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Second Reflective report of a teaching intervention cycle 
[bookmark: _Hlk508528523](A1,V1) Although I have taught on a variety of modules, I will, for purposes of this reflective report, focus on a teaching intervention for the Qualitative Research module within the Professional Doctorate Framework. Having completed my own higher education studies as a fulltime student, I was both fascinated and intrigued by the prospect of supporting students on a work- based learning programme. I am now of the view that work-based learning doesn’t just widening access, but challenges the very nature of knowledge, its ownership and pedagogical practices (Boud and Solomon 2001). As a new employee of the Welsh Institute of Work based Learning(WIWBL) I sought to explore how research could be taught more accessibly in this evolving context?  Whilst this essay, is guided by the principles of Gibbs reflective cycle (1998) it is by no means a recipe following exercise. I will reflect on the changes I made both in my own perception and in the planning, delivery of sessions and support to students registered on the qualitative research module and the lessons learnt.
(V1,V2, V4 ) In planning for this intervention, I  needed to reflect on my relationship with research and my role in facilitating work based learning. The partnership between employers and the university which make WIWBL’s existence possible require that its programmes are not just designed to extend disciplinary knowledge but should also be seen to respond to the development needs of partner organizations (Reeves and Gallagher 2005).  Whilst elsewhere, the university has conversations with registered students about fulfilling the interests of prospective future employers; work-based learning allows for a very different conversation between contracted employers, their employees who are students and the university; opening a new window through which knowledge forms can be interrogated, formulated and catalogued.  Sometimes there is a discrepancy between individual employee’s perceived learning needs and the employers’ dictates or development priorities.  Sometimes too, the organization’s development needs do not fit neatly into the University’s regulatory structures (Boud and Solomon 2001). Hence, the necessity for flexibility and fluidity among the parties about how those needs are synchronised and met. The challenge for me was to facilitate research training that takes cognizance of the complex frameworks through which knowledge is negotiated, and the interests of parties involved.
(AI, K3 V1) I was also aware that work-based learners have competing personal and professional priorities, which limit the time available for classroom interaction. As such, planning for a module in this framework requires skilful allocation of content and use of allocated time. As my lesson observation notes will indicate, achieving this balance be elusive. The key challenge is in determining content that should be covered in face to face discussions and what should be left for the students’ individual pursuit within their work space.  That said, work-based learners have the advantage of recognizing their own skill and knowledge gap in relation to their present occupation. Reeve et al.(1998) describe work based learning as ‘learning which occurs as a result of the employee engaging in the experiences, activities and purposes of the workplace’. This means learning is context specific and responsive. It also means work-based learners bring to the learning relationships something that other students at the same level do not have and that is cumulative experience and focus on role-specific functions.  This also challenges the very notion of knowledge and the necessity of objectivity and distance often associated with its production(Seibert and Walsh 2013) Considering that students pursuing a professional doctorate already possess a recognisable professional standing and operate at the level of mid to senior management, my task  was to help them formulate questions about their  professional practice  in order to make possible new learning in familiar work contexts.
 (A1, K2, K6) Students on the Professional Doctorate Framework have about a year in which to prepare their research project proposals. During that time, they receive support including various lengths of training to make choices on paradigms and frameworks appropriate to their kind of research project. Assumptions regarding the student’s awareness of methodological choices influences the level of support proposed. Sometimes students are led a long the same induction routes that their supervisors or graduate schools have followed. In this case, the tutor’s research dogma might be so entrenched that if they were previously trained as a quantitative or qualitative researcher they might give little or no attention to the other approach. Similarly, tutors who might have undertaken qualitative research as part of their own qualification might take their students down a narrow qualitative tradition without exploring the breadth and range of available options.  It is this kind of thinking that might have previously limited the amount of time planned for the qualitative research module within the Professional Doctorate Framework.  In planning for this module, it was important for me to show that this course was not about me or my previous research but about my students. I needed to step outside the comfort zone of my past research to make visible a variety of research options that they might need to be familiar with before making informed methodological choices. As Hodgson and Standish (2007) argue, the ideal in graduate school training is to help candidates to critically engage with their choices beyond the dogma of paradigm wars. I did not want to make the doctoral students I supported converts of a given way of research. Rather, I hoped that following the course they would make choices, including the choice of not doing qualitative research, but provide well-founded justifications for the choices they make.

 (A1, K2,K3 )Although the module descriptors had already been validated,  the delivery of the programme, as previously planned, restricted the opportunity for the achievement of the intended learning outcomes. This in my view,  sprung from an underestimation of the preparation students needed to undertake qualitative research. My role as a lead lecturer involved expanding that learning space, making visible the philosophical arguments and determining how the learning outcomes would be effectively achieved. This entailed overhauling the delivery structure. Whilst understanding that most of the learning would be accomplished by students within their workplace, the challenge was to provide structure, generate enthusiasm for the self-directed learning, and to link this to group-based discussions. Similarly, it was imperative to make provisions for topic- specific reference materials that were jargon friendly. As this course comes early in their doctoral journey philosophical jargon such as ontology, axiology and epistemology ( Bell and Waters2014), while necessary, can prove to be a fear trap. A variety of short efficient activities would be needed to introduce the constructs whilst dispelling this undue fear. After consultation, I determined that the face to face sessions would be delivered over a period of four months at an interval of a day, a month. Each delivery day would have four related sessions focusing on specific elements of qualitative research. This was a departure from previous arrangements where content for qualitative research was taught concurrently with quantitative research. Whilst there might have been some time saving merit to the earlier arrangement, my experience was that the depth of discussion was compromised leading to a lopsided understanding of the value of qualitative research. Similarly, the pressure for submission of assignments at the same time contributed to a higher drop- out rate.
 (A1, K3,K6 A4,) In the new arrangement, the self-directed learning between sessions would be based on specific content shared during the group delivery and would incorporate the discipline specific frameworks appropriate to each researcher’s needs. Their self-directed activity would be adequately supported via the virtual learning environment.  As far as possible the face to face delivery, would adhere to the principles of andragogy (Knowles 1988) which had special application for work-based learners whose level of maturity, wealth of experience and tacit knowledge leverage the learning conversations. Some of the students will have utilised a variety of research skills without the fundamental philosophical awareness to justify both approach and frameworks. In addition, the students would need to learn how to manage the social situatedness of the insider researcher (Costely 2010 ). They were going to interview or observe colleagues and clients in situations of pre-existing relationships. They needed to know how such relationships might evolve and be protected in research contexts. Planning for this module was a delicate balance between content, contact hours and individual learning styles (Honey and Mumford 1982, Fleming and Baume 2006)
(A1,K1,K2,K6 )In the revised planning schedule, the following implementation plan was determined:
· The first session would be devoted to exploring the philosophical underpinnings of qualitative research (Creswell 2006) to show the kinds of questions and contexts suitable for this type of enquiry. Equally important, this session would be used to clarify  the fact that different kinds of evidence do not signify more, or less value for the paradigms that make them evident.
· The second session would explore the diversity in qualitative research approaches (Denzin and Lincoln 2011)  to take away the oversimplification and misunderstanding with which qualitative research is often presented. This session would also help students to begin to plan their own research projects.
· The third session would focus on field work and data collection (Denzin and Lincoln 2011, Reeves 2010, Bell and Waters 2014). It would explore the different methods of data collection while addressing the role of the researcher as the chief data collection instrument, the ethical principles that must be respected, the necessary skills including self-reflexivity, data management and storage.
· The final session would focus on data analysis and report writing(Bell and Waters 2014). The analysis would include both manual and computer assisted packages.
· The Module assessment would be in the form of a small-scale research project to help learners put in practice what they had learnt prior to the major thesis.
· Material would be availed online to debate key concepts and offer examples of good qualitative studies. 
· All the four learning sessions would take place within the university premises but follow up would be made at each student’s request via telephone and skype.
(V1,K2, K3)Doctoral research students often comment on the sense of isolation that dominates their research journey( Janta et al 2014). Generic anxiety, concerns about timely submission or conforming to professional standards and emotional exhaustion have been listed among the vulnerabilities these students experience (Verlado and Elliot 2018). Whilst one cannot insulate students against all such vulnerabilities, it would be unwise not to address them during planning. I sought, from the very beginning of my innovation to minimise the sense of isolation by capitalising on the collective synergies of group sessions. There would be activities to encourage students to share observations, experiences and feelings. Drawing upon Vygostsky’s(1978) social constructivism the first session was deigned to help students unpack their own understanding of qualitative research by creating unique five-minute presentations using pictures, objects and shapes that convey their interpretations. Besides the fun element, the active engagement in creating content helped students to, not only reflect on their understanding, but also think about how best to communicate that knowledge. In my view, this was both an affirmation of students’ pre-existing knowledge, a joint ownership of the learning space and a gentle way to make visible any gaps in knowledge. Students were also informed of the institute’s arrangement for a quarterly informal evening to support then on their research journeys.
(K1,K5, K6) I was pleasantly surprised during the first session to see how well students articulated their definitions.  However, as many of them saw qualitative research techniques as a means of accessing extra information on the opinions and feelings of clients, it was important to discuss further philosophical underpinnings, contexts and boundaries of qualitative research (Creswell and Clark 2004). Questions regarding rigour and robustness of its processes, differences in measures of validity and the limited generalizability of its findings are often cited as reasons for disparaging qualitative research (Leung 2015). Individuals wo delight in the simplicity of mathematical accuracy see qualitative research as too fussy to be relied upon in making significant transitions in systems. However, when asked why exploring client’s feelings and opinions was important, students began to show an appreciation of the subjective  in the exploration of such phenomena as industrial design, service delivery and consumption patterns (Mason 2002, Mariampolski 2006). Discussing the philosophical underpinnings of qualitative research helped students to determine its boundaries and the kinds of questions that could be adequately investigated this way. During the session’s assessment, students said they were particularly grateful for opportunity to break the ice and learn from each other about the breadth of qualitative research.  Samples of their definitions have since been uploaded on to the Moodle portal to show that students are not just consumers but also co- constructors of course content. The take away from the session was to examine published examples of qualitative research and to look at the kind of questions in their own research fields that might be answered exclusively through this approach.
(K3) By the second session students had had time to reflect on the contexts appropriate for qualitative research and were beginning to see how it might be useful in their own diverse fields. For example, a student whose research was on dogs’ separation anxiety behaviour observed that most of the studies in her field had been through quantitative research and that they had focused primarily on monitoring  dog behaviour. She, however, was beginning to see how use of qualitative research might shed new light on the human factor in the dogs’ separation anxiety syndrome. She began to formulate an argument to the effect that we can’t begin to understand the separation anxiety in dogs until we understand the behaviour/ treatment/ phenomenon the dog is being separated from.  
(A2,K2, K3,K5,V1)However, as qualitative research covers a broad spectrum of traditions and approaches ( Denzin and Lincoln 2011,Creswell 2006) it was important for students to assess what each tradition might make possible within their context. However, I came to this session with a sense of caution. I had been introduced to and conducted research through one qualitative research tradition. I needed to step outside the comfort zone of the familiar tradition to broaden class discussions to other traditions of qualitative research. In the group discussions students were asked to share experiences of qualitative research traditions with which they might be familiar. Most students had heard of case studies and one student had done a lot of reading on phenomenology (Groenewald 2004). A discussion of the students’ prior knowledge was particularly useful as incentive to self-guided study. Flyvberg’s (2006) seminal paper on case studies generated a lot of discussion on the infinite varieties of reasons for choosing this kind of study. It served to illustrate not only the versatility of the case study but also its value in scientific enquiries and professional development. Other traditions of qualitative research were presented and the implications of undertaking each type of study in terms of field work or analysis was discussed. What was particularly interesting for me was the students’ comments regarding the directions their research could take. Each student was required to demonstrate how different traditions of qualitative research discussed might be useful for their field of study and what might not be evidenced through each approach. It was this level of in-depth and study specific discussions along with examples from published reports that students showed the greater appreciation for in their session evaluation. The take away from the session was for each student to consider what research tradition might be suitable for their forthcoming field practice.

(A2,V4, K3, K5) The third session was dedicated to planning for field work.  In qualitative research where the researcher is the instrument of data collection (Lincoln and Guba 2011:193) it is important to help students understand that field work was a process. Through interviews, observations and document analysis and they were going to work at obtaining and piecing together evidence in a manner that showed respect for their participants’ lives and privacy. To draw attention to the ethical principles governing research practice students were asked to discuss and justify the ethical principles governing their own professional practice. It was not difficult for experienced professionals to name and discuss ethical principles. I was delighted to see the follow up discussion highlight the cross over between research and professional ethics. Hodgson and Standish (2007:p110) criticise approaches used by graduate research schools which present ethics ‘as a checklist of problem avoidance’. This was not an avoidance discussion. For example, whilst respect for human beings was universally acknowledged, recognising incidents where research practice would be deemed to contravene these principles was a matter of much debate. Most people who contravene ethical practice do not set out to be unethical but rather through  desperation and possible negligence take short cuts that countermand ethical practice. Social conversations about one’s present occupation might easily become a conduit through which confidential information obtained during field work is inadvertently shared unprofessionally, compromising the integrity of the research and the anonymity of the source. Similarly, focus on the insider researcher highlighted the need for caution especially where pre-existing relationships might obscure  interrogation of pre-constructions.  What the students particularly appreciated was the opportunity to practice interviewing skills in class.  The exercise helped them to reflect on their own reactions to interview contexts and to understand the difficulties of introducing objectivity to human emotion and reasoning. As Verlado and Elliot (2018: p.31) many doctoral students are not explicitly prompted to carefully consider ‘how they will negotiate the emotional wellbeing through the research process’. If qualitative research generates data on human emotion and if the researcher is the chief instrument, then the training process should help them to come to terms with this feature of their enquiry.  The discussions highlighted how the data generated at interviews is a co-construction that is affected by context, human interaction and performative practices (Mann2011). 
(A4 K3 K5,V2)The final exercise on the third day was to present a poster that summarised their intended qualitative research project. This was something I introduced to the module as experience had shown poster presentations to be an important part of the doctoral journey. The exercise had a dual purpose. The first, was to help students plan and articulate their research intentions in a logical manner. Each student had five minutes to make their presentation and a further three minutes to answer questions from the audience. Making these presentations in a familiar group setting would provide the entire class with an opportunity to formulate appropriate questions and give or receive feedback in an honest, unflattering and yet gentle way. The follow up discussion was a useful way of involving students in evaluating each other’s presentations by pinpointing any omissions or over-extensions. The second purpose for the session was to provide a safe space to practice conference skills. Although at their level, most students would have job roles that entailed making a variety of presentations, making research presentations calls for additional skill sets for which the practice was vital. Questions of philosophical soundness, appropriate methodology and adequacy of design were raised and addressed here without fear of judgement. This exercise highlighted for me the value of the face to face sessions- the friendly but critical audience to one’s thoughts whilst still in formation. On reflection, this exercise helped to engender as sense of comradeship that diminishes the sense of isolation associated with doctoral research.
(A3,V4 )In between the third and fourth session students were expected to conduct field work as part of their assessment. They conduct a literature review, justified their methodological choices (Bell and Waters 2014 ) and obtained ethical clearance from the Institute’s research committee. They received feedback on draft proposals before final submission. Often what seemed obvious in terms of process became a matter of much discussion prior to ethical approval. The difficulties of communicating intention of research during the form filling process highlighted one of the key challenges in qualitative research; that of articulating what was observed or perceived. Students were individually supported during field work according to their circumstances.
(V3, A3) At the beginning of the fourth and final session students reviewed their fieldwork. All admitted to some anxiety at the beginning of their fieldwork but talked of gaining confidence as the interviews progressed. Although we had discussed the protocols of initiating an in-depth interview (Creswell 2006), sometimes the students found their participants enthusiastically running ahead of schedule or failing to yield information until the concluding stages of the interview. Group discussions helped students to understand that participants were not a data tap which could be turned on at any moment. Rather, they yielded information at a pace and setting suitable to their own rhythm. For example, the student researching dogs’ separation anxiety syndrome mentioned how some enthusiastic dog owners seemed delighted to offer an opinion on why their dogs suffered separation anxiety even before they had signed the consent forms. While their enthusiasm is much appreciated, one finds that useful information may not have been captured because due consent had not been obtained at the time of disclosure
(K4,K6, V3)The greatest criticism of qualitative research is with regards to the large volume of data generated during field work and the seeming lack of rigour in analysis (Grbich 20007). The last session was devoted to demonstrating how rigour can be engendered in data analysis and report writing.  Before facilitating this session, I was fortunate enough to attended two professional development sessions pertinent to the subject. The first session was facilitated by Dr. Liz Spencer at the National council of Social Research in London. Her session was useful to me in expanding knowledge of the diversity of data analysis  methods and ways of demonstrating rigour in qualitative research. She argued that choice of analysis should be integral to research design since analysis is generally iterative. She not only gave clarity to data analysis but also supplied sample data that could be used in class. Dr. Christine Silver facilitated a session on the use of computer assisted software in data analysis. She reiterated the key points raised by Dr. Spencer’s session and demonstrated how the researcher rather than the software was the chief tools of data analysis. Following these two sessions I devoted my final delivery session to helping students take logical steps towards analysis from transcription to report writing.  Students were provided with transcripts from which each was assisted to develop an interpretive framework. Although the use of computer assisted packages was also introduced emphasis was laid on researcher involvement in coding and generation of categories and themes. Practical activities during the session helped students to see how they might demonstrate rigour in their own analysis. In their end of session assessments students commended on how useful the practical activities had been.
(K6) Reflecting on the delivery of this Module I feel as if I have been on a long journey without a destination. Though the students have successfully submitted their assignments and I am pleased with the depth to which each student has justified their methodological choices, I am acutely aware that I am just at the beginning of learning how to teach research. Whilst the students course evaluation evidences their enjoyment and confidence in conducting qualitative research, I am still concerned about the extent to which my training stayed close to established dogma. Though changes were made to allocated time, the structure of the delivery sessions, the preparation for field work and the individual follow up to ensure achievement of learning outcomes, I question how well my teaching made effective use of its work-based context. Did I push the students' boundaries of knowledge far enough or was I too keen to stay in the safety of known traditions for the sake of meeting regulatory frameworks? I have benefitted from peer support and professional development sessions which have challenged my perceptions and whetted my appetite for further enquiry. I am particularly interested in making research more innovative and accessible. Even though my journey continues, this segment has taught me vital lessons that inform the direction of my own professional development and I have made appropriate recommendations for module revalidation.
(4,000 words)
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2.0 CONTINOUS DEVELOPMENT SESSIONS
2.1 FAWE’S CONFERENCE ON GIRLS EDUCATION
(V2) Between the 24th and 25th of August 2017, I attended the first African conference on Girls education held at Hotel Intercontinental in Lusaka, Zambia. The conference brought together members of the Forum for African Women Educationists (FAWE) from 24 countries on the continent to review the progress of the girls’ education programmes in the 25 years since FAWE’S formation. The conference was officially opened by Zambia’s first lady and attended by ministers of education from 24-member countries, researchers and representatives of International Aid Agencies.
(K3, K6) Over the two days of the conference, presentations highlighted research on key achievements, programmes and policy gaps in promoting girls’ education. My paper, ‘lifting the ceiling on girls’ education’(Kimaliro2017) focused on issues of quality education that are a result of the way teachers’ professional identity is conceptualised. I argued that unless those issues were addressed it would be difficult to promote education for any child, let alone the girl child. Parents, who restrict their daughters access to school, would be encouraged to rethink their options if there was irrefutable evidence that attending school makes a difference to their daughters. However, low achievement and mass failure in local schools militates against the opportunity cost for girls’ education. Teachers are a major contributory factor to the learning environment and to pupils’ achievement. I further argued that quality teachers would serve as change agents within their communities, promoting the social transformation necessary to overcome any retrogressive practices that inhibit girls’ enrolment, attendance and achievement (Glewwe & Muralidharan, 2015). Such teachers, however, need to be managed as professionals with a voice on how their practice could be advanced. The current discourse on their identity needs to change. Following my presentation, the ministers of education from Uganda and Zimbabwe responded to the issues raised. They acknowledged the relationship between teacher motivation and students’ classroom experiences, which was the reason the African Union had prioritised revitalising teachers’ professionalism as a specific objective for attaining its educational goals for the year 2020(CESA2015).  
(V1) On reflection, the conference was my most uplifting moment for the year 2017. It was an opportunity to network with FAWE members and researchers from diverse parts of the continent to and to celebrate our achievements. I felt that I was part of a larger movement working towards the realisation of the next generation’s dreams. It was pointed out that one of the key challenges facing girls and women educationist alike was the inclination to undervalue our own capacity and to accept without challenge the poor perceptions that others might have of our work. That was my awakening moment.   We were challenged by the key note speaker to exercise our leadership and scholarship with confidence at whatever stages of our career.  Listening to the testimonies of success from girls and women from different cultural backgrounds I learnt that it is not so much what one achieves but what one tries to achieve and the effort they put in these singular pursuits that makes a person’s life remarkable.
(500 words)
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2.2 EDUCATION EVIDENCE FOR ACTION NATIONAL CONFERENCE
 (A5,V4 )As part of my professional development I have made every effort to attend forums and conferences where research is discussed and disseminated. Even though my 2015 doctoral research was an ethnographic study (Hammemrsely 2006) conducted in a rural primary school in Kenya ( Kimaliro 2015), I was invited to share my findings at the 2017 National Education Evidence for Action conference in Kenya organised by the Ministry in conjunction with a consortium of International Aid Agencies. I felt privileged to be invited as I was the only small-scale study to share the same platform with large-scale transnational and longitudinal studies.  Each presenter had fifteen minutes for presentation and five minutes to answer questions from an audience of researchers and policy makers. The session chair had great difficulty in restraining questions on my study as it touched on issues the audience wanted to respond to. I was both humbled and elated at the thought that my small case study had aroused so much passion in the audience.
(V3, K4, V4 ) I learnt from other presenters as well. There is a movement towards joint research projects from researchers in different institutions and countries. I also learnt about the way individuals and organizations positioned themselves to have a voice in influencing policy priories.  I learnt something about utilising presentation time. There were those who despite having power point slides were out of sync with their slides. There were presentations that were skilfully delivered and well-illustrated. The key note speaker, for example, did not use power point slides but had such presence and narrative quality that he commanded undivided attention for the length of his speech. Whilst it will be sometime before I can replicate his skill, being in his audience made me realise forcibly that teaching is not just about technology or terminology but about relationships and the thinking spaces we create to allow other people to engage their creativity ful2ly.
[bookmark: _Hlk508811112](V4) During the conference, I networked with senior researchers in the field of education. On reflection, the event was useful in exploring current research practice and possible policy gaps within my field. As a teaching professional, I want to engage with and contribute to discourses on education practice within my context.  Attending this conference gave me a platform and network opportunity through which to position my professional interest. The next few years will be devoted to establishing the contributions, contradictions and interactions of the different actors and possibly the perceived advantages of the latest education reforms.  I was encouraged to consider conducting research on the implications for school improvement of   how teachers perceive their scholarly role. This arose out of a comment by one of my research participants who argued that teachers were not scholars. He cited their exclusion from key forums on education reform as an indicator of how teachers are perceived. The question of who merits to be a scholar and whether it is desirable for teachers to consider themselves as such will form part of my future research.
(500 words)
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2.3. FLIPPED CLASSROOMS: Mark Flagg
(A5,V3, K6) On the 28th of September 2017 I attended a professional development session on flipped classrooms facilitated by Mark Flagg at the Carmarthen Campus. I was curious to learn how classrooms could be flipped and the implications for the learner and the tutor roles. I found this session to be particularly informative because it helped me to reflect on my engagement with work-based learners. Flipped classrooms position the leaners and their facilitators in more collaborative, complimentary roles. It was always my understanding that mature, work-based learners bring to higher education a different kind of need and a different definition of knowledge.  It is my opinion that Flipped Learning with its social constructionism roots (Lynch2016) places learners as valuable contributors to their own education. Knowledge of the intended learners and the incentives that would motivate them to actively take leadership of their learning is essential. 
(A4,V3 )While I understood that not all content can be flipped, it makes sense in the information age to identify elements that learners can investigate prior to the lesson. Planning for Flipped learning requires an understanding of these four pillars( Bergmann and Sams 2015:
· Creating a flexible environment. 
· Dedicating face to face contact hours to in-depth exploration of key concepts and maintaining the learning culture. 
· Facilitators choosing and making available intentional content to be managed both at the class level and at the students’ own time
·  The professional educator remaining an enabler of learning

(A4) Creating a flexible environment entails reconstructing different ways in which content can be generated and shared. This includes ways in which classrooms become a platform to  motivate students for self-directed learning  and to share  student’s informed views  on the subject. Whilst facilitators are charged with creating a flexible learning environment it is still their responsibility to ensure that module objectives are attained.
(K2) This session was also useful in considering use of questions in learning. Whilst most classroom discussions are progressed through the questions that teachers ask and students answer, the suggestion in flipped classrooms is that classrooms should be places where teachers answer questions that students generate from the material they will have had access to prior to the lesson. As Bergmann and Sams (2012) argue, students need their teachers to answer questions or to provide help if they get stuck on an assignment. Similarly, work-based learning requires the facilitator to identify content that students can interact with independently with without being put off by discipline-specific jargon or newly introduced philosophical constructs. 
(k2)Though I could see that much of the Flipped classroom utilises some the underlying principles as work-based learning I need to work on the variety and sequencing of pre-classroom activities available on Moodle. I also need to have confidence in my students’ abilities to engage with new content prior to classroom sessions; and  to improve the link between out of class and in class activities.  Short videos on key constructs in the major areas will be created for purposes of increasing accessibility of content for the learners.
(500 Words)
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3.0 CLASSROOM OBSERVATIONS
3 .1 First lesson Observation(a)
(A2,A4) I see classroom observation as essential to peer learning which Boud et al.(1999 ) associate with collegiality, critical enquiry, reflection and the development of leaning communities. But for peer observation to achieve its objectives it must be skilfully executed under conditions of trust. On the 28th of October I was observed by an experienced colleague while teaching Qualitative Research Methods to a cohort on the Professional Doctorate Programme. 
(A1,K6) Since this was the second day of delivery on the module, students  had already benefitted from the introductory lecture and their own self-reflection guided by resources on Moodle . During this observation, the focus of the day’s sessions was an exploration of the various traditions of qualitative research.  The full day session was divided into four parts. We began with a brief review of material covered in the previous session which was the philosophical underpinnings of qualitative research and how this information might influence their various forms of enquiry. My colleague commented on the value of linking previous content, students’ out -of- session work and the proposed content for the day. Although she could not stay for the entire day this discussion covers the sessions she observed. During the post lesson discussion, my colleague commented on the structure of my presentation and the variety of learning activities. She was happy with the choice and range of learning activities she felt was appropriate for the level of learners. She also felt that I had a good relationship with the class and monitored their participation in the individual learning tasks.
(K2, K4 ) However, though she was happy with most of  my classroom activities, she was not particularly pleased with one of the clips I used to expand discussion on grounded theory (Charmaz 2006). My colleague felt, and I agree with her, that the energy level of the presenter in this clip and the amount of time I allowed clip was inappropriate. Though the presenter was theoretically accurate his tone of voice did not recommend his enthusiasm. My colleague’ observation was certainly a wake-up call for me and one which I might have missed, but for her peer support.  It made me reconsider the necessity and choice of video clips in future sessions. Listening to the clip prior to the lesson I had been captivated by the presenter’s depth of knowledge and so I thought that my students might benefit from his contribution. What I had failed to notice was how his manner of presentation might connect with mine and affect the flow of conversation in my own classroom. Individuals who produce such material do so for a general audience, and so it was up to me to select and embed the content to my presentation. Understanding the pressure for time on the programme I could have used less video content than I did. I’m grateful for my colleague’s  skilful observation brought this to my attention and will be more careful about the choice of video clips I include in future sessions.
 (500 Words)
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1. Boud, D., Cohen, R. and Sampson, J. (1999) Peer learning and assessment. Paper published in Assessment and Evaluation in Higher Education, 24, 4, 413-426 . Available online from: http://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.203.1370&rep=rep1&type=pdf Accessed on 17/1/2018.
2. Charmaz, K. (2006) Constructing Grounded Theory: A Practical Guide through Qualitative Analysis London Sage Publications


3.2 SECOND OBSERVATION(a)
(A1,K5)The second peer observation was held on the 2nd of December 2017 during a session for a cohort of students on the first year of their Professional Doctorate Framework. I had had time to reflect on my first observation and to address the issues raised. Coming shortly after the students’ field work this final session on the Qualitative Research Module was devoted to data analysis, interpretation and report writing. The day was divided into four distinct sessions with equally diverse activities. The first part was a review of students’ field experience, considering their different fields of enquiry, qualitative traditions and ethical considerations(Grbich 2007). The second part was devoted to developing a framework for manual analysis of data and the third part to computer assisted packages for data analysis. The last part covered writing and presentation of research findings. My observers’ comments cover all the four sessions of the day.
(K3,V4)During the post observation discussion, the observer noted the appropriateness of the topic in relation to the students’ research trajectory. It seemed logical that data analysis should be discussed when students had completed field work and had large masses of data ready for analysis. The exercises in class were not just theoretical but a step towards the completion of their pending assessments.
(K6,V1)During the post lesson discussion, my observer expressed satisfaction with the way the day had been used and the learning that had been achieved. He commended my relationship with the learners, the variety of learning activities which were designed to achieve the stated learning objectives and the pace of delivery.  I was particularly pleased that he thought I had a good relationship with the learners because I believe to be rapport key to learning. He said that although the lesson was a group setting the conversations were held at the individual level. Indeed, I cannot see how it would have been possible to talk about field experiences without giving everyone a chance to unpack their experience. The discussion was guided by the desire to help each one realise stated learning outcomes. I also liked my colleague’s comments on the use of questions. It was not just my questions that were driving discussion but also the students’ own observations and questions. Though I cannot claim to have flipped my classroom, I can see how my planning was influenced by participation in the flipped classrooms professional development session. Students experience was the centre of classroom discussions.
(K2) Ideally, I would have liked to have a much longer session for the use of computer assisted packages in data analysis. However, given the lesson from my last observation I learnt to be judiciously in allocating time for each event in class. As my observer’s notes indicate, the IT session was the only one which lasted more than 40 minutes. I gave it as much time as could have been afforded. The Observer also commented on the range of learning challenges within the session which he felt were suitable for learners at this level. 
(500 words)
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Peer Observation
(K5 K3). It is the case that the teachers and observers previous experience in an observation situation might influence the expectations and reactions they each bring to peer observation. Though I have previously observed teachers as part of a school improvement project I was aware that this was a different form of observation. I had, earlier, explained to my colleague that the purpose of my visit was in connection with my own professional development and that I was there to learn from her practice. So, having gained prior consent for observation I felt I that I had minimised any sense of threat and intrusion(Johnson2016).
[bookmark: _Hlk504765093](K4 ,V1)This was a second session for students on the e- marketing module on the GWLAD programme.  The focus of the session was to identify and create content for the different marketing platforms on social media. The students were work based learners who already had business consultancies and needed to scale up their practice through marketing. As professionals they knew their market well and the language pitch that would communicate their meanings. The challenge was in crafting and placing that content for maximum impact. The session was planned for a full day but owing to the pressures of work the students requested for the content to be delivered in half a day. Whilst it is not unusual for work-based learners to have their schedules interrupted by work commitments, I thought the tutor’s capacity to respond to her students’ schedule within short notice, whilst at the same time achieving module requirements to be remarkable. 
(K3) The session began with a satisfactory review of previous content. As the session progressed, I was impressed by the pace the  maintained and the seemingly effortless mixture of practical and instructional episodes.  My colleague was both informative and accessible to her learners. I also liked her engagement with the material of instruction and her use of the learning space. She communicated confidence and by so doing gave licence to her students to have a sense of ownership in the competences they demonstrated.
(K3, V1)Whilst addressing the entire class, my colleague engaged students at the individual level allowing room for personal reflection on each one’s practice and how it might be improved. Discussion of social platforms that might be used for marketing purposes started with a discussion of their personal use of social media. Elements of effective and distractive use were discussed, with students citing examples from current postage.
(A3) A large section of the session was devoted to developing suitable content for their social media sites. By the end of the session each student had content suitable for the pages most frequented by their customers.  They were also involved in assessing and contributing to each other’s production. The greatest lesson I learnt from this observation was how to manage the unexpected. She did not show frustration or dismay when requested to adjust her programme. Rather she offered assurance and ensured that the key elements of the topic were covered  in less time.
(500words)

Johnson,M.(2016) Observation and peer review. Available on line from: https://cdn.southampton.ac.uk/assets/imported/transforms/content-block/UsefulDownloads_Download/C93FA18072ED477BB87C0DD866F0DB37/Observation%20and%20Peer%20Review.pdf.
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PEER OBSERVATION RECORD              					     APPENDIX PO2                   

	Lecturer (observee):   Clarys Ifan
	Observer: Dr. Eunice Kimaliro
	Date of observation:
Start and finish time:

	Module observed (title and level): 
e-marketing

	Location: BR3
	Type of session (e.g. lecture, tutorial):
LECTURE



	A=Appropriate   SD=Suggestion for Development
Please place a mark in the columns to the right of each statement 
	A
	SD
	Observations made during the session
*Continue a separate sheet, if necessary

	LESSON PLANNING AND PREPARATION
	
	
	The session begun with a review of what was learnt and of what the lecturer hoped to cover in the session. There was evidence of preparation as the lecturer had handouts and guidelines for a series of activities she hoped learners would undertake. The lecturer was responsive to participants needs as she adjusted the session timing to accommodate their desire to leave early due to pressing work commitments.  What I liked best were practical activities that she got students to undertake and the personal conversations she had about the platforms they were currently utilising. Whilst there could be no definitive right or wrong answer she made participants to reflect on the appropriateness of their choices.

	Detail and structure of teaching plan
	√
	
	

	Clarity and suitability of learning objectives
	√
	
	

	Range of teaching strategies used
	√
	
	

	Choice and variety of learner tasks
	√
	
	

	Suitability of environment to be conducive to learning
	√
	
	

	Understanding of context, e.g. scheme of work, schedule of study
	√
	
	

	TEACHING
	
	
	

	Session start, e.g. outlining objectives, content
	√
	
	

	Presentation, explanation, demonstration, use of examples
	√
	
	

	Accuracy, currency and professional relevance of subject matter
	√
	
	

	Variety and suitability of teaching strategies
	√
	
	

	Use made of resources, e.g. ICT, handouts, (smart)boards 
	√
	
	

	Pace of session, use of time
	√
	
	

	Session ending, e.g. summarising, recapping key points
	√
	
	

	MONITORING STUDENTS’ PROGRESS/RESPONSES
	
	
	

	Monitoring learner behaviour e.g. awareness, intervention
	√
	
	

	Monitoring understanding during session, e.g. use of questioning
	√
	
	

	Level of challenge to students, e.g. critical thinking
	√
	
	

	Level of student participation/engagement
	√
	
	

	Giving feedback to learners and setting targets for progress
	√
	
	

	Use of praise and encouragement
	√
	
	

	Assessing achievement of learning outcomes
	√
	
	

	Agreed actions that the Observee will take as a result of this experience
	
	
	Things that the Observer will do as a result of this experience

	
	
	
	The use of students video recording

	Whilst I understand the pressure for students time I think it would be valuable to increase the  time for actual activities because  they can forget what they heard but not what they did
	I enjoyed being part of this lecture and look forward to utilising some of the platforms that have been recommended for professional promotion.




Signature of Observer:							Signature of Observee:

[image: ]
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PEER OBSERVATION RECORD              					     APPENDIX PO2                   

	Lecturer (observee):   Dr. Eunice Kimaliro
	Observer: Robert Charters
	Date of observation: 2th December 
Start and finish time:  09:30- 12:30  13:30-16:30

	Module observed (title and level): DSAW 7101
Qualitative data analysis- level 7

	Location: BR1
	Type of session (e.g. lecture, tutorial):
LECTURE 



	A=Appropriate   SD=Suggestion for Development
Please place a mark in the columns to the right of each statement 
	A
	SD
	Observations made during the session
*Continue a separate sheet, if necessary

	LESSON PLANNING AND PREPARATION
	
	
	The Session was very well planned with suitable audio visual material used at various point to help the exposition 

	Detail and structure of teaching plan
	A
	
	

	Clarity and suitability of learning objectives
	A
	
	There was a clear exposition of both the objectives of the session and the Aims of the session at the start with a re-iteration at the end of the first session and the start of the second-session.  The Aims and Objectives were discussed at the close of the session and tested. 

	Range of teaching strategies used
	A
	
	The session as a whole had a good range of teaching and learning strategies ensuring that all learning styles were catered for there was Lecture discussion seminar and Workshops contained during the day with no session taking longer than 40 mins except the IT element which was long enough for the participants to experience the use of the software on a time of data collection.  

	Choice and variety of learner tasks
	A
	
	See Above, there were a range of teaching styles catered for.  As this was a small group it was possible to respond to all the various learners and address their needs in an effective way ensuring all the aims and objective set out at the start were achieved. 

	Suitability of environment to be conducive to learning
	A
	
	A variety of rooms were identified as necessary for the session and had been booked prior to the session.  The IT session took place in a dedicated computer room with the necessary software 

	Understanding of context, e.g. scheme of work, schedule of study
	A
	
	The session dealt with the information and skills that were needed by the participants at that time.  This session was located within the duration of the module at the exact time as the learning was needed.  

Objectives all given at the start of the session 

	TEACHING
	
	
	

	Session start, e.g. outlining objectives, content
	A
	
	

	Presentation, explanation, demonstration, use of examples
	A
	
	There was a wide uses  of a range of examples for each participant.  Each participant is researching different subject areas and examples for each of them were researched and used. 

	Accuracy, currency and professional relevance of subject matter
	A
	
	Subject matter was up to date and relevant to the research the participants were undertaking

	Variety and suitability of teaching strategies
	A
	
	there was a range of strategies used all of which were relevant to the nature of the participants and the Level the participants are working at

	Use made of resources, e.g. ICT, handouts, (smart)boards 
	A
	
	A good range of handouts were used and IT used in the most effective way by powerpoint not being too intrusive but there as an additional source of information 

	Pace of session, use of time
	A
	
	The pace of the session was comfortable not being too fast or too slow.  There was no obvious indications from the participants that the pace was too fast or too slow. 

	Session ending, e.g. summarising, recapping key points
	A
	
	The Sessions were summarised and main element key points were recapped upon. 

The class size was very small and so all participants could be monitored as these were a mature cohort behaviour didn’t appear to be an issues to be managed.  

	MONITORING STUDENTS’ PROGRESS/RESPONSES
	
	
	

	Monitoring learner behaviour e.g. awareness, intervention
	A
	
	

	Monitoring understanding during session, e.g. use of questioning
	A
	
	There was a free flow ow questions from and to the participants 

	Level of challenge to students, e.g. critical thinking
	A
	
	As this session was dealing with Qualitative analysis there was a good level of Challenge even for students working at level 8 

	Level of student participation/engagement
	A
	
	The small size of the cohort really enables a very personal and fluid level of participation and / engagement. 

	Giving feedback to learners and setting targets for progress
A
	
	A
	Each participant was given a personal target with dates for draft submissions agreed.A

	Use of praise and encouragement
	A
	
	There was a warm atmosphere in the session. all the participants were in receipt of plenty of encouragement and praise.  This was important 

	Assessing achievement of learning outcomes
	A
	
	This was defused through out the Session with constant reference to the outcomes and the understanding of the group . 

	Agreed actions that the Observee will take because of this experience
	
	
	Things that the Observer will do because of this experience

	
	
	
	



Signature of Observer: Robert Charters							Signature of Observee:
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5.0 Personal Reflection and Future Development
(A1,K3)During the course of this study I have had opportunity to plan, facilitate sessions, support student research and reflect on my role in higher education. From my diametrical  position as a work based learner supporting other work based learners I have  experienced education as an ongoing reflective process. To be a teacher in higher education is to help learners to celebrate and gain confidence in applying their unique learning styles to everyday situations. My most fulfilling moments have been those where a student acknowledges seeing or learning something new in their everyday work experience. However, considering the exceptional relationship between employers and the universities which make work-based learning possible I have also begun to question how that in effect shapes what constitutes disciplinary knowledge, its ownership and gatekeeping processes.
(K3, V2, K6) Through peer observation (Davy and Jones 2007) I have been facilitated to engage with my teaching strengths and weaknesses through the professional eye of a colleague.  Colleagues have commended on my knowledge level and relationship with the class but they have also brought to my attention the necessity of balancing that with my time management. In observing colleagues, I have engaged with the complexities of class observation particularly with regard to what to declare of each observation, and how to state it in a manner that connects to the colleague’s motivation for action. For me an observation is only important insofar as it inspires colleague to improve their practice. I have learnt to utilise  the protocols provided by the observation schedule to guide both the observation and the post-lesson discussion with colleagues.  To enhance collegiality, I think there should be a pre -observation discussion on the specific area of focus for which the observation has been arranged.
(K5)The diverse professional development sessions have been a source of inspiration, knowledge, resources and more importantly, an avenue to remain connected to things that matter in my professional life. Every session I attended was a platform on which changes to my research or teaching interests were discussed.  I learnt from each facilitator who captured and retained the attention of their audience. The sessions I remember the most were those in which the facilitator cared for the audience, the ones in which they drew upon their humanity to connect to our most basic instincts. I learnt that teaching, no matter what the subject, is about managing human imagination and relationships.  It is about being vulnerable and yet not losing sight of your strength.
  Whilst I recognise that it is important to assure standards in supporting student research, I also recongise that their ingenuity and creativity should not be stifled by institutional dogma. In the end, through reflexivity, I have engaged with the realities of who I am. Becoming a professional teacher is not about changing but managing who I am I order to help the students I work with to exercise their full scholarship in their everyday circumstances. After many years of questioning my adequacy I have realised that my strength lies in continued reflexivity.
Reference
1. Davys, D. and Jones, V. (2007)Peer Observation a tool for continuous professional development. Available online from: http://usir.salford.ac.uk/15805/6/article_cgi.pdf. Accessed on3/3/2018 
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