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Abstract
This portfolio, presented in fulfilment of Modules UNHE7003 and UNHE7004 of the Postgraduate Certificate in teaching in Higher Education (PGCert tHE), reflects on and evaluates my teaching practice and pedagogy in higher education across my roles as Specialist Support Lecturer and Study Skills tutor at the University of Wales Trinity Saint David and, to a lesser extent, my recent role as Associate Tutor for the Open College of the Arts (an institution which offers flexible distance learning degrees accredited by the University of the Creative Arts). My role has a direct impact on learners, and involves a range of interaction and a variety of pedagogies. This portfolio will primarily concentrate on the one to one support and study skills tutoring I undertake at UWTSD, however there are aspects of my subject teaching for the OCA which have overlapped with and influenced my pedagogical practice at UWTSD (in particular the teaching intervention on ‘creative thinking’ for the Socom group and my Induction presentation). Teaching can only be improved by ‘reflective practice’ (Biggs, 2003) and thus this portfolio reflectively and reflexively examines the complementary and transferable skills pertaining to all my experience in the HE sector.  
Part One was completed between 2015-16; Part Two between 2016-18. The UKPSF Areas of Activity, Core Knowledge and Professional Values are indicated in red.
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Introduction
For the last few years I have been employed as a Specialist Support Lecturer (SSL) for Learning Support at UWTSD, and in 2014 I also joined the Study Skills team as a tutor on the Lampeter Campus, which involves three hour weekly slots for each of the tutors; I have therefore met the teaching hours requirement for this award.  During this time I have enhanced my pedagogy and experience by undertaking a number of specialist CPD and professional courses, including a Postgraduate Certificate in Professional Studies in Education (Difficulties in Literacy Development) with the OU, which has enabled me to become an Associate Member of the Dyslexia Guild (ADG). Between 2012 and 2016 I was also an associate distance learning tutor for the Open College of the Arts, teaching Art and Contextual Studies to students at levels 4, 5 and 6. A1, A2, A3
Teaching as an SSL involves supporting students on a one to one basis for a specified number of hours a week. These students are usually referred for specialist support after being assessed as having a specific learning difference (SpLD) such as dyslexia, dyspraxia, ADHD or ASC (Autistic Spectrum Condition/Aspergers); there is often co-morbidity of these conditions (ADSHE, 2009). The support they receive is therefore ‘student centred’ and aims to address that student’s individual differences and difficulties in order to provide ‘reasonable adjustments’, thus enabling them to fully access and undertake their academic requirements. It is also (perhaps most importantly) essential that the Specialist Lecturer fosters a sense of independence and agency for students who may, as result of their SpLD, have encountered negative experiences in the course of their education resulting in a loss of self-confidence and even ‘learned helplessness’. (Kerr, 2001, Pollak, 2005). Specialist support therefore works reflexively with the aim of encouraging metacognitive learning skills which can be utilised throughout the student’s degree course and beyond (ADHSE, 2009; Price, 2012 etc). V1, V2, V4, A4
Conversely, the Study Skills drop-in service at UWTSD is open to all students at every level who may be experiencing difficulties with academic requirements, and thus can involve any number of students at one time. This may involve teaching in groups if several students present with the same task, or dividing attention between individuals who may be at different stages of their degree. Study skills tutors are usually also SSLs and may therefore utilise the same metacognitive and multisensory techniques they would practise with their SpLD students, however the nature of ‘drop-in’ means that the role of Study skills tutor is largely reactive, and thus necessitates a high degree of flexibility and resourcefulness. K2, V1, V2, V4, A4
This portfolio represents the various facets of my teaching experience and includes teaching cycles incorporating both one to one and group teaching. As a Specialist Lecturer/Study Skills tutor a teaching cycle therefore might mean introducing new strategies and metacognitive skills, monitoring their effectiveness and evaluating their progress.  K2, K3 A4 However, the subject of my first Teaching Intervention report (a one-off group session after approval by the PGCert tHE course convenor) and my Induction Presentation were both deliberately designed to utilise and highlight some aspects of my subject specialism (art/contextual analysis) which could be transferrable to my Specialist Support pedagogy and general study skills teaching. K1







































PART 1: UNHE 7003

1.1 Statement of Teaching and Learning 

Reflect on your experience as a learner and discuss how this will influence your approach to teaching and supporting learning in your discipline

After an interrupted start years earlier, I eventually completed an undergraduate degree as a mature student (and mother of three school aged children). This was followed immediately by a Masters Degree in Art and Art History at Aberystwyth University, which included a compulsory Vocational Practice module for which I devised and undertook teaching interventions comprising both one to one tutorials and group workshops.

My experience as a mature student has helped to shape my understanding of many pedagogical issues – in particular the crucial question of motivation, which is an essential topic of reflexivity for learners in post compulsory education. Malcolm Knowles (2011) discusses the notion of androgogy, as distinct from pedagogy. Andragogy describes the teaching and learning of adults in education which is characterised by self-direction, and is motivated by internal incentives and curiosity, rather than the external rewards and/or fear of punishment which is more inherent in a compulsory educational environment such as school; in other words ‘intrinsic’ vs ‘extrinsic’ motivation (Light et al, 2009: 50; Rogers, 2001: 18). 

My experience as a Specialist Support Lecturer, Study Skills Tutor and distance learning art tutor for the Open College of the Arts brought me into contact with students who could be said to be on a continuum between pedagogy and androgogy. In the support role at UWTSD it can be apparent that some, particularly first year students, are still in motivated by the ‘extrinsic’ factors of an acquisitional model (Beghetto and Kaufman, 2009) and this may lead to learning which is simply ‘surface’ and lacking in meaning for them (Light et al, 2009: 52). The learning environment is therefore crucial to fostering autonomy and sense of agency – many returning adults or HE students may have had a negative experience of school (Rogers, 2001), particularly those with learning differences (SpLDs) such as dyslexia (Price, 2012; Pollak, 2005,  etc)  which can undermine their capacity for ‘self-actualisation’ (Light et al, 2010: 65). A4, V1, V4

Thus as support lecturers we are there to ‘scaffold’ (Vygotsky, cited in Sawyer, 2014) – in other words, to facilitate a move from dependence to independence by modelling and helping students to apply key study skills and problem solving techniques which can be transferred from one activity to the next. Many of our students have Specific Learning Differences (SpLDS) therefore we also need to differentiate and provide highly individualised teaching which is designed to ‘bridge the gap’ for the student with a ‘disability’, whilst playing to their individual strengths by using multisensory approaches (ADSHE, 2009; Malpas 2012). These are designed with metacognition in mind: helping the learner understand how they learn and which strategies might work best for them (Price, 2012). A4, K3, V2

When undertaking my other pedagogical role for the OCA it become apparent to me that teaching distance students presents further difficulties; although students in this situation are less likely to lack autonomy and motivation (especially given the cost of the courses), this enthusiasm can be difficult to sustain over a period of time, particularly with little contact with tutors and peers (Rogers, 200: 167). Many students choose part time online courses because of other commitments; this way of learning can be usefully flexible but also problematic, and the completion rate tends to be comparatively low.  Having recently completed a postgraduate distance course myself with the OU, I am more aware of the difficulties faced by the students learning at a distance: I was lucky enough to be taking the course at the same time as some colleagues which offered valuable support, without which I might have felt more isolated and far more anxious. 

However, as well as enabling me to gain a specialist qualification in SpLD teaching, undertaking the aforementioned online course (Postgraduate Certificate in Professional Studies in Education) also prompted me to become far more reflexive and responsive in terms of the skills required to research, plan and structure an academic work, as well as to manage my time more efficiently in order to fit study around work and other commitments. Although something that I have long used in my own study skills pedagogy, I re-experienced for myself the efficacy of multisensory techniques such as effective mind-mapping, colour coding and record keeping (etc) which has now enabled me to advise students from more recent experience and with more conviction of their usefulness. A5, V4

Above all, I believe the key issue in any effective learning is ‘seeing the point’.  As both an educator and a learner, it is obvious that motivation is key to effective learning, with the goal of constructing meanings in a ‘deep’ way (Light et al, 2009; Rogers, 2001). In this profession, the hope is that we are privileged in helping to facilitate that as well as experience it for ourselves.   K3, V2

Reflection on Induction Exercise 
For the Induction Day in November 2015 my ten minute teaching example / presentation was entitled ‘Analysing Visual Images’ (see Appendix). I had initially encountered some difficulty deciding what subject to present, as my teaching roles as an online art tutor for the Open College of the Arts and a Specialist Support Lecturer / Study Skills tutor for UWTSD had initially seemed somewhat disparate, yet I was reluctant to choose one over the other.  However, on reflection I realised that there were elements of enquiry that are a vital study skill for all students, and these same methods can apply or be adapted for the analysis of both written and visual material. Asking the basic questions ‘Who, What, Where, When, Why, How?’ can become the starting point for any student to think about aspects such as authorial intention, methodology, style, intended audience, context, etc, and can be provide a vital structural framework for analytical enquiry for any subject material. A1, A2, K1
The presentation itself consisted of ten slides, each with a visual image and a small amount of text. I used cards containing bullet points as my own prompts (here included as notes underneath the slides), as I felt it was important to extemporise rather than read – as far as possible I wanted to avoid looking down so I highlighted key words on the bullet points, intending to refer to the cards as little as possible in order to increase all important eye contact with the audience (Light et al, 2009: 124). I had timed the presentation to ten minutes, although this had not been an easy process and I was aware that time would be very tight for the short discussion / audience participation section at the end. A1, K1, K2, K4
The atmosphere in the group was friendly and supportive – most of us work in Learning Support in some capacity and therefore are more used to teaching in a 1:1 situation than to an audience of peers making notes and evaluative observations, so we were aware that this exercise may be somewhat outside our ‘comfort zone’.  I was therefore more nervous than I had expected to be, and this unfortunately had an effect on my voice which one of my fellow trainees picked up and commented on. I tried to make sure that I was facing and addressing my audience as far as possible, although the room layout was such that I had to stand next to the powerpoint which made it somewhat difficult to refer to the images without turning around.
On the whole, the feedback I received was helpful and constructive. My images and information was praised for clarity, although one comment suggested I should have left more time for the audience interaction section, which is something to bear in mind. I had specifically included a question and answer element at the end of the presentation, however I agree with the comment that this felt somewhat rushed, as I was aware of the time restriction of ten minutes. A5
Another criticism of the powerpoint was my lack of a reference list for the pictures. I had considered whether or not to include one but for aesthetic reasons had decided not to give full URL references for the pictures on the slides as it would have made them too cluttered. I did consider including an extra slide for references at the end but this seemed unnecessary for the context of the Induction exercise; in hindsight I realise I should have done so. 
This exercise demonstrated the importance of good clear visuals which are not overly wordy – the audience need to be able to listen to the speaker without being too distracted by large amounts of text. Audience engagement is vital, so allowing more time for questions and discussion is important – learning should be a two way process (Armitage et al, 2007).  Above all, what this exercise helped to reinforce for me was the importance of preparation and practice, especially in terms of timing. Many of my support students are required to undertake presentations as part of their courses, so this experience was also extremely useful in reminding me of best practice and enabling me to empathetically advise them in how to communicate their ideas more effectively. A5, K5
On reflection, the fact that this exercise took place in a small group meant that we were able to concentrate on the finer points of each other’s presentation styles, constructively critique each other and recognise aspects of best practice.  Small group teaching and learning has been shown to improve collegial relationships (Light et al, 2009:128) and this was definitely something I experienced during the Induction day: the feeling of being all ‘in the same boat’ and supportive of each other is clearly important in increasing confidence, and something to bear in mind and encourage when planning group teaching sessions. There were both positives and negatives to reflect on, and as Kolb (2014) discusses, this type of ‘experiential learning’ exercise has long been recognised as a vital part of the learning process.









Plan for Proposed Teaching Intervention: Creative Thinking (Cut-up Poetry and Collage)

What is the situation currently?
Socom (Social Communication) is a group run for the benefit of any student who feels they may have social and communication difficulties. There are currently up to eight regular students who attend.                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                            
What do you wish to change?
Students attending Socom take part in a variety of activities to promote self-understanding, wellbeing and more effective communication both academically and socially. It is hoped that this exercise will contribute to this.
What is the rationale for change?
The rationale for this intervention is to promote creative thinking in students who may struggle with self-reflection, communication difficulties and more rigid ways of thinking. Students with ASD or other SpLDs may often have difficulties with the self-reflective exercises and assessments required as part of their academic courses. Enabling students to explore these skills experientially in a more relaxed environment may increase their confidence when tackling this kind of task.  
What do you plan to do?
A two part teaching session/ workshop to facilitate and encourage creative thinking, involving poetry and an artistic exercise (collage). 
How will you do it?
My session: introduce the students to collage as an art form which does not require 'traditional' art skills such as painting drawing etc. A short powerpoint / handouts on some collage artists (historical and contemporary) and talk about the history and pedigree of the collage as a creative device. 
Collage could be used as:
· Autobiography
· Mood board to explore self reflection
· Personal/ Political Statement
· Fantasy / creativity 
Materials needed:
· Magazines, newspapers, other images
· Scissors and glue sticks (as many as possible) 
· Coloured paper
· Handouts – visual references
How will you evaluate its effectiveness?
Verbal and written feedback.

Report on Teaching Intervention 1 
Introduction
This teaching intervention was primarily developed as a result of conversations with another Learning Support colleague on the subject of using creative activity to encourage students, in particular those with SpLD, to develop more interpretative and fluid meaning-making skills which can be transferred to the requirements of their academic study in the Humanities. Coming from creative backgrounds (creative writing and art, respectively) my colleague Dinah Mulholland and I are firmly of the belief that creative activity and the encouragement of creative thinking methods are crucial in developing independent learning in any educational environment. Indeed, a 2008 article in the journal Higher Education states that it is the ‘commitment of a growing number of universities to ‘more creativity’ as part of their declared vision for their staff and students…’  (WcWilliam and Dawson, 2008); while a recent Guardian piece challenges the notion that creativity should be treated as separate to other academic activity (Meng, 2016).
Mikhail Bakhtin (1981) discussed the concept of ‘ideological becoming’, as meaning the distinction between authoritative discourse: knowledge which is presented by an external authority; and internally persuasive discourse: the creative insights generated by the individual (see also Light et al, 2009). Beghetto and Kaufman (2009) suggest that this paradigm of meaning making is a process of transformation, and that meaningful learning happens when students can develop their interpretative skills through creative imagination, which can only occur when the endemic distinctions between academic learning and creativity are removed.  K3, V3
With this in mind, we thus devised and implemented a joint teaching intervention to encourage creative thinking through artistic activity which would take place within ‘SoCom’, a group for students who feel they have social and communication difficulties. The hope was that this would have a twofold outcome: to enable those students with more rigid thinking patterns to take part in a verbal and nonverbal creative activity, and to help (albeit in a small way) to foster the self-expression which may be lacking in those students constrained in an academic context, with the aim of encouraging greater confidence in using autonomous meaning making and interpretation skills which can be transferred to their own subject studies. A1, A4, K1, V2, V4


Current situation/context
As Specialist Support Lecturers on the Lampeter Campus we work with students with SpLD who are undertaking a variety of humanities degree pathways which, although ostensibly purely academic in nature, nonetheless require a degree of imaginative and creative reflection and research if students are to become autonomous learners (Cottrell, 2001: 22; Light et al 2009: 50). This is something that Dinah and myself are aware of as being a perpetual issue in our one to one SSL teaching sessions, particularly for students with learning differences such as Autistic Spectrum Condition (ASC/Aspergers), for whom flexible thinking can be a particular problem (Frith, 2003). 
The Social Communications group (SoCom) was devised to enable students with conditions such as ASC to meet in a safe space and take part in group activities to explore issues around communication and social interaction, and develop strategies to cope with the demands of university life.  As part of their programme, the group periodically has creative activity on offer, so Mel Long, the SoCom co-ordinator, agreed that it would be beneficial for SoCom students to take part in the type of intervention (poetry and collage) that Dinah and I had devised.  SoCom is a two hour session with a break half way through for refreshments, thereby providing the ideal opportunity to present two distinct but interrelated teaching interventions.
Rationale
The majority of the students on Lampeter Campus have come straight from A levels in mainstream schools / 6th form colleges and therefore their prior learning experiences may have been largely centred around the acquisition model of learning (Beghetto and Kaufman, 2009: 299). Many students may not have taken creative subjects in their last two years at school and thus opportunities for creative expression may have been lacking, and yet the development of ‘small c’ creativity - creativity which is located in the process rather than the outcome, such as problem solving, adapting to change, etc, (and which is linked to intrinsic motivation (Kersting, 2003)) is increasingly being seen as crucial to teaching and learning (European University Association, 2007). K3
For students with ASC and other thinking and learning differences, flexibility and change can be difficult, as can be the intrinsic but necessary ‘insecurity and uncertainty’ (European University Association, 2007) that creative activity entails.  Although essentialist statements should be avoided, research suggests that many individuals with ASC have a degree of reduced imaginative creativity (Craig and Baron-Cohen, 1999; Bar et al, 2011) which leads them to struggle with activities, academic or otherwise, that require a greater degree of reflexivity and insight. McWilliam and Dawson (2008) describe creative capacity as the ability to ‘move an idea from one state to another’, which is therefore something that students with inherently less flexible processing will also find problematic. 
It was therefore decided that the students in the SoCom group would benefit from taking part in activities which challenged them to make creative decisions, thereby encouraging greater understanding of how the decision making processes might take place in a creative context (e.g. why did the artist/writer choose to work like that?). By ‘hands on’ working and thus learning experientially (Kolb, 1984 cited in Light et al, 2007) it was hoped that trying this activity would contribute towards the development of transferrable critical and analytical skills. However, we were at all times mindful and sensitive to the potential difficulty the students may have with this, so it was important that it took place in a ‘safe’, voluntary environment such as SoCom, and that the activity was seen as enjoyable and in line with the ethos of the group which is  to enhance wellbeing. A2, A4, V1, V2
We devised a teaching intervention which would involve two separate but interrelated activities: a ‘cut-up poetry’ session with Dinah, followed by a session on collage with myself. ‘Cut-up’ poetry is a literary device whose main proponent was the writer William S Burroughs, in which the subject pulls words or phrases randomly from a container and then re-assembles them as a ‘poem’ (Colman, 2011). The lack of control inherent in this process may appear to be potentially challenging for some students, however Dinah had successfully used variations of this in her teaching of basic literacy and was confident that the ‘readymade’ and random aspect of the writing process would appeal to students who may be reluctant to try poetry writing from scratch.
My session on collage using cut-up images from magazines (etc) had a similar rationale: I wanted to introduce an activity that would still be considered ‘visual art’ but that was not contingent on an individual’s ability to draw or paint, thereby giving the students a chance to be creative in a more inclusive way and with less risk to self-confidence. In fact the use of readymade or ‘found’ images has a distinguished past in Modernist art and was a staple of the Surrealist movement, something I thought that the students might have both heard of and be able to relate to (I had previously successfully facilitated a similar workshop for undergraduate art students). Like the cut-up poetry technique, collage and the use of found images presents students who might have less flexible thought processing the opportunity to create and transform, but within the boundaries of what is already available and being therefore less reliant on originality or draughtsmanship. 
To summarise, the rationale for this teaching intervention was to provide an opportunity to combine our subject teaching (Art, Literature) with our support teaching for students with SpLD, in this case students with social and communication difficulties who may struggle with activities which require imagination, flexibility and reflexivity. The objective was to provide them with a structured session that would enable them to express themselves creatively but in an unpressured and supportive environment. A1, A2, A4, K3

The Teaching Intervention
During the planning stages it was decided that Dinah should teach the first hour with a presentation and practical activity on cut-up poetry, followed by my teaching intervention on collage for the second hour.  As well as the necessary materials (newspapers, magazines, paper, glue and scissors) we both collated visual examples in the form of videos and handouts of these creative outcomes as it was important that students had a concrete reference, although as the rationale of the exercise was to encourage a high level of independence and self-expression we were both reluctant to be at all prescriptive in this respect. A1
Planning for the session involved liaising with Mel Long, the SoCom co-ordinator, who advised on logistics and how the individuals might respond to these activities. This information was important as the group contains students with Autistic Spectrum Condition for whom a change in personnel and (crucially) a change in room layout could potentially cause anxiety. We therefore needed to rethink our initial plan of having the tables pushed together to enable the materials to be in easy reach in the centre: Mel warned us that some of the students have their preferred seating arrangements and may feel uncomfortable if this routine was disrupted. Dinah and I also briefly attended a SoCom session in the week prior to our intervention to introduce ourselves to the students, and to explain to them what to expect in our session in order to minimise any potential uneasiness. A4, V1, V2
A total of seven students were present during our teaching intervention. SoCom is open to all students so this was a mixture of undergraduates and postgraduates.  Most of the students there had been diagnosed with ASC or other SpLDs and disabilities that affect their ability to communicate to some degree. We began the session by introducing ourselves, and then briefly outlined the aims of the intervention and what the students were to expect from the session, stressing that participation was entirely voluntary (students at SoCom also have a range of more solitary activities available should they so wish).  We were being peer observed by another colleague, Bryn Regan, who we briefly introduced to the students, making sure to inform them that he was there to observe our teaching practice rather than the group itself.
Dinah then gave a presentation on the history and use of cut-up poetry as a creative literary technique. She explained that one of the most famous exponents of this was David Bowie, who used this technique to write several of his songs; this fact particularly seemed to interest the students as David Bowie had only very recently died. Dinah also attempted to run a video of William Burroughs discussing the technique, although this hit a few technical snags at first. The students then took part in the practical activity that Dinah had devised (cutting up words and phrases from magazines and then drawing randomly drawing them from a container to stick on paper as a ‘poem’). On the whole, most of the students appeared engrossed and happy with this activity, and pleased (if somewhat slightly bemused) by their outcomes. It was interesting to note that some had completely embraced the arbitrary nature of the process and had created their poems by sticking to the random sequence the words had been withdrawn, whilst others had arranged their words in a more traditionally coherent fashion (as far as possible). 
After a short break for refreshments I introduced the topic of my teaching intervention. Using visual references I gave a short introductory talk on the history and pedigree of collage as an art form which had come to prominence in the modernist era of the twentieth century, had been used primarily by the Dada and Surrealist movements but also had also been a staple of Pop Art and more ideologically based genres. I gave the students examples of relatively well known artists such as Hannah Hoch and Richard Hamilton, but also discussed and gave examples of how collage could be used to explore more personal issues (autobiographically or as a ‘mood board’ for example) or to create something which might be pure fantasy or escapism with the aim of contributing to wellbeing. I also reiterated the rationale behind this and the previous exercise: that most humanities students might have limited opportunity to express themselves creatively in the context of their courses but that developing creative and connective thinking is an important part of the academic skillset. A1, A2, A4, V1, K1, K3
Although participation was entirely optional, all the students present chose to take part in this exercise, and were provided with a variety of magazines, newspapers and other visual and textual images as well as coloured paper. I was particularly fascinated by the choices they made: several students used the technique to create fantasy landscapes whilst some created works which displayed more personal expression, however one was interested in the collage method to create a work which included elements of political satire and humour, including text. All students seemed engrossed, and the activity produced an opportunity for communication between the students, which is one of the primary objectives of the SoCom group. Whilst the students were working on their pieces, I circulated between the tables to offer encouragement or practical suggestions.  Although the students worked alone, most also took an interest in what the others were producing and offered each other positive comments.
The session proved somewhat difficult to wind up as some students were still working on their pieces after the second hour was up, however I suggested that they could take them away and continue to work on them if they wished, reminding them that they had ownership of their outcomes. At the end of the session Dinah and I addressed the group again, reiterating what the aims had been: the students were by this time much more communicative than they had been at the beginning and some seemed keen to discuss with us how they had found the process interesting and missed taking part in creative activities during their academic terms at university. Dinah and I then mooted the idea of more regular creative sessions, to which the students were enthusiastically in the affirmative. A1, A2, A4

Evaluation
At the end of the final discussion Dinah and I received positive feedback (see Appendices), including comments from a couple of the more withdrawn students who had initially been less keen to communicate. One student (who had created the more satirical piece) said he had been quite sceptical at the beginning but had found the experience interesting and was keen to have another go.  After the following week’s SoCom session Mel Long also reported back to us that the students had fed back verbally to her that they felt our session to have been beneficial. K5
In hindsight, I think that although the two sessions (cut-up poetry and collage) were interrelated and complementary, the length of time that each required meant that ideally they would have been presented in separate sessions to allow the students to finish in time, and to fully absorb and process each activity. It was also clear that being pre-warned about the potential difficulty in changing the room and seating layout had been an important factor in the success of the intervention: the students were able to take part in a way that still felt comfortable for them, and my colleague and I were less anxious about how the students might react to SoCom being led by different members of staff. 
As far as my own pedagogical experience was concerned I felt that this teaching intervention provided unique opportunity to blend the two aspects of my practice: my subject teaching (art) and support teaching for students with SpLD, although the nature of support teaching inevitably requires a creative approach. For example, as SSLs we utilise metacognitive and multisensory learning techniques such as mind mapping to encourage connective thinking, and colour coding to help with organisation of research. It is certainly been my experience that drawing and pictorial memory and ‘brainstorming’ techniques can work particularly well for visual and kinetic learners, for example.  Indeed there is some interesting research on the correlation between drawing and dyslexia (McManus et al, 2010) and research on the links between dyslexia and creativity appear to be well established (Kiziewicz and Biggs, 2007). I am keen to explore these connections more fully, with a view to encouraging creative problem solving and enhancing multisensory learning techniques.  A1, K2, K3
Although only possible as a single intervention (at this stage) and therefore something of a novelty for both ourselves and the students, both Dinah and myself felt that the enthusiasm displayed during the session by students who struggle with social interaction, more rigid thinking and communication difficulties suggest that it is something that would be beneficial to undertake on a more regular basis. To this end I am currently formulating plans to devise a more sustained teaching cycle of creative activity sessions, which it is hoped could be open to all students. As well as ‘hands on’ activities, these will include an element of contextual study /critical analysis (thus also hoping to consolidate skills they utilise in their subject assignments) with the intention of giving those studying academic subjects a space to express themselves creatively and (it is hoped) encourage essential ‘small c’ creative thinking. 











1.4 Observations
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	 PGCert tHE  STAFF OBSERVATION FORM

Name of Staff member:  Julie Davis
	

Date: 7/3/16

	Name of Observer:  Bryn Regan
	Number in class:  7

	Student level: 
	Location: Catherine Stott room

	Topic/s:  Creative Expression for Socom group
	Start Time: 6.30
Finish Time: 8.30

	
Teaching Characteristics: Preparation, selection and organisation of content.  Choice of teaching/learning methods.
Julie had prepared the room to include equipment and teaching materials. A range of teaching materials were organised and arranged so that the students had easy access to what they required and a wide range of materials to choose from.


	

	



Presentation:  Beginning class, introduction, continuity with other sessions, students’ prior knowledge.  Clarity of presentation.  Pace.  Attitude to subject matter.  Use of appropriate reinforcement.  Ending the session – summary, future work etc.

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

	

	


Technique and Aids:  General apparatus – board, data projector, use of handouts.  Question and answer technique.  Other evaluation procedures, class management, instructions to students.
Julie provided a handout which outlined an example of the work, along with visual examples of what others had produced, which gave students a useful guide on what they could aim for. Julie continually checked that the students were okay with the work and further demonstrated to those who requied further instruction. The class responded well to the less prescriptive approach and they quickly set about producing their work. The class felt relaxed and productive.


	Student Responses: General class atmosphere, level of participation, attention and interest.  Student attitude and ability to carry out classwork.  Were learning problems identified and overcome?  Awareness of individual needs.  Attitude to students.
The class atmosphere was both relaxed and productive with all the students fully engaged in the process. All styudents were attentive and interested in the classwork and there was plenty of time built into the session for all students to ork at their own pace and produce some work by the end of Julie’s session. Julie was willing and committed to answeing any questions the students had and with offering additional assistance. Julie was able to identify learning problems and overcome them when required. Julie was thoughtful and supportive towards the students throughout.

	

	

General: Was effective communication achieved?  Was there good student – teacher rapport?  Were the aims/outcomes achieved?  Appropriateness of teaching/learning methods
Julie’s communication with the students was effective when providing the aims and instructions of the session and her student-teaher rapport was good throughout. Julie offered the opportunity for the students to reflect and discuss the outcomes which had been achieved, which included its relevence to the students’ own academic work.

	

	

Examples of good practice:

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




Action points:

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


	


Observer ..............Bryn Regan........................................                   Date .........6/4/16.....................................



Oberservee  ................Julie Davis...................................                  Date .......6/4/16....................................



On completion of all reports, please write a short reflective  paragraph on your  observation experiences.





Reflection: This teaching intervention went more smoothly than both Dinah and I had feared – the students all seemed receptive to the activities and interested in the theory behind what we were doing. Consultation with Mel and members of the group beforehand was useful as we were then aware that some of the members had their preferred places and might not like the furniture rearranged, so we were mindful of that when setting up the room. It was a little hard to wind up because everyone was still engrosssed at the end – we therefore encouraged them to carry on at home if they wanted.
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	 PGCert tHE  STAFF OBSERVATION FORM

Name of Staff member:  Julie Davis
	

Date:  7 Oct

	Name of Observer:  Bronwen (Blue) Powell
	Number in class: 1

	Student level: 
	Location:  The Willows

	Topic/s: Presentation Structure
	Start Time:  5
Finish Time: 6

	Teaching Characteristics: Preparation, selection and organisation of content.  Choice of teaching/learning methods:
Session content defined by a request from the student for help in the clarification and structure of an impending presentation project. Student overwhelmed by an unbalanced plethora of information due to missing the planning stage and going straight to research. First area of confusion: an overly wordy and confusing title revealing a lack of focus in the content and structure. J’s response: to provide a simple but effective intervention in the shape of a planning radial map, in order to define key points and to create a lucid and well-formed argument.

	

	Presentation:  Beginning class, introduction, continuity with other sessions, students’ prior knowledge.  Clarity of presentation.  Pace.  Attitude to subject matter.  Use of appropriate reinforcement.  Ending the session – summary, future work etc.:

	Student had clearly done a good deal of reading around the subject and knew what the general message was, but he had no structure and his argument would have confused the audience. He had not properly considered the audience. J’s first step was to set aside the confusing title and to enquire about the essential message and the key points (which could not be overlooked) within that message. A map was initiated, and the student was encouraged to actively engage with the process and to take increasing ownership of the map as a planning method. The pace was in tune with the student’s pace, to allow good rapport. J showed a great deal of interest in the subject and let the student know that his knowledge and understanding were respected by using mirroring and repetition of key points, to aid clarification. Once the process was complete, the student was encouraged to stand back for overview and to run through the process of the presentation, to vocalise the key elements within the structure produced. The session was completed by  eliciting suggestion from the student for possible future application of the method, which also confirmed his understanding of the content of the session. 


	

	Technique and Aids:  General apparatus – board, data projector, use of handouts.  Question and answer technique.  Other evaluation procedures, class management, instructions to students:
Simple materials: A3 paper, pens and coloured highlighters; research material provided by the student. Question and answer method employed throughout to curb confusion, clarify the essential and to keep the student engaged in positive forward progress. 


	Student Responses: General class atmosphere, level of participation, attention and interest.  Student attitude and ability to carry out classwork.  Were learning problems identified and overcome?  Awareness of individual needs.  Attitude to students:
The student’s interest, motivation was maintained throughout due to positive questioning engagement, and J’s obvious interest in the subject being received as encouraging and effectively confidence building. Mid-session, it became apparent that the student needed extra help in quickly finding salient information in the text, and a simple tag method, linked to the colour coded map was used for this. This was very well received and again, the student demonstrated ownership of the method by using it himself. Another area of intervention was the student’s unclear concept of the audience’s perspective and this was dealt with by J taking the audience’s part, with questions illustrating their understanding (or lack of understanding) of the delivery. 

	

	General: Was effective communication achieved?  Was there good student – teacher rapport?  Were the aims/outcomes achieved?  Appropriateness of teaching/learning methods: 
The methods described above successfully distilled the presentation and provided a good, workable structure and a method that can be applied in the future. Independent learning was fostered by encouraging the student to take ownership of the method whilst supported in testing it for suitability. The summary enabled a virtual run through, ensuring that all key points were communicated clearly, in order to convey the main and subsidiary messages of the presentation. It was clear that the session was successful and the teaching methods appropriate because the student left more confident, encouraged, willing to apply the method demonstrated, with a better focused title and a stronger sense of audience. 

	

	Examples of good practice:

Effective re-focusing. Patience, good listening skills and respect for the student’s knowledge shown. Autonomy encouraged. Confidence fostered. Timely intervention to mid-session obstacles demonstrated with sensitivity and flexibility. Method linked to global applications. 


Action points:
The student’s a next step, after overlearning of the paper method, transferrence of the paper map to the relevant appropriate assistive software. This will encourage seamless translation into outline plan and final draft will keep the essential points visible and the structure strong, whilst allowing development of the work towards its finished form.[image: Mac HD:Users:bluepowell:Desktop:sig right size up.jpg]


	Observer ......................................................                                            Date 7.10.16.......................................


Oberservee  ............Julie Davis.......................................                        Date .......7/10/16....................................



On completion of all reports, please write a short reflective  paragraph on your  observation experiences.

Reflection: I was encouraged by Bronwen’s comments, although I had felt a little anxious about being observed by a senior and more experienced colleague. This intervention was typical of a one to one session, in this case trying to help the student structure a presentation by the use of mind mapping and initial ‘brain storming’ to focus the student’s own ideas. The student had clearly read around the subject but was confused about how to structure the work and organise his research. He was very keen to discuss his subject so at times it seemed difficult to bring him back to the task in hand. I suggested multisensory techniques using colour coding to represent the various themes and the student seemed keen to try this out, and confirmed at the end of the session that he felt more confident about starting the powerpoint than he had been.























[image: uwtsd-logo-bilingual]

	 PGCert tHE  STAFF OBSERVATION FORM

Name of Staff member: Dr Ros Coard / Dr Martin Bates
	

Date: 4/5/16

	Name of Observer: Julie Davis
	Number in class: 2

	Student level: 5
	Location: Red Room, Lampeter Campus

	Topic/s:  Revision session for Origins and Innovations module
	Start Time: 2pm
Finish Time: 3pm

	
Teaching Characteristics: Preparation, selection and organisation of content.  Choice of teaching/learning methods.
Ros and Martin had a prepared powerpoint to illustrate examples of do’s/don’ts in terms of answering questions for the upcoming end of term exam. The exam paper had been devised and would be marked by several different lecturers, so this session enabled Ros and Martin to give their own viewoint and advice about answering their particular sections of the exam paper. They communicated exactly what would be required in the exam as well as the marking criteria, and used examples of their own past experiences to illustrate some of the issues that students and lecturers often encounter with regard to this exam. 

	

	



Presentation:  Beginning class, introduction, continuity with other sessions, students’ prior knowledge.  Clarity of presentation.  Pace.  Attitude to subject matter.  Use of appropriate reinforcement.  Ending the session – summary, future work etc.

	This teaching intervention was a repeat of one that had taken place a few days previously, hence the class number was very low as many students had already been to the session.  However this in fact meant that the lecturers were able to tailor their advice for the students’ own needs and the expectations of their particular degree pathways (Origins and Innovations is a module open to all AHA students). The pace was relaxed and the lecturers encouraged questions.Both used repetition to reinforce important points. Ros in particular used humorous anecdotes on this subject which put the students at their ease and could potentially act as an ‘aide memoire’ for them.  Both lecturers used repetition to reinforce important points, and the advice on marking criteria and expectations was clear and precise.

	

	


Technique and Aids:  General apparatus – board, data projector, use of handouts.  Question and answer technique.  Other evaluation procedures, class management, instructions to students.
The lecturers had prepared a Powerpoint presentation including examples of past exam papers, as well as a handout containing points of advice. Roughly half of the session was taken up with using the powerpoint as reference; the lecturers then both extemporised further on the expectations of the exam. Ros also used a whiteboard to visually illustrate a point about answering a question regardings maps. Both lecturers discussed what was avaiaable on the VLE (Moodle) for further revision.




	Student Responses: General class atmosphere, level of participation, attention and interest.  Student attitude and ability to carry out classwork.  Were learning problems identified and overcome?  Awareness of individual needs.  Attitude to students.
As mentioned above, the small class number meant that the students could be asked individually what their degree pathways were and thus advice could be directed to meet the students’ specific needs. The students appeared to be interested and comfortable when asking questions and the lecturers were responsive in their answers.

	

	

General: Was effective communication achieved?  Was there good student – teacher rapport?  Were the aims/outcomes achieved?  Appropriateness of teaching/learning methods.
The combination of the Powerpoint, handouts and specific examples meant that all information was clear and accessible to the students. The teaching style was relaxed and informal: both lecturers positioned themselves in different areas of the room and took turns to speak in a spontaneous and informal manner, encouraging questions.

	

	Examples of good practice:
The use of humour and anecdotes helped put students at their ease but also served to reinforce important points. Students were encouraged to ask questions if there was anything they felt unclear about.







Action points: 
As this was primarily a revision session I did not feel there was anything that I could pinpoint as an action point as such. 

	





Observer ...............Julie Davis......................................                      Date..............4/5/16................................



Oberservee  ........Ros Coard/Martin Bates..............................           Date ...............4/5/16............................



On completion of all reports, please write a short reflective  paragraph on your  observation experiences.




Reflection: Observing Ros and Martin’s lecture (albeit to a small audience) it was clear from their relaxed style that they are highly experienced lecturers. They had obviously presented that session (or variations on it) many times and were therefore able to impart to the students the potential pitfalls in answering the exam. The use of humour was valuable in creating a good atmosphere in the room and diffusing the potential anxiety of a pre-exam revision session.




















1.5 Evaluation of three CPD Events 2015-16

6th January 2016 
Two half-day programmes of CPD training – Learning Support 
Halliwell Centre, Carmarthen Campus

Overview:
This programme was part of the bi-annual staff training / CPD events which are organised and attended by Learning Support staff in Lampeter. Traditionally these events usually involve one or more external speakers who have been invited from organisations and charities whose functions are of relevance and benefit to those members of staff teaching and working with students with disabilities. In the past these have included speakers from organisations dealing with learning disabilities such as the National Autistic Society, physical disabilities such as the BDA, and mental health organisations. There have also been sessions on the use of Assistive Technology from software companies, as well as in-house speakers to deliver training on the use of teaching aids and technologies such as the VLE (Moodle). In addition, these training days usually include presentations and workshops by members of the Learning Support team to share specialist knowledge and experience.

Programme 1: Mental Health and Wellbeing  
This programme of events was designed to raise awareness of the importance of mental health and wellbeing for all staff working with students in receipt of Disabled students Allowance. 
As a Specialist Support Lecturer I am part of a team that supports students with a variety of Specific Learning Differences (SpLDs) and also mental health conditions. There is a growing body of research to suggest that there is an overlap with SpLD and mental health difficulties (Kerr, 2001); in many cases as a result of negative experiences, including and especially with regards to fitting into mainstream education (Kerr, 2001; Burden, 2005; Pollack, 2005). Many of our students with SpLD will also be in receipt of support from Specialist Mental Health Mentors. It is therefore vital that all members of the team, including 1:1 teaching staff, are aware of the potential difficulties faced by individuals with mental health problems, and what to do if we think a student may be at risk or discloses mental health difficulties during a teaching session. 
The events started with a short presentation on the use of creative writing in mental health, delivered by Clare Scott and two members of the team from Swansea, which was interesting and echoed my own pedagogical rationale that creative activity and thinking can be of benefit for individuals with mental health difficulties as well as SpLD; in fact it had a significant correlation with my later joint teaching intervention on creative thinking. 
Following this was a presentation by an individual with Bipolar Disorder, a condition he had been diagnosed with as a high achieving university student and which had had a devastating effect on his education and career. This was a well delivered and at times emotional insight into this debilitating illness, and I felt it was valuable in helping staff to understand the difficulties faced by anyone living with a long term mental health difficulty and the impact it can have on their life and education.
Although it was obvious that a half day programme can only scratch the surface of the issue of mental health in HE, it was still of value for those of us working with students who have, or may be at greater risk of mental health difficulties. Citing a recent NUS survey, The Guardian (Smith, 2016) states that almost 80% of HE students have experienced mental health problems in the last year, therefore this type of awareness training may be useful to anyone teaching in a university setting. A5, V1, V2, V4


Programme 2: Boundaries Training 
This event took the form of a half day workshop on the issue of boundaries between staff and students as well as between the various roles in Learning Support, departmental teaching staff, and occasionally parents. 
As specialist lecturing staff who primarily teach and support on a one to one basis, we aim to foster a trust relationship with the student in order to develop confidence and skills to deal with their individual learning differences. However, this can occasionally lead to difficulties in establishing boundaries, so it is vital that students and staff understand the scope of the role and what is appropriate and best practice. 
In order to discuss this, attendees were asked to fill in a work sheet with questions regarding boundary issues, for example dealing with social media (e.g. ‘friend requests’ on Facebook), liaising with subject lecturers, contact with parents, etc. Staff were then placed into groups to discuss their answers, before a final discussion /debrief / brainstorm session involving the whole room.
As a specialist lecturer I felt this was a useful exercise in addressing issues that may have a bearing on our relationship with the students we teach, and to be reminded of policy affecting all teaching staff at UWTSD. It was also reassuring to (anonymously) discuss individual cases and to receive feedback and advice from other members of staff. K6, A4

June / July 2016
National Autistic Society online CPD modules: Understanding Autism; Autism and Communication; Autism and sensory experience; Autism, stress and anxiety; Autism: supporting families
These five online modules, each taking roughly two hours to complete, were designed to be undertaken by anyone working with or caring for people on the autistic spectrum, including those with Aspergers. Whilst not specifically targeted at one group in particular, the modules sought to explain the challenges faced by those with ASC (Autistic Spectrum Condition) and outline ideas for best practice.
These ideas particularly centred on reducing anxiety and recognising areas in which someone with ASC might face particular difficulties, such as communication and social behaviour, routine and change, and the problems surrounding sensory processing. These were all explained and reinforced by the use of videos (with transcripts available), interactive activities and written information, with a test at the end of each module leading to a downloadable CPD certificate on successful completion, recognised by the DSA.
There is a comparatively high proportion of students with ASC at UWTSD Lampeter. I currently teach three such students (all of whom also have other SpLDS), so the NAS courses were helpful in reinforcing good teaching practice. For example, it was extremely useful to be reminded of aspects such as straightforward communication when working with students with ASC. Whilst many of our ASC students can be high achieving academically, they may still struggle with specific language and comprehension impairment and thus our pedagogical practice needs to be adapted to make sure that communication is not ambiguous or overly detailed. For some students, this may even mean explaining and interpreting lecture notes, PowerPoints, or instructions, for example. For ASC students, we may also need to bear in mind our teaching environment, providing low arousal (depending on the individual) and a regular routine, to minimise anxiety.
As specialist support lecturers, our role is to teach effective study skills and strategies to students with SpLD, recognising that each student will have their own individual strengths and weaknesses. All the NAS modules emphasised that whilst ASC has common diagnostic features, everyone with ASC has their own individual profile and we should be wary of making assumptions. In summary, whilst these courses were necessarily general, they still provided information which could be applicable and adapted for those teaching ASC students at HE level. A4, A5, K3, V1, V2, V4

17th September 2016
Staff Development workshop on Retention and Attainment
Robert Hunter Building, Carmarthen Campus
This staff development training was introduced by Dr Mirjam Plantinga who initially outlined the current issues surrounding retention and attainment in HE as a whole, and at UWTSD specifically. It became clear this is a key issue for the university, which (we were informed) is currently falling below the HEFCW retention mark.
Dr Plantinga then introduced a number of speakers from schools and departments across all campuses who gave presentations on the projects that they had undertaken. These included schemes designed to increase inclusivity and sustainability, data collection projects to analyse statistics on drop-out rates, and presentations from departments who had significantly changed their teaching practice and timetabling to combat the problem of students dropping out at specific times when the workload traditionally increases. There was also acknowledgment of the ‘danger times’ in terms of stress and mental health, with a scheme (currently in Swansea but with plans to expand) to address this by offering wellbeing support at those key times.
As a Specialist Support Lecturer, I found it extremely useful to be made aware of the range of potential solutions from different schools and departments. I have direct experience of one of the projects in action: the School of Early Years reported a significant increase in attainment after changing their modules from running concurrently to consecutively; a fact that I believe has contributed to the increased grades of my 1:1 support student in that school. 
As far as overall teaching policy is concerned therefore, it would appear that greater flexibility is key, as well as the acknowledgment of factors that may affect student engagement, particularly for part time students and those from non-traditional backgrounds. The importance of regular feedback and reviews was a recurrent theme across many departments, as well as the closer monitoring of students whose attendance is poor. 
With regards to my own pedagogical practice, as primarily 1:1 teaching staff, specialist support lecturers are perhaps in a unique position to anticipate problems, flag up individuals who we may feel are at risk, and provide students with specific teaching interventions (reviews of key skills, for example) which are designed to provide encouragement to stay focussed and engaged. 
Overall I felt that this session was very useful in raising awareness of the issues, and fascinating to hear how some teaching departments had successfully changed their practice in order to tackle the problem. A5, K6, V4













Part 2: UNHE7004

The second part of this teaching portfolio reflects the period October 2016 – May 2018 and includes two teaching interventions which took place during that period. By this time I had ceased teaching Art for the OCA and so both of these interventions were based on the pedagogies utilised in both drop-in Study Skills at UWTSD and in my individual support sessions for students with SpLDs. 


Lesson Plans for Teaching Intervention 2
Session 1: Active Reading
 
	Lecturer’s name:  Julie Davis 
 
	Duration: 1 hour 

	Topic:  Active reading skills 
 

	Aims of lesson:  
Introduce student to SQR3 method of active reading / research.   
 

	Lesson objectives:  Students will be able to…  
· Understand the SQR3 method of active reading 
· Feel more confident to use skimming / scanning methods to select suitable reading material.
· Be able to use an effective note making / record keeping system for research  

	Assumed prior knowledge: 
None: mature student with no prior knowledge of specific active reading methods.
 

	Resources: 
· Reading material and access to computer/internet for research.  
· Sticky 'post-its' for marking pages in books. 
· Highlighter pens
· Handout on SQR3 for student to take away. 
 

	Assessment (how learning will be recognised) 
· Verbal feedback from student. 
· Monitoring of student attitude /confidence towards reading tasks in future support sessions. 

	Differentiation (addressing all learners’ needs) 
Take into account student’s individual SpLD (as outlined in their Needs Assessment document).  

	Information Technology 
Internet for student to access research. 


Page Break 
	Teacher Activity 
	Student Activity 

	 1. Introduce concept of ‘active reading’ using SQR3 method.

  
 
 3. Discussion of subject matter and relevancy – teacher to prompt.
 
5. Repeat process using online references; demonstrate research search facilities, e.g library catalogue, Jstor etc.
7. Recap of main points. Discussion of any thoughts, issues, concerns etc.
	 
2. Student to choose a chapter/section of book using Index and/or contents page
Read introduction, chapter subheadings, conclusion

4. Student to re-read, making notes/ adding markers etc.

6. Student to repeat process above.







Session 2: Concept Mapping 
	Lecturer’s name:  Julie Davis 
 
	Duration: 1 hour 

	Topic:  Concept Mapping  
 

	Aims of lesson: Introduce student to concept/mind mapping as a method of organising and structuring research, revision, etc.
  
 

	Lesson objectives:  Students will be able to… 
· Understand how to create a concept/ mind map to explore all issues around a central theme / essay question.
· Understand how this can then be converted to the structure of an essay. 
   

	Assumed prior knowledge: 
None: mature student with no prior knowledge of this method.
  

	Resources: 
 Large paper (or whiteboard), suitable pens, highlighters. 
 

	Assessment (how learning will be recognised) 
 Verbal feedback from student regarding confidence in being able to use this method. 
Continued use of method during support sessions and independently. 
 

	Information Technology
Computer / laptop for online research.
 


Page Break 


	Teacher Activity 
	Student Activity 

	 1. Discussion / overview of mind maps.
  
 3. ‘Brainstorming’ subject (with Socratic          questioning) to explore main points.
  
 



7. Discussion of possible order of topics for      structure of essay using Socratic questions etc.
 
 9. Recap and discussion of any questions, issues etc.
	 
2. Student to write title / main subject in centre.
4. Write potential points of discussion /research around the central point, in no order at this stage.
5. Return to VLE to check for gaps in topics and understanding. 
6. Insert references on mind map.

8. Number points as discussed.


	
	













Session 3: PowerPoint and presentation skills
 
	Lecturer’s name:  Julie Davis 
 
	Duration:  2 x 1 hour
sessions 

	Topic:  Powerpoint and presentation skills
 

	Aims of lessons: 
· To familiarise the student with the basics of PowerPoint
· To analyse the task, plan and begin to create a presentation
· To practice presentation skills including pace, timing, delivery etc

 

	Lesson objectives:  Students will be able to… 
· Successfully plan and create a PowerPoint presentation
· Present their PowerPoint presentation in a timed practice using suitable pace, audience engagement etc.
 

	Assumed prior knowledge: 
 No experience of PowerPoint programme but basic computer / Office suite literacy.
 

	Resources: 
Computer / laptop with Microsoft PowerPoint. 
Pens and paper.
Clock / Stopwatch.
  

	Assessment (how learning will be recognised) 
 Tutor assessment, and verbal feedback from student regarding confidence in using PowerPoint and giving presentation. 
 
 


Page Break 
	Teacher Activity 
	Student Activity 

	 First session:
1. Discussion of subject question and approach.
  
 
  
 

5. Demonstrate Microsoft PowerPoint Programme – how to create slides using templates, insert images and text, etc.





Session 2:
1. Discuss and iron out any problems with the PowerPoint.
 3. Discuss presentation skills such as eye contact with audience, slower pace of speech etc.
5. Discuss any action points during timed practice.
	 

2. Create mind map of topic / question.
3. Number points to create running order for slides.
4. Choose the first point to expand on (to create example slide) and writes basic bullet points for this topic.



6. Transfer information/bullet points onto slide (and images if necessary)
7. At home: continue this process, and write up more detailed bulleted notes to be the basis of the verbal presentation.
 
2. Convert detailed notes into card prompts.

4. Timed practice.

6. Further practices if necessary.





Report on Teaching Intervention 2: Series of Study Skills sessions for returning mature learner.
Introduction / background 
Mature students (aged 21 or over) comprise 61% of The University of Wales Trinity Saint David’s student body (UWTSD, 2018). Many have come through the widening access programme, and many have not been in education for a number of years; several decades in some cases.  As a tutor for the Study Skills drop-in service, which is held every afternoon and open to all students, I regularly encounter mature returners who are seeking help to enable them to navigate the unfamiliar and often daunting requirements of a degree or pre-degree pathway. This might involve helping them to break down and understand the requirements of an assessment task, help with reading and research skills, goal setting and planning, structuring written work, referencing, understanding the VLE, signposting to other forms of help or simply providing reassurance. Students may come along singly or in small groups, and as a drop-in service we occasionally have to operate a basic ‘triage’ to cope with students’ differing needs and deadline commitments. A1, K2, V1, V2
Another context for the teaching of study skills to mature learners is during 1:1 specialist support sessions. The Learning Support service at UWTSD deals with a number of mature students with SpLD every year; many of these will have been identified for further testing by an External Diagnostic Assessor after routine screening, and students who are eligible will then be assigned one to one support, usually a Specialist support Lecturer. Often, especially for mature students, their ‘diagnosis’[footnoteRef:1] of SpLD can come as something of a surprise, or even a shock (Kerr, 2009). Some feel a sense of relief that this diagnosis could explain their poor performance or negative experience at school (which may have prevented them from entering higher education at the time), and may have had a significant impact on their confidence regarding academic learning (Pollak, 2005). However, students with a newly diagnosed SpLD in particular may feel disempowered and even hopeless (Kerr, 2009).  [1:  Learning Support are aware that this kind of terminology, which suggests a ‘medical model’ of disability, can be problematic (see for example University of Leicester, n.d), however it is used for DSA funding purposes. ] 

As Specialist support Lecturers we aim at all times to work with students’ individual strengths as well as modelling coping and learning strategies for their particular SpLD, however the most crucial aspect of this is to develop the student’s confidence and autonomy.  Our primary role therefore is to become the 'change agent in the contextualised environment' (Price, 2012), helping the student develop metacognitive strategies. In this way, although my role as SSL primarily centres on a very individual and tailored approach for each student, there is a large amount of pedagogical crossover between this role and that of Study Skills tutor, teaching effective learning habits that the student can take forward and which can be applied in a variety of situations. A2, A4, K2, V1, V2
As Specialist Support lecturers the learning habits and pedagogical strategies we teach can be broadly described as those set out by aDShe (2017), namely Metacognition, Multi-sensory, Relevance, Motivation, Overlearning, 'Little and often' and Modelling.  These can then be applied when working with all aspects of HE learning and assessment, although as SSLs we are necessarily aware that each student has their own particular strengths and weaknesses and so we avoid a 'one size fits all' approach. It is also crucial to remember that learning, and support for learning is a collaborative exercise (Price, 2012) and the shape and content of the sessions will reflect the input of the student and their individual experience to fully develop their 'self-directed learning self' (Light et al, 2009). This is particularly important with mature students whose experiences and motivations may be quite different to those who have recently been in full time education, and SSLs must be mindful of this 'experiential overlap' (Light et al, 2009)  A4, V1, V2

Current situation:  
I was referred a mature student who had been diagnosed with SpLD after going through the screening process at UWTSD, and had been out of formal education for a number of decades. This student was fulfilling a lifelong ambition to study for a degree but was understandably highly anxious about making the return to education, particularly as their[footnoteRef:2] school experience had been negative: a common experience for mature individuals with previously undiagnosed SpLD (Pollak, 2005) [2:  I will be using the gender neutral 'singular they' throughout this report in order to ensure anonymity. ] 

From our first meeting the student expressed a need to feel confident with study skills – how to study effectively and produce work that would fulfil requirements and be seen as suitably 'academic'. I therefore discussed the need to go 'back to basics' with regard to skills and learn strategies and habits that could be applied to most upcoming assessments. In the first instance these were identified as reading skills, referencing, mind mapping and planning, and presentation skills. Most importantly there was a need to 'demystify' academic study and writing so the student could see the relevancy of the process and of the skills involved: developing and reinforcing the 'lower order' thinking skills (retrieval and comprehension) in order to develop critical and analytical 'higher order' thinking (see for example Dubas, 2015).  As first years, students have to undertake specific study skills modules for their particular discipline, however as a mature returner with SpLD I felt it was crucial to this particular student's confidence to tackle the basics of academic study very early on, and to address any individual issues in a 'safe' one to one environment (see Severs, 2008) in which the student felt comfortable to ask anything: I made it clear from the start that there was 'no such thing as a silly question'. A4, V1, V2, V4
I therefore initially devised a series of sessions for this student to cover those aspects identified above, beginning with reading and research skills, and moving into planning and structuring, and presentations, mainly using scaffolding/modelling teaching strategies. The first two would roughly coincide with the student tackling their upcoming first assignment, although clearly there was a need for flexibility in this regard: as usual the plan for the next session will have been agreed at the end of the previous meeting, however (as with all support sessions) this may only work insofar as the student does not have anything more urgent, either academic or (occasionally) pastoral. A1
The first two teaching interventions – active reading /research and mind mapping – took place very early on in the term. The third planned intervention had been a session on referencing, however in the end this subject was tackled during another session in which the student's completed essay was reviewed, and in fact the student had seemed to grasp the concept of referencing independently. As one of the student's next assignments was a presentation, the third intervention in this specific series of sessions would tackle presentation skills. 
Although for each of these subjects there is a wealth of research available, for the purposes of this report I will present a brief overview of each topic and discussion of the rationale, a report of the intervention, and a brief evaluation. For reasons of confidentiality I chose not to ask the student for written feedback, however in my self-reflective evaluation I will take into consideration any verbal feedback or general impressions from the student.

Teaching Intervention 1: Academic reading  
Rationale
Academic reading and research is a daunting experience for many students (Dubas, 2015). This may be especially so for mature students who have been out of the habit of reading for a number of years. Furthermore, students with any kind of SpLD will usually struggle with reading as most have slower processing speeds (Reid, 2009), so it is hardly surprising that many feel 'alienated' by academia (Fraser, 2012).  I have on many occasions had students who have come to support sessions from the library with a pile of books, only to say they felt completely overwhelmed and unsure where to start; on all occasions they have been relieved to be reassured that they are not required to read every word. However, as all academic assignments will involve some reading I felt that it was vital to address this aspect of study above all, to attempt to arm the student with methods to tackle unfamiliar and potentially difficult texts. This primarily would involve the modelling of active reading strategies such as the SQR3 method: Survey – Question – Read – Recite – Review which aims to encourage students to make effective choices and to take control of their reading. In this method (first devised by Francis Robinson in 1948 – see Robinson, 1978), the student surveys the reading matter to focus on what might be the most relevant, questions what they have read and then reads more closely before making notes to consolidate understanding. Other more recent strategies such as ARD (Dubas 2015) have been developed, but all will operate along the same principles of 'active reading' to engage with texts in a more effective way. A1, A4, K1, K2, V3

The teaching session
For their one to one session, I asked the student to bring along books from their module's reading lists related to their first assignment or essay. The student was then asked to check the contents page and / or the index of a chosen book, having first read any 'blurb' (if any) to check for relevancy. After deciding on which chapters or sections to focus on, the student then marked these with sticky 'post-it' page markers: I further explained that these 'flags' could become part of a colour coded system to correspond with specific themes or subjects - a highly useful referencing practice especially when tackling longer research such as a dissertation, especially for students with memory issues.
The student was then advised to read the introduction of the section, again to check for relevancy and to get an overview of the section's content. I reiterated to the student that in some cases, reading the introduction and the conclusion may be all that is needed if a more general overview of the subject is required rather than more detailed points. The student then scanned the chapter's subheadings to gain an overview of what the chapter covered, and to read the last few paragraphs / conclusion which summed up the main points.  I then asked the student to verbally explain what they had read and decide on its relevancy; they were able to do this reasonably successfully, although they acknowledged the need for a further reading to consolidate understanding and as there had not been time to read the section in full during this session. The student then returned to what they had read with more post-it markers to identify particularly useful points (I suggested writing on the markers to further aid retrieval); highlighters could be used if the text was the student's own. I explained to the student that at it is at this point that bulleted notes should be made in a document, or alternatively notes could be written alongside the text (if the book is the student's own). 
Studies have shown that that summing up in this way 'produced greater gains in understanding and recall' (Fidler, 2012: 95) although students with SpLD may find that they may need to re-read a number of times if there are initial problems with decoding more difficult text. Furthermore, this process of explaining the text either verbally or in written form in their own words means that the student is then '..crossing the threshold from passive to active' (Abbott, 2013) which is crucial to developing higher order thinking skills;  Michael Bakhtin (1981) discussed the concept of an 'active understanding' whereby the student does not merely read but is able to fully engage with the discourse. In this context, the student is then able to demonstrate an understanding of the ideas in the text (rather than passively reading), which is the first step towards being able to critically analyse.
The student was then asked to find a journal article using the module's suggested reading list and the university's library catalogue. Although reasonably confident with using IT, the student acknowledged that they would need more practice in conducting their own research online. In my experience, students are often more reluctant to seek out and read scholarly  articles as their subjects are more specific than books and thus (I assume) they may not want to waste time on something unessential: research suggests that students will only really engage with what they see as relevant or 'authentic' (Fujimoto et al, 2011). Whilst SSLs cannot suggest or advise students about the content of their work or what to research, it is entirely within our remit to teach students skills to enable them to make their own decisions about where to look, and to read chosen texts effectively. 
Once the student had found the article, a similar active / kinaesthetic reading process of selected sections was undertaken, although this time the student made the decision regarding the text's relevancy by reading the abstract: I explained to the student the purpose of the abstract, especially since they would be expected to produce one for their own independent research projects in due course. As this was an online pdf the student could download the article and demonstrated how to search for key words onscreen, which they found particularly useful. I then asked the student to repeat the process: read the Introduction, scan the subheadings to get an overview of the paper and the themes covered, and then read the conclusion. They were then asked to briefly state what the main aims of the text seemed to be, before re-reading the parts they had read (again only sections due to time and as this was a modelling exercise), highlighting any particularly useful parts and making notes. At the end of the session the student also took away a handout explaining the SQR3 method.
This process enabled the student to test their own understanding of the text which is the crucial first step towards fully engaging in a 'critical and analytical 'deep' way; collaborative approaches have been shown to be highly effective in helping students to construct meaning from texts and to develop autonomous skills in this regard (Fujimoto et al, 2011).  Furthermore research suggests that intervention in the form of metacognitive reading strategies is 'significantly associated with academic success in students with HRD' (history of reading difficulties). (Chevalier et al, 2017).  A1, A2, A4, K2, K3, K4, V2, V3

Evaluation
Verbal feedback from the student was positive – they felt it had been a very useful exercise in breaking down the stages in academic reading and making texts more accessible, which would thus lead to increased confidence in their ability to tackle work at HE level.  Although they acknowledged that more practice was required, they said they felt more confident to research what was relevant, and find the information they wanted within the text. I felt that the teaching session had therefore been successful and that this was a skill that the student could build on. As more research is required throughout their course, this method of active reading could be (and has been) 'scaffolded' in support sessions: working collaboratively enables the student to verbally articulate meaning, particularly if combined with 'Socratic' questioning to explore understanding.
Limitations in this teaching session were mainly to do with time, although I felt the student grasped the concept sufficiently and appeared more relaxed. Reflecting on my own teaching, I think there were moments when I could have 'stepped back' even further and allowed the student more space and time to answer during the questioning stage of the exercise. However as this strategy will be an ongoing process, the success of this intervention could be measured by assessing the student's increasing autonomy regarding reading. K5





Teaching Intervention 2: mind mapping / planning / structuring 
Rationale
As previously discussed, 'metacognition' and 'multi-sensory' are two of the pedagogical strategies set out by ADSHe for Support Tutors working in HE (adhse, 2017).  Metacognitive skills enable students to understand how they learn and work with their own skills: each student will have their own particular strengths and learning style, and the support tutor therefore encourages multi-sensory techniques to facilitate this.  One such multi-sensory technique is mind-mapping (sometimes referred to as concept mapping). Studies have shown that this technique does not only increase students' achievement and knowledge retention, but it is also effective in increasing student motivation (Jones et al, 2012) and confidence (Buzan, 2007). Mind/concept maps fall under the category of 'graphic organisers' (Nesbit and Adesope, 2006)  and I have found this technique particularly useful for students who are largely visual in their learning style. In one of our first meetings, the student stated that they felt they learnt more when things were presented in diagram fashion (possibly because of their previous employment field).  I therefore realised that visual mind mapping would be highly useful for them, not only for planning purposes but for revision and consolidation of knowledge. These days, mind mapping techniques are routinely used in schools, but as this mature student had been out of education for many years they were not familiar with this learning tool. I therefore felt it would be beneficial to introduce the technique early in the first semester, and ahead of their Needs Assessment[footnoteRef:3], so they could discuss the advantages of mind-mapping software as part of their assistive technology package. A1, A4, K2, K3, V3 [3:  Any student with a disability (including SpLD) will undertake a Needs Assessment interview, in which an assessor will discuss and recommend a particular package of support assistance, for example human support, assistive technology etc.] 


The teaching session
This next teaching intervention took place a couple of weeks after reading session, as the student had by then seen their first essay title. I suggested therefore that the student write the essay question in the centre of a plain sheet of paper, to form the central 'bubble' of the mind map: this also has the advantage of helping the student to stay relevant with their responses.  The student was then asked to write down in separate 'bubbles' all the main topics they could think of regarding the subject. This was a 'brain storming' stage to get thoughts and information down on paper in no particular order, although the student also made decisions as to whether certain subjects were main topics or subsidiary points (to be written using further branches off the main points).
Once this process had been completed, the student could get an overview of their existing knowledge on the subject. The student then returned to the VLE pages of their module to check for any gaps in their knowledge against the lecturer's uploaded information. Realising they had missed some vital points, the mind map was then modified to include these. The student was thus encouraged to see the mind map as an interactive, expanding process to accommodate and incorporate knowledge in a graphic way in order to make connections and see patterns. For each of the points, the student was then advised to seek suitable research and references: these titles/authors could be written underneath each point on the map for easy retrieval. Once the mind map was populated in this way, the student could then decide a suitable order for each of the points to be discussed in the written work – I advised the student that at this stage the information could be bullet pointed to form the 'skeleton' of the essay. I also suggested the possibility of colour coding the map (using highlighters or felt tips etc) into various themes or subjects. This could coordinate with coloured post-it/page markers used for their reading on the subject, thus providing an organised system of retrieval for research – especially useful in longer independent projects/dissertations. A1, A2, A4, K2, K3, K4, V2, V3

Evaluation
The student was enthusiastic about this exercise and could immediately able to see the possibilities of using mind mapping, especially for planning work and structuring an argument. A study by Lea and street (2012: 265) states that as far as lecturers are concerned, one of the most common feedback issues with students' essays is failure to adequately structure their work, thus any technique that aids students in identifying and organising their points should help in constructing a more coherent argument.
Although the student had not yet been allocated assistive technology, having now understood the concept of mind mapping they were keen to try this in electronic format in due course (training for this would be provided by a specialist AT tutor). However, many students find they still prefer the more kinaesthetic method of drawing / writing their mind maps by hand, so I felt it important to introduce the concept as soon as possible.
Reflecting on my teaching I was satisfied with the way this session went and that the student understood and was enthusiastic about how the method would help them. Time constraints meant that their mind map could not be completed in this session, but they said they felt sufficiently confident to be able to work on it at home. Materials used had been quite basic (paper, pens and highlighters) but these were sufficient to demonstrate the concept. K5

Teaching Intervention 3: Presentation skills
Rationale
Oral presentations are a commonly used method of assessment for many subjects: they are not only seen as an academic exercise but also as an important life skill (McLean, 2015).  Many younger students will have tackled presentations at least once during their school career, however mature students' experience of this may depend entirely on their work career.  Some mature students may feel that they have an advantage if they have come from an employment experience in which they routinely had to present to others (Graham, 2015), however some may not have had to tackle this either at school or in their working lives, so may feel daunted by the prospect. 
There are a number of potential difficulties associated with giving presentations. Apart from the most obvious issue of student confidence in speaking in front of others, there is also the fact that presentations can be a more stressful method of assessment because they ‘make immediate and public both the strength of [a student's] knowledge and any gaps in it.' (University of Sheffield, 2018). Added to this, there is also the difficulty of organising the information and argument into what can be presented succinctly on a PowerPoint and delivered orally in the time allowed (on average about 10 minutes), which may be more difficult for students with SpLD. 
Although reasonably confident about the prospect of speaking in front of fellow students, the mature student in this teaching intervention had never given a formal presentation and was not familiar with PowerPoint. We therefore planned a couple of sessions in which we would tackle the skills required for this student to create and practice for this assessment.
 
The teaching session
This intervention on presentation skills was split over two support sessions. In the first session, the student was asked to create a mind-map of the presentation topic to try and identify the main salient points. I then explained to the student that these points could form the basis of individual slides for the PowerPoint, and after some consideration, the student decided on a suitable running order in which to discuss each of these points in the presentation (further reinforcing the use of mind maps as a potential structuring tool). 
The student then chose one of the topics on the mind map to expand on to create an example slide, initially using 'Socratic' style questioning to explore the subject. The student then broke this down into bullet points on paper, although realised that more specific research would be needed to reference these. We then opened a new PowerPoint and I demonstrated a few basics regarding its use and how to create effective slides by keeping the design and text simple; the student then created a sample slide using the bulleted points they had previously identified. I then suggested that the student write more detailed notes on each point (including references) as these would be the basis for the oral aspect of the presentation, i.e the expanded version of the bullet points that the audience would be listening to. 
By the following session the student had managed to create a basic but efficient PowerPoint presentation, as well as extensive notes on each of the points. The student was happy and keen to do the presentation without referring to written material, however I suggested that they write key words and phrases from their notes onto cue cards to jog their memory, as it is quite possible to forget important aspects when faced with a real audience. We then had a timed practice run, after which the student realised they needed to slow the pace in order to hit the desired time and let the audience digest each of their points. After a couple more practice runs the student said they felt more confident about the pace and timing, and about using PowerPoint on the day. A1, A2, A4, K2, K3, K4, V2, V3

Evaluation
Pedagogically I felt that this was a useful teaching exercise: although I had assisted a number of students with presentation skills in the past, both in 1:1 sessions and as part of the Study Skills drop-in, this was the first time I had broken down the whole process for a student with no prior experience of presentations. This required me to identify individual tasks into stages and to devise a method to suit this particular student's learning style as well as the contextual academic requirements. 
The student reported afterwards that on the whole the presentation had gone reasonably well, and that they now felt more confident about tackling a presentation and using PowerPoint in future. Building up confidence regarding skills that will be required throughout the degree course and beyond was part of the objective of this series of interventions, so in that respect this intervention was successful. K5


Conclusion / overall evaluation 
The teaching of generic study skills (particularly regarding writing) is not without its criticisms (see for example Lea and Street, 2012), and the term 'study skills' does not adequately reflect the complex developmental processes that are required of students to develop effective academic practice (Cottrell, 2001: 139). Study skills are not a 'bolt on' and must always be learnt in context, which will vary from discipline to discipline (Cottrell, 2001). However, it is also true that studies have shown a correlation between study skills programmes and academic success rates (see for example Pepe, 2012 and Bailey et al, 2007). The verbal feedback from the student assured me that if nothing else, they felt less anxious about tackling their upcoming assessment tasks.
As both a Specialist Support and Study Skills tutor I am in effect teaching these skills on a daily basis, however this mostly happens reactively and in response to whatever the student most urgently needs for upcoming assignments (although it is hoped that the skills taught will equip them for future assignments). Specifically devising a set of study skills interventions for a mature learner required me to reassess my pedagogy to evaluate what was most useful and relevant, working with the student's prior experience to give them a set of skills that could be applied going forward. K5








[bookmark: _GoBack]Lesson Plan for Teaching Intervention 3: Revision Skills (see also poster below)  A1, A2, K1, K2, K3, K4, V2
 
	Lecturer’s name:  Julie Davis 
 
	Duration: Up to 1 hour 

	Topic:  Revision Skills


	Aims of lesson:  To teach a variety of multisensory revision and exam skills.
 

	Lesson objectives:  Students will be able to…  
· Have a basic understanding of active reading and comprehension skills for revision.
· Understand the concept of multisensory revision skills and how these could be applied in each circumstance.
· Be able to break down and organise their revision into tasks and goals.
 

	Assumed prior knowledge: 
 Various, depending on year group, previous school experience etc., however knowledge of specific revision skills may be lacking. 

	Resources: 
 

	Assessment (how learning will be recognised) 
· In Study Skills sessions: verbal and written feedback (Study Skills evaluation form)
· In support sessions: verbal feedback from student; monitoring of student attitude /confidence towards revision in future support sessions.

	Differentiation (addressing all learners’ needs) 
Take into account student’s individual SpLD (as outlined in their Needs Assessment document)   

	Information Technology 
Internet for student to access research. 


Page Break 
	Content & Teacher Activity 
	Student Activity 

	 1. Discuss the student’s particular exam requirements to ensure the student knows what to expect. Discuss any previous advice from subject lecturers regarding exam.
  
 3. Using material chosen in 2, demonstrate the SQR3 method of active reading to engage with topics and test comprehension.
4. Discuss multisensory methods: how does the student feel they learn best? How could they utilise this in revision?
 

6. Discuss wording of questions. What does the student think the question is asking? What are the key words or phrases?


8. Discuss personal circumstances, habits etc. Where and when is the best time to revise? Discuss the need for breaks, self care, realistic goals etc.
	 

2. Look on VLE:  Make a list of subject topics for revision. Make a list of reading material. Choose one example.




5. Find past exam papers if available. 
 

7. Student to highlight key words and phrases, discuss possible approach.
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Introduction and Background

Exam time is often particularly stressful for students, partly because of negative perceptions and myths surrounding the process (Chambers and Northedge, 1997). Exams and revision are often seen as a ‘memory test’ rather than a chance to consolidate and engage with the course, and revision can be seen as overwhelming if the student thinks they are expected to read and remember everything. 
This teaching intervention was designed to try and demystify, strategise and streamline revision using metacognitive and multisensory techniques. Differentiation is a crucial aspect of  ‘planning for success’ in teaching (Armitage et al, 2007), so although generic, this intervention was designed to be able to be differentiated according to year group, academic discipline, learning styles etc. and to complement existing revision advice from subject lecturers. 
Variants of this teaching intervention were delivered in both Study Skills sessions (open to all students as a drop-in service) and also 1:1 support sessions for students with SpLD, mainly levels 4 and 5

Teaching Strategies

Differentiation: this revision session was differentiated according to the students’ subject, previous experience and, in the case of students with SpLD, their individual learning difference.
Metacognition: the primary purpose of this intervention is to encourage students to understand how they learn, what revision means and which techniques might work best for them.
Multisensory: Students are encouraged to use a variety of active learning techniques.
Modelling/scaffolding:  demonstration/ collaboration was used to explore suitable learning / memory strategies.
[image: ]FIGURE 1. ttps://lo.unisa.edu.au/mod/book/view.php?id=610988&chapterid=101290


The Teaching Intervention

In order to ‘demystify’ revision, students were encouraged to ask basic questions (see Figure 2) to clarify what they need to revise and why they need to revise it, etc. Most of the information is usually available on Moodle pages, and students were strongly advised to attend revision sessions by course lecturers. Students then created a list of topics, making the task more manageable – they can then create individual revision timetables, or at least goal focussed task lists.

Students were shown the SQR3 (Scan, Question, Read, Recite, Review) method of active reading. This is useful for revision as it enables the student to actively engage with the subject rather than passively reading and hoping to remember. Using this method, students were asked to highlight key words/sections of a sample of their revision material, and then to question, recall and then write information in their own words. This encourages a ‘deep’ approach to learning which is more likely to result in exam success (Ramsden, 2003.

We then discussed how the information could be explored/ condensed in a multisensory way. Could the key facts be incorporated into a grid? Could the topic be explored by mind map? What were the key themes? Could these be colour coded to help remember them? Students were also encouraged to discuss topics and work with others (aural/oral/kinaesthetic learning); research shows that working collaboratively is more effective (Prince, 2004).

Students were asked to find past papers on Moodle, if available. We then discussed how to analyse the exam questions and what the lecturer is looking for. Students were asked to highlight the key terms in the question, as well as any restricting words, to avoid going off topic: failing to answer the question and adequately analyse or argue is one of the most common faults reported by examiners (Chamber and Northedge, 1997.

Finally, students were encouraged to think about their own learning habits: the time, place and environment that would be most conducive to concentration without distractions. Students were reminded to work little and often (taking timed breaks), use repetition (‘overlearning’ – see AdSHE 2017) and have plenty of practice / be familiar with the exam requirements. Students were also given handouts, including my own (Figure 2)



Evaluation

I felt these interventions were successful inasmuch as the students expressed afterwards that they felt more confident with revision. In the case of 1:1 support students, all or part of the session could be repeated in subsequent support sessions and for each module with exams. I felt that its adaptability was the most useful aspect of this teaching intervention, as it facilitated thought and discussion about the student’s own learning styles and course requirements, meaning students were able to devise their own individualised plan.  
Future considerations: 
• Dedicated, advertised generic revision session for Study Skills drop-ins
• Using collaboratively devised metacognitive strategies as the basis for future students taking the same exam.
• Debriefing sessions with students after the exam – what was useful, what wasn’t, etc. 
Hand-out: Key Revision Skills

[image: ]FIGURE 2. Author’s own handout
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	 PGCert tHE  STAFF OBSERVATION FORM

Name of Staff member:  Julie Davies
	

Date: Monday 19th March 2018

	Name of Observer: Dr Ian Richards
	Number in class: 4

	Student level: 1st year undergraduate upwards
	Location:  Study Skills Room, Canterbury Building

	Topic/s: Presentation Structure : Responses to individual needs
	Start Time:  14:00
Finish Time: 16:00

	Study skills sessions are open to all students at the university. Students are able to call in with problems that they have identified and seek assistance. The staff are not expected to be subject experts, but are able to help with aspects of: researching, planning, building arguments, combining ideas and theories, presentation, and referencing. Students stay as long as they wish. Sometimes several students are present and so the tutor has to manage the differing needs and priorities of those present.

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

In the case of study skill sessions, it is entirely the choice of the student as to what material is to be considered. The skills of the tutor is in being able to negotiate an understanding of the problem with the student and to formulate an appropriate way forward immediately, irrespective of subject matter.

	
Julie was seen to be entirely able to perform in this difficult respect. She showed agility in dealing with multiple high level requests arriving at a similar time by way of different students. Her command of the process of determining the needs and level of the students concerned was exactly appropriate.


	Presentation:  Beginning class, introduction, continuity with other sessions, students’ prior knowledge.  Clarity of presentation.  Pace.  Attitude to subject matter.  Use of appropriate reinforcement.  Ending the session – summary, future work etc.:

	
They key ability for a tutor is to understand the context and level at which the student is working. This includes understanding course structures, regulatory frameworks and academic levels’ Julie is adept at all of these. She is able to offer informed advice as to how a student may proceed and has seamless understanding of the environment of the students. She has no hesitation as to how to assist a student most effectively. She is also able to deal simultaneously with students who have differing needs. This involves switching between students as they need support, while also guiding them towards task that they can complete themselves, which then allows for time with other students. Julie is highly skilled and able at this. Her use of summary and clarification of what has been achieved and what steps need to be taken next is exemplary.

	

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

In general the student determines the mode of presentation. It is common for the student to ask for support for work they are doing on their own laptop, although sometimes they will use the PC’s provided in the Study Skills Room.
Julie is able to immediately adapt to the mode of interaction required. She is able to determine the student’s needs very rapidly and then work with the necessary material, however presented, frequently in one of the Microsoft Office suite of programs.    


	Student Responses: General class atmosphere, level of participation, attention and interest.  Student attitude and ability to carry out classwork.  Were learning problems identified and overcome?  Awareness of individual needs.  Attitude to students:

The students, through making the choice to attend, will be well motivated. Students are frequently from different countries and have varying levels of English. Julie copes well with this. No student was left unattended for any length of time and all were involved in the learning process.

	

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

All the students in the observed session were assisted effectively and professionally. The class was carried out in a pleasant and supportive environment.

	

	Examples of good practice: 

Use of appropriate language to the level of the student. Full understanding of the learning context of the student in respect of the requirements of the institution and course.



Action points:

None


	Observer .......................Ian Richards.........                                            Date ........19/3/18.......


Oberservee  ..........Julie Davis.......................                                           Date .......19/3/18.....



Reflection: As reflected in Ian’s comments, Study Skills can often involve ‘multi-tasking’ for students with differing requirements, and the Study Skills tutor often has to make on the spot decisions about how to structure the session and cater for all students’ needs. This can sometimes be stressful, so I was encouraged by Ian’s comments. Although Ian did not suggests any points to action, my own reflection on this role is that whilst working reactively is intrinsic to these sessions, it is also possible to develop a set of study skills pedagogies (i.e revision skills, etc) which can be drawn upon to teach both individuals and groups.
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	 PGCert tHE  STAFF OBSERVATION FORM

Name of Staff member:  Julie Davis
	

Date:  16/5/18

	Name of Observer:  Dinah Mulholland
	Number in class: 1

	Student level: 4
	Location:  Rowland Williams 8

	Topic/s: Presentation Structure
Revision for Classics exam
	Start Time:  4.20
Finish Time: 5pm

	Teaching Characteristics: Preparation, selection and organisation of content.  Choice of teaching/learning methods:
Revision session for Reading Antiquity exam the following day. 
· Q&A: previous revision – enquiry re: preference for poetry / prose. Asking for opinions on types of language. 
· Review of previous exam / procedural regulation issues.
· Discussion: approach to exams / revision materials. Focus on gobbets.

	

	Presentation:  Beginning class, introduction, continuity with other sessions, students’ prior knowledge.  Clarity of presentation.  Pace.  Attitude to subject matter.  Use of appropriate reinforcement.  Ending the session – summary, future work etc.:

	· 1:1 – energetic pace! 
· Time management for exam. 
· Consolidating topics covered and knowledge of subject. 5 ‘wise men’ (who, what, where, when, and How).
· Focus on specific sections. 
· Good summary at end.

	

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

	Student Responses: General class atmosphere, level of participation, attention and interest.  Student attitude and ability to carry out classwork.  Were learning problems identified and overcome?  Awareness of individual needs.  Attitude to students:
· Student engaged – working on laptop / Moodle.
· Reassurance – opening up level of knowledge on Livy. Confident response from student – finding her way into retrieving memory / facts.
· Student enthusiastic about using highlighters on exam paper.
· Directive – to study and unpack text for 10 mins at the top of the exam.

	

	General: Was effective communication achieved?  Was there good student – teacher rapport?  Were the aims/outcomes achieved?  Appropriateness of teaching/learning methods: 
· Good rapport.
· Clear and constructive exam strategies
· Student comfortable with methods
· Focus on self-care and wellbeing

	

	Examples of good practice:
· Really good rapport – student clearly felt able to express uncertainty
· Watching student’s body language
Action points:
· Student to use whiteboard – more active?
· Clearer on 5 ‘wise men’?



	Observer .......Dinah Mulholland...............                                            Date .......16/5/18...............


Oberservee  ..........Julie Davis.....................                                           Date ............16/5/18...........



On completion of all reports, please write a short reflective paragraph on your observation experiences.

Reflection:  Due to time constraints (and the student missing the previously arranged meeting) this support session was somewhat shorter and more rushed than I would have preferred, however I felt the student had understood the main points. I agree with Dinah’s comments that instead of me demonstrating on the whiteboard, the student could have contributed more in writing and the session could thus have been more collaborative. This is something to continually bear in mind to ensure that wherever possible, we as tutors we are scaffolding rather than demonstrating.
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	 PGCert tHE  STAFF OBSERVATION FORM

Name of Staff member:  Ann Bevan
	

Date:  27/11/17

	Name of Observer:  Julie Davis
	Number in class: 3

	Student level: 4
	Location:  Rowland Williams

	Topic/s: Psychology – Neurological disorders
	Start Time:  3pm
Finish Time: 5pm

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

Ann used traditional learning methods initially - use of powerpoint presentation to illustrate her lecture and present an overview of main neurological disorders such as MS, Alzheimers, etc. Ann also used handouts, videos and question sheets to faciliate discussion to reinforce learning.

	

	Presentation:  Beginning class, introduction, continuity with other sessions, students’ prior knowledge.  Clarity of presentation.  Pace.  Attitude to subject matter.  Use of appropriate reinforcement.  Ending the session – summary, future work etc.:

	
I was unable to attend at the very beginning of the class. When I arrived, Ann had already been talking the students through the main points and explanations of neurological disorders and their causes. Clear explanation of terminology and unfamiliar terms.  Repetition of terms and explanation of their etymology. Ann frequently referred to subjects covered in previous sessions as reinforcement and to make connections with this session’s topic.  End of session: after a group discussion, Ann concluded by summing up the session and informing the students of what to expect and to prepare for in the next session on psychometric testing, and offered a future session to prepare for the essay assignment.

	

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

Powerpoint presentation, video clips and handouts. Handouts included examples of tests for Alzheimers to test student and reinforce knowledge of the previously mentioned ‘3 As’ (Aphasia, Ataxia, Agnosia) and their definitions. Video clip from MS Society – students were asked to be aware of key words and language used by patients which may echo what had been discussed in the session. Powerpoints were accessible, with bulleted points and clear diagrams and images.
	

	Student Responses: General class atmosphere, level of participation, attention and interest.  Student attitude and ability to carry out classwork.  Were learning problems identified and overcome?  Awareness of individual needs.  Attitude to students:

The atmosphere was generally positive: the students were interested and willing to ask questions and take part in discussion. All students took part in the brief test regarding the ‘3 A’s’ as indicators of neurological disorders, and were able to answer most of the questions corrctly, showing a good assimilation of the subject matter. The students all took notes throughout.

	

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

Definitely good student/teacher rapport; Ann often used appropriate humour to put students at ease and create a relaxed atmosphere – the students seemed willing to ask and answer questions. All teaching methods were appropriate to the level and the teaching aids were accessible.

	

	Examples of good practice:

Use of appropriate aids; pace – Ann reinforced points, asked and answered questions to check for understanding; repetition of key terms.



Action points:

Turn the lights on after using the powerpoint and video as Ann was a little dark at times!


	Observer ..............Julie Davis.....................                                            Date ............2/12/17...........................


Oberservee  .........AnnBevan.......................                                           Date ...........................................



On completion of all reports, please write a short reflective  paragraph on your  observation experiences.

Reflection: Although Ann’s teaching style was relaxed and used a lot of humour, the technical / scientific aspects of the subject matter were still successfully conveyed using concise visuals and a clear presentation style. There was a good balance of demonstration and interaction, and the students all seemed relaxed and willing to contribute. The discussion at the end of the session enabled the main points to be reiterated so the learning outcomes were clear. I therefore felt that this was a demonstration of good pedagogical practice. 











2.4 Evaluation of 3 CPD Events

Futurelearn  (University of Southampton) three week online course:  Inclusive Learning and Teaching
This three week Futurelearn online course from Southampton University was designed to introduce teachers in the HE sector to concepts of inclusive and accessible teaching.
As Specialist Support Tutors working with students with SpLD and other disabilities, our primary function is to ensure that all aspects of the degree pathway are accessible to our students, and ensure that all 'reasonable adjustments' are made to accommodate a student's individual needs.  However, particularly in the light of the recent changes to what the Disabled Students Allowance will fund in terms of disability support, there appears to be an emerging debate about how much accessibility and inclusive teaching practices could potentially take the place of reasonable adjustments (although of course the two are not mutually exclusive).  The need for built-in inclusivity is therefore becoming increasingly important in HE and FE (Wallace, 2005).
This online course, aimed primarily at lecturers but also useful from a support perspective, aimed to provide some new ideas to create a more inclusive pedagogy. The course was free, although I opted to pay around £30 to 'upgrade', which meant that I could access the course for longer and would receive a CPD certificate.
The course included videos, a discussion forum, academic articles, audio files and links. The graphics were clear and overall the site was user- friendly and accessible (which was somewhat essential given the subject matter). It offered a range of contributors including lecturers and disabled students, in order that the issues and potential solutions could be seen from different perspectives.  There was also a forum in which participants could discuss the subject matter and their own experiences. 
A number of problems regarding accessibility and their possible pedagogical / technological solutions were covered by the course. For example, does capturing lectures on video - which clearly helps disabled students to access the content – in fact deter attendance? What about copyright and intellectual property concerns in creating accessible resources? 
There was also a crucial discussion of the social vs the medical model of disability, which in effect lies at the heart of this discourse. The increased prominence of the social model, i.e. the idea that it is society which imposes barriers and therefore the distinction of 'disabled' (Haegele and Hodge, 2016), would suggest it that inclusive practice is preferable to the 'reasonable adjustments' which are more usually offered, and which infer a medical model. Suggestions for inclusive practice in HE included multiple formats for resources, prioritising reading lists and making more use of 'e' resources and assistive technology. One take-away idea was that teaching tools and methods should be 'born accessible', i.e. conceived as inclusive right from the start, rather than having to be modified.
Overall, I felt this course went some way to addressing the issues of inclusivity in HE, however I felt it fell short on presenting concrete pedagogical suggestions for lecturers, instead concentrating on the more abstract and ideological discourse around inclusive practice. A5, K3, K4, K6, V2, V4

Jstor Webinar
ITHAKA Education
This interactive webinar, presented by Ithaka Education, was aimed primarily at educators and librarians or anyone who might need more understanding of JStor as an educational or resource tool. I had seen this free webinar advertised by JStor’s social media page, and despite being slightly discouraged by the timing (its US broadcast time equated to 10.30pm GMT) and previous negative experience with the technical aspects of webinars, in fact it started on time and the technology all worked well. 
The webinar started with a short introduction on JStor as a resource, including its sister site ArtStor, a pictorial repository containing well over 2 million images. There was then an interactive poll to ascertain the main requirements of the webinar participants, in which most indicated the main requirements were to improve pedagogy and research practice. The webinar presenter then introduced the ‘My Jstor’ function in which students/researchers can store and create their own tailored repository of articles, a feature that I had previously been unaware of. Further demonstrations modelled utilising the search functions, how to approach primary and secondary sources, how to search within sources, using the text analyser to check for relevancy and how to use the multi-page function to give an overview of an article. Jstor also features a basic essay planning and bibliography function, although as yet the only option for referencing systems were those used in the USA and did not include Harvard or MHRA.
Although as SSLs and Study Skills Tutors we do not advise students on the content of their work, we often have to help them navigate recommended search tools and organise their own research. Students with SpLD such as dyslexia and dyspraxia will often be daunted and may become confused by the processes and organisation involved in independent research. I therefore felt this webinar was a useful demonstration of the scope of this resource, and I could definitely see benefits for my own pedagogy as well as those organisational functions    which would aid students with SpLD to fully access a range of resources. A5, K4

UWTSD Learning Support Conference
This half-day conference was organised by myself, at the suggestion of the Learning Support Coordinator, Catrin Macaulay. As well as teaching, Learning Support staff are required to have undertaken specialist qualifications, all of which will include independent research, so it was considered that the opportunity to share this specialist knowledge with colleagues would provide valuable CPD and the opportunity to discuss best practice. The papers/presentations were therefore all highly relevant to our pedagogical sphere and consequently provoked a great deal of discussion. I have chosen two of the subjects presented for closer discussion below. A5, K6, V3
Academic reading: The first presentation centred on qualitative research undertaken by a colleague which attempted to uncover which ways students with SpLD have difficulty with academic reading.  Her research explored several issues around student’s reticence regarding academic reading, including fear of ‘judgement’ (Mann, 2000). Furthermore, many students see academic reading as ‘different’ from other types of reading, and only read what is required of them rather than out of curiosity for the subject, i.e. ‘surface’ learning. She also explored students’ difficulties with ‘academic literacies’ as ‘linguistic practices’ (Lea and Street, 2012) whereby students may feel alienated from academic discourse and linguistic conventions, as well as the disparity of expectations of academic staff. This presentation prompted a great deal of discussion, especially since some of the specialist support staff are also academic subject lecturers: whilst we have all encountered the issues presented, there was a lively discussion on how best to overcome these problems in our students with SpLD. I therefore found this subject particularly relevant to me, given my own experience and teaching interventions, and afterwards was prompted to ask my colleague for more reading on this subject. A5, K6
PASS: Another of the presentations discussed the phenomenon of Peer Assisted Learning. PASS (Peer Assisted Study Sessions) was introduced to UWTSD in 2015, and is currently running across a number of academic disciplines to enable students to take advantage of support, discussion and experience of peers who have previously undertaken the same modules.  Peer learning schemes have increased globally in the last two decades and a recent report outlines the benefits for both attendees and student leaders, including increased academic confidence and transferable employability skills (Keenan, 2014).  Although I had background knowledge of the PASS scheme from colleagues involved, I had not realised that peer support schemes were so widespread and diverse across the HE sector, and it was interesting to listen to the background and rationale behind this phenomenon. As far as my own pedagogical practice is concerned, peer assisted learning works in a similar way in many respects: there is an emphasis on scaffolding, discussion, facilitation and Socratic questioning rather than an absorption of information. After listening to the presentation I resolved to encourage both support and study skills drop-in students to take advantage of this scheme wherever possible. .A5, K6
Other topics presented included research by a colleague (for her MRes in Literature) on Disability Studies. Whilst not directly undertaken for her role as Specialist Support Lecturer, nonetheless the excerpt of her research she discussed was very relevant to the ethical and indeed philosophical underpinnings of our support for students with disability, as well as the wider discourse on this subject, and therefore provoked some interesting discussion. Another colleague presented her research and experience of working with a particular type of intervention for students with autism in FE and secondary schools. Again, whilst not directly relevant to HE, it was useful to have an insight into the subject, particularly as a number of our students are on the autism spectrum.
Overall it was agreed that this mini conference had been a very worthwhile experience in giving staff an opportunity to present their research to their colleagues, and for the attendees who were able to contribute to the discussion and share best practice. I am therefore hoping to organise a similar event for the next academic year.








2.5 A brief assessment of my professional development throughout the programme together with an analysis of future developmental needs

Re-reading my Statement of Teaching and Learning I think my main feeling at that time was that motivation is the most crucial factor when it comes to success in learning, at any age and at any level. Nearly three years later I would still agree with this, and in undertaking this PGCert tHE I have had to examine my own motivations for learning. They are both extrinsic (needing this qualification for my job); but also intrinsic: I want to become a more competent and more reflective teacher, and therefore develop a ‘deep’ approach to learning this subject (Light et al, 2009). A5
In the time since starting this course my workload has changed a little: I am no longer teaching a specific subject (Art) to distance learners (although I still undertake workshops now and again), and I have more 1:1 support students, as well as the Study Skills drop-in sessions for three hours every week. Teaching learning skills to students of all levels and disciplines (rather than my academic specialism) presents its own challenges, especially in terms of adaptability. We are of necessity generalists, and yet it is also crucial that we acknowledge the paradigms of the different academic disciplines, and to an extent adopt a contextualised and differentiated ‘academic literacies’ approach (Lea and Street, 2012) rather than always a ‘one size fits all’ study skills pedagogy. 
As far as my own pedagogies are concerned, like all specialist support lecturers/tutors I work within the guidelines set out by the Associated of Dyslexia Specialists in Higher Education (ADSHE) which are designed to work with students’ individual strengths to foster independence and autonomy. However, there is a temptation, as a teacher, to feel that one needs to be constantly ‘teaching’. On reflection of my own practice throughout this course, as well as some of the comments on my observations, I am trying to better develop a sense of when to ‘step back’ in a session and facilitate more space for the students’ own responses and conclusions, working towards autonomy. Meyer and Land (2003) discuss the idea of ‘thresholds’ in undergraduate study: breakthroughs in conceptual understanding which are transformative and integrative. As a support tutor I have been witness to students going through such breakthroughs, both in understanding of subject matter and in proficiency and attitude towards the practice of study. The latter always invokes particular satisfaction as it means that the student has learnt to successfully work independently, with skills that will carry them through their degree and beyond.  A4, A5 
Researching for this PGCert tHE has meant that I have come across some fascinating theories regarding pedagogy, and I am now far more familiar with theorists such as Vygotsky, Freire and Bakhtin, as well as more recent research, all of which has enriched my understanding. Regarding future developmental needs, I am always on the lookout for relevant teaching CPD and have found some of Southampton’s Futurelearn courses very useful. As well as in-house training for support staff at UWTSD, I am also considering a further specific course in teaching students with SpLD, run by the Dyslexia Guild (of which I have professional membership), and will continue to take advantage of any IT / Assistive Technology training that is offered. A5, K5, K6, V3, V4
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Appendix:  Induction Presentation  A1, A2, K1, K4

Slide 1
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· Introduce myself: SSL at Lampeter and Carmarthen, also teach study skills
· Also a practising artist – MA in Art and Art History from Aberystwyth
· Teach for the Open College of the Arts – distance learning
· This presentation on analysing visual images is an overlap of both subject teaching and support teaching
· Students are often required to analyse texts and images so the same questioning technique applies to both





Slide 2
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· This form of questioning will be familiar to SSLs / study skills tutors
· When analysing anything – text or image – students often don’t know where to start
· These basic questions can help to prompt research
· The emphasis might be different depending on the task
· I will use ‘fine art’ images but this can apply to any image (or text)
· Reading an image as text 
· Going to be looking largely at 2D work – paintings – but this type of questioning could apply to any visual art, and also to help kick start critical analysis of any text.
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Firstly, Who?
· Who was the artist?
· Who is in the painting? 
· Consider the audience – who was the intended audience? (the work may not have been originally intended for public consumption, for example (refer to the image of Courbet’s Origin of the World – very explicit, painted for a private collector but now on show to the public in the Musee D’Orsay)





Slide 4
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· What is in the picture? 
· What is the image about? Think about what is being presented in the image what these things might signify.
· Remember - every part of the work is intentional – even Jackson Pollock’s drips were highly controlled!




Slide 5
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· Where the image and the artist originate from is very important. Is the work a response to a particular place or cultural milieu?
· Consider the cultural environment of the artist – for example:
· Ai Wei Wei is a contemporary Chinese artist  whose work is often highly political
· Breughel: painted the landscape and people he knew, so his paintings have now become important historical records
· Kehinde Wiley: a contemporary African American artist from New York who has appropriated and pastiched traditional canonical western art to paint his portraits of rap artists, thereby referencing and juxtaposing two different cultures.
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· When as the image created?
· Was it created as part of a trend, movement, or ‘ism’ in art? Is it representative of the ‘zeitgeist’ at the time?
· Did it follow a traditional style or was it groundbreaking?
· Was it created in response to a particular event? Consider Picasso’s Guernica, for example, painted in response to events during the Spanish Civil War.
· When was it painted in the artist’s career? Was it an early or late example of their work?






Slide 7
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· Why was the image created? Was it personal? Political? Commercial?
· Consider the work of Frida Kahlo, such as this self portrait The Broken Column. Kahlo’s work was almost entirely autobiographical and an attempt to explore her own psyche and life experiences - she painted pictures about her own birth and her miscarriages, for example. The Broken Column is a representation of her disability due to a road accident in her youth.
· Consider also why the artist chose to paint in that way.
· The other work pictured here is by El Lissitsky: Beat the Whites with the Red Wedge which was perhaps the most famous work of the Russian Suprematist movement – the Red Wedge were the Bolsheviks and the Whites were the White Russians. This work whose audience was primarily intellectuals who would have been familiar with and understood the style and objectives of the Suprematist movement.


Slide 8
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· Looking at how a piece was created is one of the most important aspects of analysis of visual imagery.
· Looking at the formal aspects of a painting (how a painting is contructed), for example: 
· Carravaggio used chiaroscuro (the interplay between light and dark) to create a sense of the dramatic (especially in his religiously themed paintings)
· Van Gogh used short, directional brushstrokes to create a sense of movement – things like the wind in the wheat field and crows flying
· Hannah Hoch used collage and found images juxtaposed in unusual ways to unsettle the viewer and put her message across
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Audience feedback questions using a well known painting: 

Who was the artist? (Edvard Munch)
What is the painting about? (an anxiety attack)
Where was it painted? (Norway)
When? (1893)
Why? (to reflect his mental state – ‘The study of the soul, the study of my own self’)
How?  (Lurid colours, lurching lines, vertiginous viewpoint, blurred faces - all making everything seem nightmarish)

The artist’s description (read out):
“I was walking along the road with two friends – the sun was setting – suddenly the sky turned blood red – I paused, feeling exhausted, and leaned on the fence. There was blood and tongues of fire above the blue-black fjord and city – my friends walked on, I stood there trembling with anxiety – and I sensed an infinite scream passing through nature”
Slide 10
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This work is entitled ‘The Treachery of Images’ by Rene Magritte. 

In telling the viewer ‘This is not a pipe’, he is reminding us that all art is a construction.

Semiotically speaking, what we are looking at is just a sign.

No matter how ‘realistic’ the work appears, you are seeing only what the artist wants you to see…
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Analysing Visual Images
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* Who?

* What?
* When?
* Where?
* Why?

* How?

..... not necessarily in that order!
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Who?

* Who was the artist?
* Who was the intended audience?

Origin du Monde by Gustav Courbet, Musee D'Orsay, Paris
https://commons.wikimedia.org/wiki/File:Courbet-origine-monde. pg (public domain)

(Many works were never intended to be hungin a
gallery, or for public consumption...)
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What?

* What does the image depict?
* What type of image is it?
* What is it trying to communicate?
etc...
Remember — nothing is there by accident!
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Where?

* Where does the image/artist come from?
* Does the image have meaning in a particular
cultural context?

AiWei Wei Dropping a Han Dynasty Urn
1995

Kehinde Wiley Napolean Leading
the Army Over the Alps, 2005

PieterBreughel Hunters in the Snow, 1565




image12.JPG
When?

* When was the image created?

* Was it part of a trend, or ‘ism’?

* Was it ground-breaking for its time?
Etc...
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Why?
* Why was this image created?

* Why did the artist choose to work in this
way? Etc...

El Lissitsky Beat the Whites with the Red Wedge,

FridaKahlo The Broken Column, 1919

1944
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How?
* How is the image constructed? What are

the formal aspects of the piece -
composition, line, tone, colours, materials,

texture? etc.
* How has the artist created mood and

atmosphere?

Hannah Hoch The Beautiful
Girl, 1920

Carravaggio St Jerome, 1605
Van Gogh Wheatfield with Crows, 1830
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But remember...

Ceci nest s une fufie.

Rene Magritte The Treachery of Images, 1929
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