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I wish to claim academic credits at Level 7 for learning that has taken place through undertaking the Professional Practice – Recognition of Accreditation of learning (RAL) module

I have evidenced my learning in the following key areas –


Learning Area 1 - Coaching & Mentoring (60 Credits)

· Self-development as a Coach and as a Mentor
· Applying Coaching Practice and Mentoring Practice

Learning Outcomes

· Utilise appropriate coaching models in order to create awareness and learning in the coachee, (resulting in them unlocking their potential and identifying a required change in their practice). 
· Identify and implement effective communication strategies and practices when in conversation with the coachee. (Coaching Competencies)
· Develop and adopt an integrative and reflective way of being towards enhancing the quality of the coaching conversation. (Being a reflective practitioner)
· Establish and nurture a more effective relationship with the coachee. (Being in the interpersonal space with the client)
· Critically evaluate and review the Practice of Mentoring, Coaching and Communication Models and Theories.
Learning acquired – Summary

Using Coaching / Mentoring Models and Theory in an educational setting

I have been reflecting on the use of coaching and mentoring models within educational settings (Ali et al., 2018), these models aim to support professional growth, enhance teaching effectiveness, and foster a collaborative learning environment among educators. My focus was on understanding different coaching and mentoring approaches, their benefits, and challenges, as well as their impact on professional development (Devine et al., 2013). 

As qualified coach, I was keen to continue to integrate coaching and mentoring models into my educational practice, recognising their potential to facilitate continuous learning and improvement. I was also interested to support my fellow colleagues in their professional journeys. I knew from experience, that initially I would feel apprehensive when assuming a coaching or mentoring role within my organisation. As I engaged in a mentoring role with my colleague, I felt fulfilment when witnessing their growth and development; this was countered in my efforts to balance the support I gave with constructive feedback.

Implementing coaching and mentoring models yields positive outcomes within the educational context, coaching has provides structured support tailored to individual goals and needs, fosters reflective practice and enhances teaching strategies. Mentoring relationships have offer valuable insights, guidance, and encouragement, promoting professional growth and confidence. There are challenges such as time constraints, varying expectations, and maintaining continuity in support, which requires the adaptation of coaching and mentoring approaches.

The positive outcomes underscore the effectiveness of coaching and mentoring models in promoting collaborative learning cultures and enhancing professional development in education, coaching facilitates goal-setting, self-reflection, and skill enhancement, while mentoring provides valuable expertise, support, and perspective. The importance of clear communication, mutual trust, and ongoing evaluation to optimise the impact of coaching and mentoring relationships is key to success.

Reflecting on the use of coaching and mentoring models has confirmed their significance in fostering a supportive and growth-oriented educational environment, using these models can cultivate a culture of continuous improvement, collaboration, and innovation. Successful implementation requires commitment to professional development, effective communication, and flexibility to adapt coaching and mentoring approaches to meet evolving needs.

To enhance the use of coaching and mentoring models in my educational practice, I plan to continue my wider reading and research to deepen my understanding of coaching and mentoring methodologies, and establish regular feedback loops with mentees and coaches to assess effectiveness and adjust approaches as needed. I will continue to maintain records of coaching sessions and mentoring interactions to track progress and identify areas for improvement. I will seek mentorship from experienced coaches / mentors to refine my coaching and mentoring skills within the educational setting.
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Using communication Theory and Models of communication in the classroom

I have been reflecting on the application of communication theories and models within my sessions; theories, such as Transactional Analysis theory (Berne, 1957; 1961), and models like Barnlund's (1962) Transactional model of communication, Argyle's communication cycle (Argyle, 1972), and Shannon and Weaver's model of communication (1949), provide frameworks to understand how messages are exchanged, interpreted, and understood between individuals. My main objective was to enhance my teaching effectiveness by integrating these theories and models to improve communication with students and create a more engaging learning environment.
 
I believed by applying these theories and models, they could assist in improving my teaching strategies and to foster improved student engagement. I wanted to enhance the clarity, empathy, and effectiveness in my communication with students, to ensure that my communication with them was clear, inclusive, and conducive to learning for all. 

Applying communication theories and models in the classroom has been instrumental in improving lecturer-student communication and student engagement. Shannon and Weaver's model, with its emphasis on encoding, transmitting, and decoding messages, helped me structure information effectively and ensure clarity in delivering content. Transactional communication theory, which views communication as a dynamic process involving simultaneous sending and receiving of messages, facilitated interactive and participatory classroom discussions. These models encouraged active listening, empathy, and responsiveness (Mehrabian, 1972), enhancing communication effectiveness and fostering a more collaborative learning environment. The main challenges encountered included adapting communication strategies to different learning styles, cultural backgrounds, and individual preferences, requiring flexibility and sensitivity to diverse student needs.

Reflecting on the application of communication theories and models in the classroom will help improve teaching and learning effectiveness and student engagement, by integrating these frameworks into teaching and learning practices, lecturers can enhance clarity, empathy, and responsiveness in communication, creating a supportive and inclusive learning environment.

To further enhance my use of communication theories and models in the classroom, I plan to gain feedback from students and my colleagues to assess the effectiveness of communication strategies and identify areas for improvement. Adapt communication strategies to accommodate diverse learning styles, cultural backgrounds, and individual preferences. Integrate new communication technologies and tools to enhance engagement and interaction in sessions.
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Neuro-divergent thinking in an Educational context

I have been reflecting on the concept of neuro-divergent thinking within an educational context. This involves understanding and accommodating diverse cognitive styles, such as autism, ADHD, dyslexia, and other neurological differences, in my sessions. The goal has been to create an inclusive learning environment that supports the unique needs and strengths of neuro-divergent students.

Curious and eager to learn more about neuro-divergent thinking, recognising the potential to enrich my teaching practice and improve student outcomes, I was intrigued. I also felt uncertain and somewhat overwhelmed by the complexity of addressing diverse learning needs effectively. Teachers can build relationships with neurodiverse students by being respectful, warm, and empathetic, actively listening, and making an effort to get to know the student and their interests (Rentenbach, Prislovsky, & Gabriel, 2017). 

Exploring neuro-divergent thinking in the educational context has been eye opening and rewarding. It has enhanced my awareness of different cognitive processes and challenged me to reconsider traditional teaching methods. Implementing strategies to support neuro-divergent students has led to increased engagement, improved self-confidence, and better academic performance. Developing a mutually respectful, genuine relationship of the kind recommended by Rentenbach and colleagues (2017) means that teachers can utilise students’ interests to maximise their learning. There have been challenges in adapting teaching practices and ensuring all students receive the support, they need consistently.

The positive outcomes underscore the importance of embracing neuro-diversity in education. Tailoring teaching strategies to accommodate neuro-divergent thinking not only benefits these students but also enriches the learning environment for all. The use of technology consistently reported as a relatively cost effective method for supporting the learning needs of all students, including those who are neurodiverse. Technology can support learning by improving skills in academic areas, increasing engagement, and motivating students (Brunvand and Byrd, 2011). The challenges highlight the need for ongoing professional development, collaboration with specialists, and advocacy for inclusive practices within the educational system. Adapting curriculum, providing sensory supports, and fostering understanding among peers are critical components of supporting neuro-divergent learners effectively.

Reflecting on neuro-divergent thinking in the educational context has reinforced the significance of inclusivity and personalised learning approaches. Embracing diverse cognitive styles enriches educational experiences and promotes equity and understanding among students. This practice requires ongoing dedication, collaboration, and empathy to ensure all students receive the support they need to thrive.

To further support neuro-divergent thinking in my educational practice, I plan to attend workshops and training sessions to deepen my understanding of neuro-diversity and effective teaching strategies as part of my professional development. I will advocate for inclusive practices and accommodations within education, promoting awareness and understanding among staff and students. I will strive to implement flexible teaching approaches that allow for individualised pacing, alternative assessments, and varied sensory supports.
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Using Emotional Intelligence within teaching and learning

I focused on incorporating Emotional Intelligence (EI) into my teaching and learning practices. This involved recognising and managing my own emotions (which was challenging), understanding and responding to the emotions of students, and fostering an emotionally supportive classroom environment. My overall aim was to improve student engagement, enhance communication, and create a positive learning atmosphere. “EI is an individual’s capacity to recognize, manage, and express emotions and the ability to perceive, understand, interpret, and respond to the emotions of others.” (McDonald, 2021)

The potential benefits of using EI in my teaching were far reaching, as I believed that understanding and managing emotions could lead to better relationships with students and a more harmonious classroom environment. I did however; feel uneasy regards my ability to consistently apply EI principles, especially in challenging situations. As I implemented EI strategies, I was encouraged when positive changes occurred, also frustrated when I found it difficult to manage emotions effectively (both the students and mine). Research suggests a person’s EQ is far more important than their IQ, and has directly linked people with high EI and success. (Cherniss, 1999; Mayer Salovey, 1997)

The use of EI in teaching had several positive impacts, my students appeared more engaged and responsive, and the classroom environment became more positive and supportive. Communication was improved and stronger relationships were evident, leading to better collaboration and learning outcomes. There were challenges in consistently applying EI, particularly during stressful moments or with students who had complex emotional needs.

The positive outcomes suggest that incorporating EI into teaching is beneficial for both students and teachers. Understanding and managing emotions can lead to a more supportive and engaging learning environment. As opined by Fernandez-Berrocal and Ruiz (2008) “one of the most important objectives for any person is to maintain the best possible relations with the people around him or her. Strong EI helps us to be able to offer those around us adequate information about our psychological state.” The challenges indicate that applying EI requires continuous self-awareness, practice, and sometimes additional support.  “EI plays a basic role in establishing, maintaining and having quality interpersonal relationships.” (Obioma and Adeyemi, 2011) Teachers need to develop strategies to manage their own emotions and respond effectively to students' emotional needs. Developing and maintaining EI skills is an ongoing process that requires commitment and practice.

I plan to enhance my use of Emotional Intelligence in my teaching, by firstly engaging in self-reflection to increase my awareness of my own emotions, and how they affect my teaching. Use CPD opportunities focused on EI to enhance my skills and strategies. Create a supportive environment where students feel comfortable expressing their emotions and seeking help when needed, and develop and practice stress management techniques to maintain emotional balance, especially in challenging situations.
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Learning Area 2 - Managing Events and Courses that enable learning (60 Credits)

· Education & Training 
Learning Outcomes

· Design and administer assessment tools for gathering baseline data that informs relevant learning interventions and coaching programmes.
· Negotiate and introduce learning and development plans for individuals and teams based           on the assessed learning requirements. 
· Implement programmes to support learning and development of individuals / teams to align with the achievement of strategic objectives.
· Critically evaluate the effectiveness of learning interventions to determine impact on learning (for individuals, teams and organisations). 
· Critically appraise the practice of the delivery of training events.
Learning acquired – Summary

Adopting a Student Centred Learning approach

In my teaching practice during sessions, I adopt a Student-Centred Learning (SCL) approach. The concept of ‘student-centred learning’ is based on the studies of Hayward (1905) and Dewey (1966). This approach shifts the focus from the teacher imparting knowledge to actively engaging students in their own learning process. My aim was to empower students, promote independent thinking, and create a more personalized and meaningful learning experience. The constructivist learning theory, which defined learning as an “active process in which learners are active sense makers who seek to build coherent and organised knowledge” (Mayer, 2004).

By implementing a Student-Centred Learning approach, I believe it would enhance student engagement and foster deeper understanding. Albeit relinquishing some control over the learning process and ensuring all students remained motivated and on track, I felt a lack of command and control. As I implemented SCL strategies, I experienced relief, and satisfaction when students became more active and enthusiastic learners, to balance those feelings, I felt frustrated when challenges arose in maintaining engagement and managing diverse learning needs.

Adopting a Student-Centred Learning approach yielded several positive outcomes. Students became more engaged and took ownership of their learning, demonstrating increased motivation and curiosity. Collaborative activities and projects promoted teamwork and communication skills. There were challenges in balancing student autonomy with necessary guidance and ensuring that all students actively participated and achieved learning objectives.

The positive outcomes underscore the effectiveness of Student-Centred Learning in promoting student engagement and fostering deeper learning experiences. Allowing students to explore topics of interest and take responsibility for their learning enhances their motivation and critical thinking skills. Using a SCL approach highlighted the importance of scaffolding and providing clear structure to support students in navigating the learning process effectively.

In order to enhance the implementation of Student-Centred Learning in my classroom, I plan to provide varied learning activities and resources that cater to different learning styles and abilities. I aim to incorporate structured inquiry-based learning activities that encourage exploration and critical thinking. To create a supportive learning community where students feel comfortable sharing ideas, collaborating, and providing peer feedback.
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Consideration of Cognitive Load Theory with students

I have been reflecting on the application of Cognitive Load Theory (CLT) in my teaching practice. CLT examines how the brain processes information and the impact of cognitive resources on learning. My goal was to optimize learning experiences by managing cognitive load effectively and enhancing students' understanding and retention of information. Initially, I felt intrigued by Cognitive Load Theory and its potential to improve learning outcomes by understanding how students process information. However, I also felt overwhelmed by the complexity of applying CLT principles effectively in the classroom. As I delved deeper into CLT strategies, I experienced a sense of satisfaction when students grasped concepts more easily, but also frustration when some activities seemed to overwhelm students' cognitive capacities.

I identified and implemented various strategies to reduce cognitive load and enhance student understanding and retention of complex concepts in construction and the built environment. In terms of human cognitive architecture, theorists Atkinson and Shiffrin (1968) developed their multi-store-model (modal-model), identifying three types of memory; sensory memory, short-term memory and long-term memory. Meyer’s (1996) multi-store model of memory explains that the information able to be stored at each stage increases, as does the duration of each store.
Considering Cognitive Load Theory had several positive outcomes. Implementing strategies such as chunking information, reducing extraneous cognitive load, and providing scaffolding improved students' ability to process and retain information. Activities designed to align with CLT principles enhanced engagement and reduced cognitive strain. However, challenges arose in balancing cognitive load levels across different activities and ensuring that all students benefited equally from CLT-based approaches.

I used various techniques such as chunking, using dual coding (combining verbal and visual information) old school chalk and talk, and scaffolding (Chandler et al., 2011) of more complex concepts, which proved most effective. According to Mayer (2009: 69), the dual-channel assumption dictates, “humans possess separate channels for processing visual and auditory information”. The main challenge I faced was the need for a continuous adjustment, and using creativity in teaching methods to maintain the right balance between cognitive load and content coverage.

The positive outcomes highlight the effectiveness of Cognitive Load Theory in optimizing learning experiences. By understanding the limitations of working memory and designing activities that manage cognitive load effectively, students were able to engage more deeply with the material and achieve better learning outcomes. However, the challenges underscore the need for careful planning and differentiation to accommodate diverse learning needs and ensure that CLT principles are applied appropriately.

Reflecting on the application of Cognitive Load Theory reaffirms its significance in enhancing teaching and learning practices. Optimizing cognitive load through strategic instructional design can lead to improved learning outcomes and increased student engagement. However, it requires ongoing adaptation and refinement to meet the diverse cognitive needs of students effectively.
In order to further integrate Cognitive Load Theory into my teaching practice, I plan to stay updated on research and best practices related to CLT through professional development and literature review. Tailor my teaching and learning strategies to accommodate varying cognitive abilities and learning styles. I aim to gain regular hot feedback from students to assess their cognitive load during different activities and adjust instructional approaches accordingly. I plan to collaborate with my peers to share CLT-based strategies and insights, fostering a supportive learning community. I am going to actively reflect on the effectiveness of CLT strategies in improving student-learning outcomes and adjust practices as needed.
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Theories and Models of Evaluation: Kirkpatrick and Stufflebeam

I have been reflecting on the theories and models of evaluation, particularly Kirkpatrick's Four-Level Model (2007) and Stufflebeam's CIPP Model (Stufflebeam, 2000). These frameworks provide structured approaches to evaluating educational programs and interventions, aiming to assess their effectiveness, efficiency, relevance, and impact, my exploration focused on understanding these models to enhance my ability to evaluate theoretical and practical course based initiatives and improve learning outcomes. 

I was encouraged by the systematic approach offered by Kirkpatrick and Stufflebeam's evaluation models, believing they would provide clarity and structure to assess the outcomes of course programs. I hoped that when applying these frameworks to measure the effectiveness of teaching strategies and interventions it would lead to discovering insights into program effectiveness and student learning outcomes. The key was to ensure that the evaluation methodologies were implemented rigorously and findings accurately interpreted.

Exploring Kirkpatrick's Four-Level Model (2007) and Stufflebeam's CIPP Model (Stufflebeam and Zhang, 2017) has proved beneficial in evaluating educational initiatives. Kirkpatrick's model offers a hierarchical approach, assessing reactions, learning outcomes, behaviour change, and organisational impact. Stufflebeam's CIPP Model, on the other hand, emphasises context, input, process, and product evaluation, providing a comprehensive framework to assess program components and overall effectiveness. Both models emphasise the importance of aligning evaluation objectives with educational goals, gathering diverse stakeholder perspectives, and using findings to inform decision-making and continuous improvement. 

Using Kirkpatrick and Stufflebeam's evaluation models, lecturers can assess the effectiveness of teaching strategies, interventions, and course programs, and make informed decisions to enhance learning outcomes and organisational effectiveness. Successful implementation requires ongoing engagement with evaluation theory, collaboration with all stakeholders, and a commitment to using evaluation findings to inform evidence-based decision-making.

To further enhance my use of Kirkpatrick and Stufflebeam's evaluation models in educational practice, I plan to continue my wider research activities, strengthen data collection and analysis skills to ensure the validity, reliability, and relevance of evaluation findings. I aim to enhance my ability to conduct rigorous and meaningful evaluations using Kirkpatrick and Stufflebeam's models, to contribute and promote continuous improvement in teaching and learning practice.
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Using Single and Double Loop Formative Feedback

In my teaching practice, I have incorporated single and double loop formative feedback with my students. Single loop feedback involves correcting errors and providing direct feedback on performance, while double loop feedback encourages students to reflect on their underlying assumptions, beliefs, and learning strategies. The importance of useful feedback for advancing student learning is well established (Hattie and Timperley, 2007). The aim was to enhance students' understanding and promote deeper learning by not only addressing immediate mistakes but also fostering critical thinking about their learning processes.

As a teaching professional, I felt quite optimistic about integrating these feedback strategies, hoping they would lead to significant improvements in student learning and engagement. However, I also felt a little uncertain about how students would respond to double loop feedback, which requires deeper self-reflection and may be more challenging. As I implemented these methods, I experienced a mixture of satisfaction when students showed progress and frustration when they struggled to grasp the reflective aspects of double loop feedback.

As opined by Careless (2019) “task level feedback denotes how well tasks are performed; process level feedback focuses on how to perform tasks; feedback at the self-regulation level focuses on learners’ self-monitoring of their actions; and personal feedback at the self-level evaluates the learner and frequently involves praise.”
The use of single and double loop feedback yielded mixed results. On the positive side, single loop feedback was effective in quickly addressing students' errors and improving their immediate performance. Double loop feedback, while more challenging, led to some students developing a better understanding of their learning processes and making more substantial progress in their critical thinking skills. However, not all students were equally receptive to or capable of engaging with double loop feedback, leading to varied outcomes.

The positive outcomes suggest that single loop feedback is a reliable method for immediate performance improvement. It provides clear, actionable guidance that students can easily follow. The success of double loop feedback with some students indicates its potential to foster deeper learning and critical thinking. However, the varied receptiveness points to the need for scaffolding to help students develop the skills necessary for effective self-reflection and engagement with double loop feedback. This suggests that both feedback methods are valuable, but their implementation needs to be tailored to students' individual readiness and learning needs.

Using both single and double loop formative feedback has highlighted the importance of a balanced approach. While single loop feedback effectively addresses immediate learning needs, double loop feedback has the potential to promote deeper understanding and critical thinking. To maximise the benefits, it is crucial to provide support and gradually build students' reflective skills to ensure they can fully engage with and benefit from double loop feedback.

Going forward, I plan to further improve the use of single and double loop formative feedback, by evaluating students' readiness for double loop feedback and provide necessary scaffolding to develop their reflective skills. For new student groups, I will introduce double loop feedback gradually, starting with guided reflection activities to help students become comfortable with self-reflection. At the outset, I will conduct sessions to explain the purpose and process of both types of feedback, helping students understand how to use feedback effectively. I will continuously monitor students' responses to feedback and adjust the balance of single and double loop feedback based on their progress and needs. The key is to promote a classroom environment where students can practice giving and receiving both types of feedback with peers, further developing their reflective and critical thinking skills.
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Theories and Models of Curriculum Development

I have been reflecting on various theories and models of curriculum development, exploring their frameworks and implications for educational practice, theories such as Tyler's (1949) rational model, Wheeler's (1967) cyclical model, and Taba's (1962) grass-roots model provide diverse perspectives on how curriculum can be conceptualised, designed, implemented, and evaluated. My objective was to deepen my understanding of these theories and models to inform my approach to curriculum development in an educational setting.

Aware of the complexity and diversity of theories and models surrounding curriculum development, I was keen to explore how different frameworks could enhance the educational experiences of students and contribute to achieving learning outcomes effectively. Understandably, there is a breadth of theories and models available, so I was unclear to a degree as to approach would be most suitable for specific educational contexts and to meet my session goals. As ever with wider research, I was able to gauge a better insight into their applicability and potential impact they would have in my sessions, and the practical challenges of implementing the theoretical frameworks in my educational settings.

Exploring theories and models of curriculum development has been very beneficial, as each theory offers unique perspectives on how curriculum should be structured, organised, and delivered to optimise learning experiences. Tyler's rational model, for instance, emphasises defining clear objectives, selecting appropriate content, organising learning experiences, and evaluating outcomes systematically. Wheeler's cyclical model highlights the iterative nature of curriculum development, emphasising continuous improvement based on feedback and evaluation. Taba's grass-roots model encourages collaborative planning and curriculum development based on the needs and interests of students and teachers. The main challenges I identified were balancing theoretical ideals with practical constraints, adapting models to diverse student populations, and ensuring alignment with my organisations educational standards and goals.

The exploration of theories and models of curriculum development has confirmed the complexity and dynamic nature of educational practice, as each theory provides valuable insights into the principles and processes underlying curriculum design and implementation. The practical challenges in applying these theories highlight the importance of flexibility, creativity, and collaboration in curriculum development.
Reflecting on theories and models of curriculum development highlights their significance in guiding effective educational practices and promoting student learning outcomes, by understanding and applying diverse frameworks, lecturers can tailor the curriculum to meet the needs of diverse learners, foster critical thinking and creativity, and prepare students for success in an ever-changing world. 

To further enhance my use of theories and models of curriculum development in educational practice, I plan to engage in professional development opportunities to deepen my understanding of diverse theories and models of curriculum development. Explore innovative approaches and emerging trends in curriculum development to enhance engagement, relevance, and student learning outcomes. Maintain a reflective journal to document insights, challenges, and successes in curriculum development, facilitating continuous improvement and professional growth, and contribute to the ongoing enhancement of educational practice.
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Learning Area 3 - Leadership and Management (60 Credits)

· Leading and Managing Teams Effectively
Learning Outcomes

· Application of Leadership Models and Theories to Lead Teams in Practice.
· Application of Management Models and Theories to Manage Teams in Practice.
· Application of Change Management Theories and Concepts to Lead and Manage Change in Practice.
· Application of Conflict Management Models and Techniques to Manage Conflict in Practice.
Learning acquired – Summary

Dual Professionalism, Hoyle - Professionalism and Professionality

I have reflected on the concepts of Dual Professionalism and Hoyle's perspectives on Professionalism (Freidson, 2001) and Professionality (Hoyle, 1982; Hoyle and Wallace, 2014). Dual Professionalism (GuildHE, 2018) emphasises the dual roles educators often hold as both practitioners in their field and as educators responsible for imparting knowledge and skills. Hoyle's distinction between professionalism (adherence to ethical standards and competence) and professionality (the ability to adapt and innovate within the profession) further enriches this understanding (Evans, 2008). My aim was to deepen my awareness of these concepts and their implications for my role as a lecturer.

Reading perspectives offered by Dual Professionalism and Hoyle's framework (Hoyle, 2001), I recognised the importance of balancing expertise in my subject matter with the pedagogical skills required to effectively convey knowledge to students. As I explored these concepts further, aligning my practices with ethical standards and fostering a supportive learning environment proved very beneficial. Although whilst on this journey, I felt challenged when navigating complex ethical dilemmas, which I found difficult to comprehend due to my black and white thinking.

Reflecting on Dual Professionalism and Hoyle's framework has enhanced my understanding of the multifaceted nature of being a lecturer, embracing Dual Professionalism requires integrating subject expertise with effective teaching strategies, fostering a dynamic learning environment, and nurturing students' intellectual and personal growth. Hoyle's distinction between professionalism and professionality underscores the importance of not only maintaining high ethical standards and competence but also adapting to changes in educational contexts, leveraging innovative approaches, and promoting continuous professional development.

The exploration of Dual Professionalism and Hoyle's framework highlights the dynamic and evolving nature of the teaching profession, being able to balance traditional professionalism with professionality to adapt to new technologies and methodologies, and respond flexibly to the diverse needs of students. Challenges in navigating these dual roles and concepts underscore the importance of reflective practice, ongoing professional development, and collaboration with colleagues to enhance teaching effectiveness and student engagement.

To further integrate Dual Professionalism and Hoyle's framework into my teaching practice, I plan to continuously reflect on my practices and decisions to align with ethical standards and promote professionality, engage in ongoing professional development to enhance both subject expertise and pedagogical skills. Collaborate with colleagues to share best practices, discuss ethical dilemmas, and innovate teaching approaches. Endeavour to develop strategies for navigating ethical dilemmas effectively and maintaining integrity in all aspects of teaching.
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Implementing Conflict resolution and trust, Trust and neurolinguistics, Body language as a hidden language

I have been reflecting on the implementation of conflict resolution strategies, the role of trust in communication, and the impact of neurolinguistics and body language in interpersonal interactions. The study of body language is a fundamental part of human interaction, and it has been utilised in numerous sectors, including education, psychology, and sociology (Masséglia, 2015). The focus was on improving communication dynamics, fostering trust, and understanding non-verbal cues to create a more supportive and effective environment. According to Ilyas, (2017), neuro linguistic programming is a group of techniques that gives information regarding persons, (neuro) how they think, (linguistic) how they communicate with themselves and with other people and (programming) how this communication influences individual`s behaviour.

I felt motivated to explore conflict resolution techniques and enhance my understanding of trust dynamics and non-verbal communication as I have experienced resistance to learning during sessions. I was eager to improve relationships and create a more positive atmosphere. I was unsure of my ability to effectively apply these concepts and manage conflicts constructively. Many studies have been done on how body language affects learning and teaching, and the results show that it has a significant impact. In one study, researchers found that students viewed teachers with more positive body language as more successful, and their pupils reported higher levels of course satisfaction (Caswell and Neill, 2003). The more I implemented strategies and learned more about neurolinguistics and body language; I experienced positive interactions and frequent challenges when navigating complex interpersonal dynamics.

Implementing conflict resolution strategies and focusing on trust dynamics had positive outcomes, helped to mitigate conflicts, promote open communication, and build stronger relationships based on mutual respect. Understanding neurolinguistics and body language enhanced my ability to interpret and respond to non-verbal cues, improving overall communication effectiveness. Albert Mehrabian (1972), a researcher of body language, who first broke down the components of a face-to-face conversation, found that communication is 55% nonverbal, 38% vocal, and 7% words only. Challenges remained, including recognising subtle cues and adapting strategies to different individuals' communication styles.

The positive outcomes underscore the importance of conflict resolution skills, trust-building, and non-verbal communication awareness in fostering a supportive environment. Conflict resolution strategies facilitated productive dialogue and problem-solving, while trust dynamics created a foundation for meaningful relationships. Knowledge of neurolinguistics and body language deepened my understanding of communication subtleties, enhancing empathy and rapport. Challenges highlighted the ongoing need for sensitivity, adaptability, and further skill development in these areas.

To further improve conflict resolution, trust dynamics, neurolinguistics, and body language awareness, I plan to continue with professional development activities to enhance conflict resolution skills, trust-building techniques, and non-verbal communication awareness. I will carry our regular reflection on interpersonal interactions to identify strengths and areas for improvement in managing conflicts and building trust. I must consider cultural nuances in communication styles and non-verbal cues to ensure inclusivity and effectiveness. Through CPD activities and reviewing literature, I will remain up to date on research and best practices in conflict resolution, trust dynamics, neurolinguistics, and body language.
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Using Goleman’s 6 Leadership Styles

I have been reflecting on Daniel Goleman’s framework of six leadership styles (Goleman, 2011; 2017): authoritative, affiliative, democratic, coercive, pacesetting, and coaching, these styles delineate various approaches to leadership, each with its strengths and potential drawbacks. My aim was to understand these styles better and assess their applicability in different leadership situations, particularly within educational contexts.

I was very interested by the diversity of leadership styles outlined by Goleman (Goleman et al., 2002), recognising their potential to influence organisational dynamics and team performance positively. To balance that, I knew from experience that it was a complex decision in choosing and implementing the most effective style for different situations. When reviewing each leadership style and its implications, I felt that I had previously used many of the styles in my previous experiences to good effect with specific challenges, I also confirmed that when faced with situations where a single style did not seem to fit well it was best to adapt to achieve the desired outcomes.

Examining Goleman’s six leadership styles provided valuable insights into leadership dynamics and their impact on team morale, productivity, and overall organisational climate (Palmer et al., 2001; Maamari and Majdalani, 2017).  The authoritative style, for instance, helped establish clear direction and inspire commitment, while the affiliative style fostered harmony and collaboration. The democratic approach encouraged participation and creativity, whereas the coercive style, while effective in emergencies, sometimes led to disengagement. The pacesetting style drove high standards but risked overwhelming team members, whereas the coaching style nurtured individual growth and development. Each style's effectiveness depended on the specific context, goals, and the dynamics of the team or organisation.

The exploration of Goleman’s leadership styles highlighted the importance of adaptive leadership, choosing and flexibly applying styles based on situational demands and team needs. While certain styles may align well with specific challenges, the key to effective leadership lies in understanding when and how to leverage each style appropriately. Challenges in applying these styles underscored the need for continuous assessment, feedback, and adaptation to ensure alignment with evolving organisational goals and team dynamics.

Reflecting on Goleman’s six leadership styles reaffirms their relevance and utility in navigating leadership challenges and fostering a positive organisational climate, understanding each style and their implications, leaders can cultivate a versatile approach that promotes engagement, collaboration, and achievement of shared objectives. Mastery of these styles requires leaders to have ongoing self-awareness, learning, and flexibility to adapt their leadership strategies effectively.

To further develop my leadership capabilities using Goleman’s framework, I am going to reflect regularly on my leadership style preferences and their impact on team dynamics and performance. Seek opportunities for professional development to deepen my understanding of each leadership style and refine my ability to apply them in diverse situations. Ask for feedback from learners and colleagues to gain insights into their perceptions of my leadership style and effectiveness.
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Using professional integrity within the workplace in Education

Maintaining and enhancing professional integrity within my educational workplace is a focus of my professional practice. This involved adhering to ethical standards, demonstrating honesty, accountability, and reliability in my interactions with colleagues, students, and parents. My goal was to build trust, foster a positive work environment, and set a good example for students. Unethical practices can have serious consequences for students, educators and the whole educational institution, and educators can face ethical dilemmas daily (Gluchmanova, 2015). 

From the outset, I was confident in my ability to uphold professional integrity, believing it to be a fundamental aspect of my role as an educator. This was however, tempered with a sense of uneasiness with facing situations that might challenge my ethical principles. As I navigated various scenarios, I experienced satisfaction when I upheld my integrity and frustration when I observed actions that compromised ethical standards.

Upholding professional integrity had a largely positive impact. It built trust and respect among colleagues, students, and parents, contributing to a supportive and collaborative work environment. My commitment to ethical behaviour served as a positive example for students, reinforcing the importance of honesty and accountability. Although, maintaining professional integrity was challenging in situations where there was pressure to conform or where ethical standards were compromised by others.

The positive outcomes suggest that professional integrity is essential for building trust and fostering a positive work environment. It enhances collaboration and sets a strong example for students. However, the challenges highlight the need for resilience and support when facing situations that test ethical principles. Ensuring that the workplace culture supports and reinforces integrity is crucial for sustaining ethical behaviour.

Maintaining professional integrity in the educational workplace is vital for building trust, fostering collaboration, and setting a positive example for students. While challenges exist, especially in the face of pressure or unethical behaviour by others, commitment to ethical standards is essential. Strengthening the workplace culture to support integrity can help address these challenges.

To enhance and uphold professional integrity within my educational workplace, I plan to engage in regular self-reflection to assess my adherence to ethical standards and identify areas for improvement. I aim to build a network of trusted colleagues who value integrity and can provide support and guidance in challenging situations. I will advocate for and participate in professional development focused on ethical behaviour and integrity in education. I will lead by example, and consistently demonstrate ethical behaviour in all interactions, serving as a role model for colleagues and students.
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