Use of appropriate reinforcement.  Ending the session – summary, future work etc. Technique and Aids:  General apparatus – board, data projector, use of handouts. Was effective communication achieved?  Was there good student–teacher rapport?  Were the aims/outcomes achieved?  Appropriateness of teaching/learning methods. 

	  Comments 
The lecture began with a concise introduction and clear explanation of the session’s aims. The pace was steady, and transitions between topics were smooth. The use of slides was effective, with visuals supporting the verbal explanation. Communication was clear, and the lecturer demonstrated enthusiasm for the subject. Student engagement was encouraged through targeted questions, and the session concluded with a summary and guidance for further reading.

	 Effective Learning Environments [A4:Develop effective learning environments and approaches to student support and guidance.] 
i.e 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.

	Comments 
The online class environment was managed effectively, with clear instructions for participation. Students appeared attentive and engaged, responding positively to prompts. The lecturer created an inclusive atmosphere by acknowledging contributions and encouraging discussion. Potential learning challenges were addressed promptly, and support was offered for students requiring clarification.

	Assessment [A3: Assess and give learners feedback] 
i.e Formative/summative assessment examples , Question and answer technique.  Other evaluation procedures, class management, instructions to students005C.

	Comments 
Formative assessment was integrated through questioning during the session, allowing the lecturer to gauge understanding and provide immediate feedback. Questions were open-ended and encouraged critical thinking. Clear instructions were given for follow-up tasks, ensuring students understood expectations.

	Core Knowledge  
· Subject knowledge 
· Teaching methods 
· Student learning
· Learning technologies  
· Evaluation 
· Teaching effectiveness
· Quality assurance 

	Comments 
Moutushi demonstrated strong subject knowledge and familiarity with current trends in supply chain and logistics. Teaching methods were varied and appropriate for the online format. Learning technologies (e.g., presentation tools and chat features) were used effectively. The session reflected awareness of quality assurance principles and commitment to continuous improvement.

	Professional values
· Respect for learners 
· Promote participation
· Evidence informed approaches 
· Wider context of HE

	 Comments 
Respect for learners was evident throughout the session. Moutushi promoted active participation and adopted an evidence-informed approach, referencing recent research and industry practices. The wider context of higher education was acknowledged through discussion of global supply chain challenges.

	 
Examples of good practice: 
- Clear articulation of learning outcomes at the start.
 - Effective use of real-world Supply Chain and Logistics examples to contextualise and demonstrate theory.
 - Encouragement of student interaction in an online setting.
 
Action points: 

- Explore other varieties of digital teaching tools (e.g., Podcast, NotebookLM, H5P) to enhance interactivity and engagement.
 

 

	 
Observer …                                                                                                                  Date  24/11/25
 
 
Observee  .........Moutushi Tanha...........                                                              Date  24/11/25
 
 
PGCert PARTICIPANTS
On completion of the peer observation reports for each module, compose a short reflective paragraph on your observation experiences for inclusion in your portfolio along with the observation sheets.
 


 
Course Member’s Notes and Observation:
After my post-session discussion with my observer, I have noted the following points: I found the observer’s feedback valuable for reflecting on my teaching. The comments provided were insightful and helpful. 
 
In alignment with Area of Activity A1 (Design and plan learning activities) and A4 (Develop effective learning environments and approaches to student support), and informed by evidence on digital pedagogy and student engagement, I will explore and selectively integrate a wider range of digital teaching tools, such as podcasts, NotebookLM, and H5P. The use of these technologies will be guided by pedagogic purpose rather than novelty, with a focus on supporting active learning, formative feedback, and student autonomy.
In accordance with Core Knowledge K4 (The use and value of appropriate learning technologies) and Professional Value V3 (Use evidence-informed approaches and the outcomes from research, scholarship, and continuing professional development), this approach aims to enhance accessibility, accommodate diverse learning preferences, and improve student engagement and learning outcomes within digital and blended learning contexts.
 
 






























4.3 Observation of teaching by Dr Mohamed Gabr (Expert peer observer) 


Appendix B
PGCert tHE OBSERVATION FORM 
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	Details of the Observation 
	 

	Observee
 
	Dr Moutushi Tanha

	Practice Advisor / Expert peer observer
 
	Dr Mohamed Gabr 

	Date of the Observation 
 
	11/12/2025

	Campus / Location 
 
	Online

	Date, Time, Duration
 
	1 pm – 4 pm

	Subject Speciality 
 
	Finance Management (BSC in Supply Chain & Logistics)

	Type of activity 
 
	Lecture

	This observation will contribute to the participant’s portfolio of evidence to satisfy the assessment of the PGCert tHE and should be undertaken by an experienced academic colleague or professional colleague. Observation by a fellow participant on the programme is not permissible as a means of authenticating practice.


 
	 Teaching/Support preparation [A1: Design and plan learning activities]
i.e. Preparation, selection and organisation of content.  Choice of teaching/learning methods. 

	 Comments 
The session was clearly well prepared, with learning outcomes explicitly stated at the beginning and revisited through the structure of the lecture. Content was logically sequenced, moving from foundational concepts (financial statements and their purpose) to more applied analytical tools (ratio analysis and working capital management). The choice of teaching methods was appropriate for an online lecture, combining explanation, visual examples from published company reports, and guided numerical exercises. The use of a real-world company example (Jackson PLC) strengthened relevance and helped contextualise abstract financial concepts. Overall, preparation demonstrated strong subject organisation and alignment with programme and assessment requirements.

	 Teaching   [A2: Teach and/or support learning.]
i.e. Beginning class, introduction, continuity with other sessions, students’ prior knowledge.  Clarity of presentation.  Pace.  Attitude to the subject matter.  Use of appropriate reinforcement.  Ending the session – summary, future work etc. Technique and Aids:  General apparatus – board, data projector, use of handouts. Was effective communication achieved?  Was there good student–teacher rapport?  Were the aims/outcomes achieved?  Appropriateness of teaching/learning methods. 

	Comments 
The session began with a clear introduction, linking the topic to previous learning and outlining how it contributes to students’ assessment and professional skills. Explanations were thorough and supportive, with frequent reinforcement of key terms such as assets, liabilities, equity, liquidity, and working capital. The pace was generally appropriate for a mixed-ability cohort, allowing students time to follow calculations and ask questions.
Despite the inherent challenges of online delivery, Dr Moutushi maintained a positive and enthusiastic attitude towards the subject, which supported student engagement. The use of screen sharing and worked examples enabled effective communication of complex financial ratios. Student–teacher rapport was evident through regular checking of understanding and encouragement of participation. The session concluded with applied tasks, reinforcing learning outcomes and preparing students for independent practice.

	Effective Learning Environments [A4:Develop effective learning environments and approaches to student support and guidance.] 
i.e 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.

	Comments 
A supportive and inclusive learning environment was established despite the online setting. Students were encouraged to participate through questioning and breakout room activities, which helped sustain attention and interaction over a long session. When minor challenges arose—such as students needing clarification on figures or navigation of Moodle resources, these were addressed calmly and clearly.
Dr Moutushi demonstrated awareness of individual learning needs by repeating explanations where necessary and allowing students time to work through calculations collaboratively. The respectful and patient approach towards students contributed to a positive learning atmosphere and helped overcome common online barriers such as reduced confidence and hesitation to speak.

	Assessment [A3: Assess and give learners feedback] 
i.e Formative/summative assessment examples , Question and answer technique.  Other evaluation procedures, class management, instructions to students005C.

	Comments 
Formative assessment was embedded effectively through questioning, live calculation tasks, and discussion of ratio results. Students were guided step-by-step through identifying relevant data before applying formulas, which supported learning accuracy and confidence. Feedback was immediate and constructive, correcting misunderstandings while reinforcing correct approaches. Instructions for tasks were clear, and students were supported in linking class activities directly to assessment expectations.

	Core Knowledge  
· Subject knowledge 
· Teaching methods 
· Student learning
· Learning technologies  
· Evaluation 
· Teaching effectiveness
· Quality assurance 

	Comments 
Dr Moutushi demonstrated strong subject knowledge in financial accounting and ratio analysis, with clear explanations tailored to a non-specialist cohort. Teaching methods were appropriate to the content and learning context, particularly the use of real company data and applied examples. Learning technologies (online platform, screen sharing, Moodle resources) were used effectively to support understanding. Ongoing checking of student understanding allowed informal evaluation of learning, and the overall teaching effectiveness was strong. The session aligned well with quality assurance expectations for clarity, relevance, and assessment linkage.

	Professional values
· Respect for learners 
· Promote participation
· Evidence informed approaches 
· Wider context of HE

	 Comments 
Throughout the session, Dr Moutushi demonstrated respect for learners and promoted inclusive participation. Students were encouraged to ask questions and contribute without fear of judgement. The lecture reflected evidence-informed practice through structured explanation, scaffolded learning, and alignment with programme learning outcomes. The wider context of higher education and employability was addressed by linking financial analysis skills to professional roles in supply chain and logistics.

	Examples of good practice: 
· Clear alignment between lecture content, learning outcomes, and assessment requirements
· Effective use of real-world company examples to contextualise theory
· Supportive handling of online teaching challenges through patience and repetition
· Strong student engagement through questioning and breakout activities
 
Action points: 
Develop clearer visual aids by reducing text density on slides. Some slides and tables were text-heavy; using more diagrams, flowcharts, and simplified tables would further enhance clarity and accessibility, particularly in an online setting.

Continue to build on interactive elements (e.g. guided calculations and questioning) to sustain engagement during longer online sessions.

	 
 
Observer ………Mohamed Gabr........                                                                      Date  12/12/2025 
  
Observee  ......Moutushi Tanha........                                                                      Date  12/12/2025 
 
PGCert PARTICIPANTS
On completion of the peer observation reports for each module, compose a short reflective paragraph on your observation experiences for inclusion in your portfolio along with the observation sheets.
 


 
 
Course Member’s Notes and Observation:
After my post-session discussion with my observer, I have noted the following points: I found the observer’s feedback valuable for reflecting on my teaching. The comments provided were insightful and helpful. 
To further enhance learning and teaching effectiveness (A1, A4), I will develop clearer and more accessible visual teaching materials by reducing text density on presentation slides. Some slides and tables were text-heavy; therefore, greater use of diagrams, flowcharts, and simplified tables will support clearer communication of key concepts (K2) and promote inclusive learning, particularly within an online teaching context (V1).
In addition, I will continue to strengthen the use of interactive teaching approaches, such as guided calculations and structured questioning, to sustain student engagement during longer online sessions (A2). These strategies support active learning and formative feedback processes (A3), while demonstrating a commitment to effective digital pedagogies and student-centred learning practices (K4, V3).
 












5. Reflective evaluations of 3 CPD events

The CPD activities selected and listed below reflect a multi-institutional experience across the three universities with which I have been engaged over the past 1 year. As with the Teaching Intervention Cycles described above, I have sought to maintain, through these CPD, an integrative approach to student learning across standard and specialist areas.

5.1 Professional Development Through Logistics Sprint Participation
Introduction
The University of Wales Trinity Saint David’s (UWTSD) curriculum review initiative was aimed to enhance programme delivery by embedding inclusivity and employability principles. It introduced structured training under Curriculum Review Stage 2 (CRST2), complemented by discipline-specific sprint workshops such as Logistics Sprints, Mechanical Sprints.
This CPD critically reflects on how participation in the Logistics Sprint enhanced my professional competencies in curriculum design, student experience optimisation, and collaborative planning.
Dedicated Moodle spaces supported resource sharing, collaborative engagement, and reflective practice, aligning with UKPSF Area A5 and V3. My participation in the Logistics Sprint provided practical exposure to advanced curriculum design methodologies, particularly student journey mapping and task planning, which significantly contributed to my professional growth across multiple UKPSF dimensions.
Student Journey Mapping: Enhancing Pedagogical Insight
The sprint began with student journey mapping, a structured approach to visualising the learner experience across programme stages. Activities included identifying stages of the student lifecycle, mapping key touchpoints such as orientation, assessment milestones, and first interactions, recognising potential barriers to engagement or performance, and exploring opportunities for targeted interventions. Access to Moodle resources, including mock student profiles and reflective prompts, facilitated a deeper understanding of learner diversity and discipline-specific challenges. Engaging collaboratively to map a module strengthened my ability to critically evaluate teaching strategies, assessment timing, and feedback mechanisms, aligning with A1 and A2. This exercise reinforced the importance of designing student-centred curricula that anticipate engagement barriers and foster inclusivity, demonstrating V1.
Module Mapping and Interactive Exercises
The practical component involved visualising module delivery across defined timeframes (e.g., pre-start, Weeks 1–2) using an interactive grid. Activities were categorised into icebreakers, assessment and feedback points, motivational boosters, and targeted support interventions. This process enhanced my analytical skills in identifying critical engagement periods and informed the design of proactive support strategies. It also highlighted the role of formative assessment and timely feedback in sustaining student motivation, reflecting K3 and A3.
Task Planning: Strengthening Organisational Competence
The second phase introduced collaborative task planning, operationalising curriculum review outcomes. Key activities included listing programme delivery tasks, establishing timelines and responsibilities, and mapping dependencies, such as liaising with the Immersive Team for VR content or the Library for information skills integration. Using Microsoft Planner to upload outputs demonstrated the value of digital tools in monitoring progress and ensuring accountability, reflecting A4 and K4. This phase enhanced my project management skills and reinforced the importance of interdepartmental collaboration in curriculum delivery.
Conclusion
Participation in the Logistics Sprint significantly advanced my professional development by deepening pedagogical understanding through student journey mapping (A1, A2, K3, V1), enhancing curriculum design skills via module mapping (A1, A3, K2), and strengthening organisational and collaborative competencies through task planning (A4, A5, K4, V2). These experiences have equipped me to contribute more effectively to curriculum innovation, ensuring programmes remain responsive to student needs and industry expectations, while embedding reflective, evidence-informed practice consistent with the UKPSF 2023 framework (V3, V4).



5.2 Attending Employer Liaison Group (ELG) Conference: Bridging Academia and Industry
Introduction
Employer Liaison Groups (ELGs) serve as a strategic interface between academia and industry, ensuring that degree apprenticeship programmes remain relevant, rigorous, and responsive to workforce needs. This CPD reflects on the professional development outcomes gained from participating in the ELG conference held on 27 November 2025 at the University of Wales Trinity Saint David (UWTSD). The experience provided critical insights into curriculum alignment, stakeholder engagement, and emerging trends in degree apprenticeships, thereby strengthening my role within the Degree Apprenticeship (DA) unit.
Degree Apprenticeships are designed to produce graduates who are not only academically qualified but also industry-ready professionals capable of addressing the UK’s skills shortages. In alignment with Area of Activity A4, Employer Liaison Groups (ELGs) play a pivotal role in achieving this objective by fostering collaboration between employers, universities, and apprentices. As a member of the DA unit, attending the ELG conference provided an invaluable opportunity to enhance my understanding of strategic priorities, programme development, and quality assurance mechanisms, supporting Professional Value V3.
Conference Structure and Key Themes
The day-long conference addressed multiple dimensions of degree apprenticeship delivery, directly supporting A1, A2, and A5:
· Strategic Updates
· Sector trends presented by the Head of Apprenticeship Unit K1.
· Programme-level developments discussed by the Assistant Academic Director (K3).
· Challenges highlighted by Programme Managers (A4).
· Introduction of new initiatives, e.g., Energy and Environmental Engineering (V4).
· Programme Review and Updates
· High-level outcomes of existing programmes (A3).
· Assessment strategies, including Level 6 project evaluation and employer engagement (K2).
· Workplace skills development and student feedback analysis (A4, V1).
· Enhancement Opportunities
· Collaborative initiatives such as Knowledge Transfer Partnerships (KTPs) and SMART collaborations (A5, K4).
· Micro-credentials and short courses addressing emerging skill gaps (V3).
· Employer Feedback
· Open-ended questionnaires captured industry perspectives for continuous improvement (A4, V3).
The conference concluded with a campus tour and confirmation of future meeting schedules, ensuring sustained engagement with industry stakeholders (V4).
Professional Development Outcomes
Participation in the ELG conference enhanced my professional competencies in alignment with UKPSF Areas, Knowledge, and Values:
· Strategic Awareness (A1, A5, V4)
Exposure to sector trends and programme-level challenges broadened my understanding of the evolving apprenticeship landscape.
· Curriculum Design and Quality Assurance (A1, A3, K2, K3)
Insights into assessment strategies and workplace integration reinforced my ability to contribute effectively to curriculum review and programme development.
· Stakeholder Engagement (A2, A4, V1)
Interaction with employers and academic leaders improved my communication skills and strengthened my capacity to align educational provision with industry needs.
· Innovation and Collaboration (A5, K4, V3)
Learning about initiatives such as KTPs and micro-credentials inspired approaches for embedding innovation within programme delivery.
· Reflective Practice (A5, V3)
Structured discussions and feedback mechanisms encouraged critical reflection on existing practices and identification of areas for enhancement.
Conclusion
The ELG conference served as a catalyst for professional growth, equipping me with strategic insights, practical tools, and collaborative opportunities essential for advancing degree apprenticeship programmes (A5, V3, V4). This experience highlights the value of sustained engagement with industry partners in shaping employability-focused education and strengthening alignment between academic provision and workplace requirements.

5.3 Professional Development Through Peer-led Organic Development (POD) 

Introduction

This reflective account examines how participation in Peer-led Organic Development (POD) initiative within the School of Engineering at UWTSD strengthened my pedagogical expertise, digital literacy, and compliance awareness, while promoting collegial learning and sustainable enhancement practices.
Higher education increasingly requires structured, evidence-based approaches to demonstrate teaching quality. In response, the School of Engineering implemented an integrated model combining Peer Observation of Teaching (PODs) within a 12-week framework. This approach embeds professional development into routine academic workflows, minimising additional workload while fostering reflective practice, innovation, and continuous enhancement. My involvement in this initiative provided substantial opportunities for growth across multiple dimensions of academic practice, aligned with the UKPSF Areas of Activity (A1–A5), Core Knowledge (K1–K4), and Professional Values (V1–V4).
School-Level Implementation
POD responsibilities encompass five domains: Compliance, Feedback, Digital Integration (e.g., NotebookLM, Vevox, Podcasts), Extra-curricular, and Monitoring & Tracking. Weekly team meetings ensured coordination of forms, evidence, and submissions, embedding enhancement into routine academic processes (A4, V3). I contributed specifically to the Compliance, Feedback, and Digital Integration teams, engaging in tasks that required pedagogical insight, digital fluency, and collaborative decision-making.
Case Vignette: Digital Engagement with Vevox
In Week 4, as part of the Digital Integration team, I led a session on Vevox, a live polling and Q&A platform, demonstrating its application in online Logistics modules. The session utilised multiple-choice and short-answer questions accessed via QR codes, providing real-time participation and formative feedback. Evidence indicates that student response systems can significantly enhance engagement, encourage peer discussion, and support formative assessment when purposefully implemented (Kay & LeSage, 2009; Caldwell, 2007), highlighting the alignment of this activity with A2 and K2.
Digital Innovation and Leadership
Leading the Vevox session strengthened my digital literacy and confidence in peer training, aligning with A5 and K4. It facilitated active learning, consistent with formative assessment research (Freeman et al., 2014), and enhanced my facilitation and presentation skills, supporting professional leadership and pedagogical influence (V2–V3).
PODs as Communities of Practice
PODs operate as self-directed communities of practice, in line with Wenger’s (1998) framework, emphasising mutual engagement and shared enterprise. Through collaborative discussion of authentic teaching challenges, I enhanced inter-colleague collaboration, critically reflected on pedagogical strategies (A5, V3), and translated theoretical insights into practical classroom improvements (A1, A3). This situated learning deepened my understanding of curriculum design, assessment alignment, and student-centred approaches.
Compliance and Quality Assurance
Participation in compliance tasks strengthened my knowledge of the UK Quality Code principles and external examiner requirements, ensuring programme delivery aligned with sector standards and reinforcing institutional quality assurance (A4, K3, V4).
Conclusion
The integrated POD initiative significantly advanced my professional development by:
· Deepening pedagogical expertise through reflective, evidence-informed practice (A1–A3, K1–K3, V3).
· Enhancing collaboration, facilitation, and leadership skills (A2, A5, V2).
· Expanding digital innovation capabilities and active learning strategies (A2, A5, K4).
· Strengthening compliance awareness and alignment with sector standards (A4, V4).
Grounded in theory and practice, this experience exemplifies sustainable, peer-driven professional growth within engineering education, demonstrating the value of structured, collaborative, and reflective approaches in developing teaching excellence in line with the UKPSF 2023 framework.









































































6. Brief assessment of your development as a reflective practitioner throughout the programme 

As a postgraduate student, undertaking the PG Certificate in Higher Education (PG Cert HE) over a two-year period, I have engaged extensively with pedagogical principles and professional standards pertinent to the UK higher education context - aligned to PSF 2023 across Areas of Activity, Core Knowledge, and Professional Values - with growing collaborative engagement and attention to context. This programme has been instrumental in enhancing my professional knowledge, skills, and behaviours, thereby enabling me to fulfil my responsibilities effectively within my institutional role at UWTSD. The following sections provide a critical evaluation of my experiences with assessment and feedback throughout the programme.

Experience of Assessment within the PG Cert HE
My experience of being assessed within the PG Cert HE framework has been overwhelmingly positive and intellectually stimulating. The assessment design was coherent, systematically aligned with the programme’s intended learning outcomes, and reflective of postgraduate-level expectations. This structure facilitated rigorous engagement with educational theory and its application to authentic teaching scenarios. While the assessments were appropriately challenging, they were equitable and provided opportunities to demonstrate both scholarly competence and professional practice. Importantly, the process fostered critical self-reflection, enabling me to interrogate and refine my pedagogical approaches.
Impact of Formative Feedback on Portfolio Development
Formative feedback constituted a pivotal component of my learning trajectory. The guidance provided during the programme was precise, constructive, and closely linked to the assessment criteria. It offered clarity regarding academic writing conventions, reflective depth, and conceptual alignment, thereby allowing me to identify and address areas for improvement at an early stage. This iterative feedback mechanism significantly enhanced the coherence and scholarly rigour of my portfolio, ensuring that it met the requisite academic standards.
Utility of Summative Feedback via Turnitin
The summative feedback delivered through Turnitin was equally valuable. It provided a transparent rationale for the grades awarded and articulated both strengths and developmental areas within my submissions. The feedback was detailed, criterion-referenced, and pedagogically sound, thereby supporting my ongoing growth as an educator and reflective practitioner. This evaluative commentary reinforced my understanding of quality benchmarks and informed subsequent enhancements to my professional practice.
Evaluation of Feedback Processes
Overall, my appraisal of both formative and summative feedback is highly favourable. The feedback was timely, balanced, and intellectually challenging, promoting deeper engagement with pedagogical literature and more nuanced articulation of my teaching philosophy. It served not merely as an evaluative tool but as a catalyst for sustained professional development.
Analysis of Future Developmental Needs
While the assessment process was robust, enhancements could improve clarity and learner success. Providing exemplar portfolios would help those unfamiliar with UK academic norms, and extending time between formative feedback and final submission would enable deeper integration of feedback. Future priorities include strengthening reflective practice through research on learning analytics, inclusive pedagogy, and digital education to design equitable, tech-enhanced learning. Collaborative reflection via peer observation and academic networks will enrich perspectives, while systematic evaluation of teaching impact will align reflection with measurable outcomes. These steps ensure research-informed innovation, evidence-based practice, and sustained professional growth in higher education.
























7. Evidence of 100 hours of teaching

Appendix A 
PG Cert tHE -TEACHING LOG 
(Evidence of 100 hours of teaching or support for teaching at HE level)

	Candidate: Moutushi Tanha
	Campus:  Swansea





	Date

	Session Details

	No of Hours

	Practice Advisor’s Signature


	05.02.2025
	ACMA4016 Data Analytics Principle
	3

	

	06.02.2025

	ACMA4017 Finance Management
(Financial Statements and Ratio Analysis)

	3

	

	07.02.2025

	ACMA6008 Procurement and Negotiation
(Supplier Relationship Management) 
	3

	

	12.02.2025

	ACMA4016 Data Analytics Principle
	3

	

	13.02.2025

	ACMA4017 Finance Management
(Capital Budgeting Fundamentals)
	3

	

	14.02.2025

	ACMA6008 Procurement and Negotiation
(Supplier Relationship Management)
	3

	

	20.02.2025

	ACMA4017 Finance Management
(Working Capital Management)
	3

	

	21.02.2025

	ACMA6008 Procurement and Negotiation
(Sustainable Procurement Management)
	3

	

	26.02.2025

	ACMA4020 Organisation Management
(Fundamental concepts and Historical perspective of Management)
	3

	

	28.02.2025

	ACMA6008 Procurement and Negotiation
(Sustainable Procurement Management)

	3

	

	05.03.2025

	ACMA4020 Organisation Management
(Planning and Decision Making)
	3

	

	07.03.2025

	ACMA6008 Procurement and Negotiation
(Ethical Procurement Management)

	3

	

	12.03.2025

	ACMA4020 Organisation Management
(Organising and Designing the Structure of Organizations)
	3
3
	

	14.03.2025

	ACMA6008 Procurement and Negotiation
(Ethical Procurement Management)

	3

	

	19.03.2025

	ACMA4020 Organisation Management
(Leading: Theories and Concepts)
	3

	

	21.03.2025

	ACMA6008 Procurement and Negotiation
(Negotiation for Procurement Professionals)
	3

	

	26.03.2025

	ACMA4020 Organisation Management
(Effective Leadership Management)
	3
	

	28.03.2025

	ACMA6008 Procurement and Negotiation
(Negotiation for Procurement Professionals)
	3

	

	02.04.2025

	ACMA4020 Organisation Management
(Motivating Employees)
	3
	

	04.04.2025

	ACMA6008 Procurement and Negotiation
(Tender and auction)
	3
	

	09.04.2025

	ACMA4020 Organisation Management
(Managing group)
	3

	

	16.04.2025

	ACMA4020 Organisation Management
(Managing Organizational Culture)
	
	

	23.04.2025

	ACMA4020 Organisation Management
(Managing Diversity)
	3

	

	30.04.2025

	ACMA4020 Organisation Management
(Managing Workforce)
	3

	

	07.05.2025


	ACMA4020 Organisation Management
(Managing Projects)
	3

	

	14.05.2025

	ACMA4020 Organisation Management
(Controlling Organizational Performance)
	3

	

	15.05.2025

	ACMA5013 Capacity Planning
	3
	

	21.05.2025

	ACMA4020 Organisation Management
(Macro/External Environmental Forces)
	3

	

	22.05.2025

	ACMA5013 Capacity Planning

	3
	

	28.05.2025

	ACMA4020 Organisation Management
(Managing Startegies)
	3

	

	29.05.2025

	ACMA5013 Capacity Planning

	3
	

	04.06.2025

	ACMA4020 Organisation Management
(Operations Management)
	3

	

	05.06.2025

	ACMA5013 Capacity Planning
(Forecasting Fundamentals)
	3
	

	11.06.2025

	ACMA4018 Introduction to Procurement 
(Fundamental concepts of Procurement)
	3

	

	12.06.2025

	ACMA5013 Capacity Planning
(Quantitative Forecasting)
	3
	

	18.06.2025

	ACMA4018 Introduction to Procurement 
(Cost and Price Analysis) 
	3

	

	19.06.2025

	ACMA5013 Capacity Planning
(Qualitative Forecasting)
	3
	

	25.06.2025


	ACMA4018 Introduction to Procurement
(Outsourcing) 
	3

	

	26.06.2025

	ACMA5013 Capacity Planning
(Aggregate Planning and MRP)
	3
	

	02.07.2025

	ACMA4018 Introduction to Procurement 
(Supplier Relationship Management)
	3
	

	03.07.2025

	ACMA5013 Capacity Planning
(Scheduling and Queuing)
	3
	




Participant’s signature         [image: ] 


Practice Advisor’s signature 



(Program Manager - Part-Time Provision and Degree Apprenticeship Program) 
School of Engineering
UWTSD





























































































































































































































































































image2.png




image3.png
This intervention developed an online
assessment-writing support tailored for
Degree Apprenticeship (DA) in Logistics
students, who study at a distance (A1, A2,
A4, K2, V4). Using Moodle and MS
Teams, the support (K4) includes:
~collaborative tutorials (lecture +
academic writing support)
~PowerPoint-based study skills
material
“Recorded video guidance
~Downloadable, self-paced resources
“Mock-Assessment exercises

1. Distance learning and VLEs
- Balancing technology with human
interaction (Spitzer, 1998) (K4)
- Supporting asynchronous leaming
workflows

2. Assessment writing skills
- Promoting deep learning through
clarity (Richardson, 2005) (K2)
- Replicating on-campus academic
support virtually

Students began seeking additonal
content-elated guidance and
Garifcation on academic wriing
style through questions and emails.

‘Students were unable
to provide reflective
answers with appropriate
content and academic
wiling style in the mock
assessment session

WHAT
_HAPPENED

HOW CAN YOU
IMPROVE

Submiting the amended
assessment to the WISA
Quality and geting the
approval and uploading
itin the Moodle

for current students.

Feelings

TEACHING
INTERVENTION
CYCLE

‘The structure was
there, butalack of
clear contentrelated
guidelines and wriing
support caused the
problem

WHAT
HAPPENED

HOW CAN YOU
IMPROVE

Adoption of a
collaborative approach
with detaied acadermic
wiing support and
clearer subject-speciic
quideines

J

‘Amend the current assessment brief 1o
incorporae these changes and
evise i for the next academic year,
enabling students o approach both
mock and final assessments correctly

UWTSD's strategic equality plan promotes
equality, accessibility and inclusivity. DA
students face barriers, such as, limited
access to:

~Combine subject-specific and aca-
demic writing support (K3)

~Ensure accessibility and inclusivity
for all leamers

~Offer multi-sensory (text, visuals,
audio) (V1, V4)

~Promote independent, self-directed
learning

~Support diverse learning styles and
needs (V1)

Delivered with support from UWTSD's Aca-

demic Liaison and Learning Support teams:

Designing user-friendly Moodle pages (A1,
K2, Ké, V1, V2)

Recording tutorials (with transcriptions) via
MS Teams (A2, K2, K4, V1, V2)

Integrating skills support:
- Referencing and Plagiarism
- Critical thinking and planning
- Presentation and research skills
One-to-one study skills appointments

Positive themes emerged:

- Clear, subject-specific guidance

- Self-paced flexibility

- Reusability of downloadable mate-
rial

« Value of collaboration between
teaching and writing support staff

The guidance was easy to understand
and helped me to know exactly what
was expected in the Assessments.

« Clear, explicit guidance on final
summative assessment writing.

- Lectures and materials fully
aligned with assessment requirements.

« Active student engagement
through individual questioning and
verbal formative feedback.

- Comprehensive coverage of
module content with clear task instruc-
tions.

« Inclusive, respectful delivery
fostering student participation.

- Effective use of audio, visual,
and text media to support assessment
preparation.

« In-class sample and mock
assessments are highly valuable.

- Draft submissions enabled con-
structive feedback and improvement.

This initiative marks a meaningful
advancement in how UWTSD supports
distance learners in DA program — by
combining collaboration, thoughtful
digital design, and a strong pedagogical
foundation

Looking ahead
Next steps

- Annual review of materials to keep
content correct

- Incorporate student and academic
staff feedback into updates

- Expand access to additional DA
subject areas

- Maintain alignment with UNTSD's
accessibility, equality, and inclusivity
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